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Abstract 
 

 In this study I investigated the process drama convention of tableau to mediate for the 

representation of main ideas in science information texts. My pedagogical goal was to focus on 

the body as a tool for engaging with information texts and my rationale for this goal was the 

belief that the body is neglected in classroom learning. The task of creating caused the students 

to be active and to think of their own and other bodies as signifiers of meaning.  

 The methodology was based on a formative experiment that allowed for changes and 

modifications to be made in response to the intervention of tableau. Formative and design 

experiments recognize that classrooms are ecologically complex research sites that are situated in 

particular cultural and historical contexts. Theories related to cultural historical activity theory 

(CHAT), expansive and embodied learning frame this research as paradigms that recognize the 

dialectics between activity and culture and the body in and of the world. 

 In the study tableau is framed as an innovative learning method that disrupts the 

traditional and historical methods for identifying main idea, such as the annotation of text. 

Through the disruption of tableau came opportunities to expand notions of literacy and 

comprehension as well as the traditional associations of drama with fiction texts. The study 

shows that tableau is a flexible mediating tool that can be applied to the current focus on 

informational texts and close reading. 
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Chapter 1: Introduction 
 

The National Reading Panel (2000) for example, recommended ÔsummarizingÕ as a key 
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to specialist instruction in the visual arts and music and rarely did I see children engaged in 

drama or dance activities.  

In addition to my role as internship supervisor, I taught classes to preservice teachers on 

arts integration and writing in the elementary grades and often incorporated drama in my 

instruction. Although the preservice teachers responded enthusiastically, they often remarked 

how little they had experienced arts integration in their own schooling and I was concerned that 

their limited experience would be repeated when they became teachers. I became aware that the 

absence of arts instruction (past or present) has very real future consequences. 

When Helen Nicholson, editor of the journal Research in Drama Education, was asked in 

2011 ÒWhat do you think is the most important and/or controversial subject in contemporary 

debate that has been discussed and considered through the journal?Ó she replied, ÒHow drama 

can have emotional effect on participants and also educational benefit in its widest sense.Ó 

Making known the emotional effects and educational benefits of the arts is motivating the arts 

community to have the government backed initiative known as STEM - science, technology, 

engineering and math, changed into STEAM - science, technology, engineering, arts and math. 

The inclusion of the word ÔartsÕ would signal its value among the other subjects and provide 

impetus for funding to be made available for programs seeking to include arts provision in 

schools. The movement has gained recognition in both local and national government and in 

June 2011, Representative James Langevin from Rhode Island submitted a resolution to the 

House of Representatives, H.Res.51 (2013) which expressed Òthe sense of the House of 

Representatives that adding art and design into Federal programs that target the Science, 

Technology, Engineering, and Mathematics (STEM) fields encourages innovation and economic 

growth in the United StatesÓ. The bill ÔdiedÕ in the House and was reintroduced in February of 
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2013. The website Ògovtracks.usÓ that charts the progress of government bills currently states 

that the prognosis for its success is 0%. However, the Rhode Island School of Design is one of 

the national leaders in the movement of STEM to STEAM 

(http://www.risd.edu/About/STEM_to_STEAM/). 

As an educator who has often included drama in instruction and witnessed its emotional 

and educational benefits, I believe that drama needs to be a visible presence in education. Hence 

my motive for conducting the current study. 

Teaching Background 

I have been involved with drama in education for many years. When I first started 

teaching in England I directed after school drama clubs that involved playing drama games and 

improvising short, humorous skits. Occasionally these would be rehearsed and shared in school-

wide gatherings called ÔassembliesÕ in England. I greatly enjoyed managing the programs but I 

wanted to know more about the theory of educational drama to support its application in the 

curriculum rather than outside of it. In 1997 I enrolled in a Master of Arts in Drama in Education 

course and I was introduced to the concept of Ôprocess dramaÕ and the work of its major 

practitioners such as Dorothy Heathcote and Cecily OÕNeill. In contrast to popular conceptions 

of drama, process drama is not about Ôputting on a play.Õ The defining characteristic of process 

drama is that it is an exploratory and collaborative method of working, shared within the 

confines of the classroom as it unfolds and not as a rehearsed product. In teaching situations it 

can be applied to explore concepts and issues found across the content areas (Bowell and Heap, 

2001). Through the MA course I was exposed to theories that supported drama as a powerful 

pedagogical tool and as a teacher in the classroom I began to integrate process drama methods 
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into social studies and language arts instruction. The students embraced this style of active 

learning and I was invigorated by their response.  

As a doctoral student my interest in drama in education has only increased and I have 

sought opportunities to research and apply drama with a variety of populations. Last year I led 

after school drama enrichment classes at a boysÕ magnet middle school in Tampa and I explored 

the use of drama with visually impaired children. Most recently I researched the application of 

Augusto BoalÕs Ôimage theatreÕ techniques (1995) with preservice teachers enrolled in an arts 

integration class in the College of Education  (Branscombe and Schneider, 2013). The research 

focus was preservice teacher reflections mediated through the process drama convention known 

as Ôtableau.Õ ÔTableauÕ is a group depiction of a moment in time with no movement or speaking, 

it is in effect a Ôstill image.Õ Working in groups, the creation of tableaux (plural) afforded 

preservice teachers a non-traditional way to reflect on moments in the classroom that had been 

troubling or challenging for them. When presenting the tableaux, the participants were given the 

option to Ôstep outÕ momentarily and articulate the thoughts of the person they were depicting in 

the scene. These frozen depictions of difficult or challenging situations from their field 

placements, combined with the Ôstep outÕ utterances, were alternative modes of reflecting as 

compared to the more traditional journaling (Fox, Campbell & Hargrove, 2011). According to 

Augusto Boal (1995) the possibility of transforming oppressive or difficult experiences can be 

explored through the recreation of an initial tableau into a reconstruction of the event, an ÔidealÕ 

version of the scenario, ÒThe active, explicit transformation of body-knowing into body-doing 

taps into the power of body-knowing to reflect actively on the cultural and social status quo, the 

better to change itÓ (Osmond, 2007, p. 1114). Such an example of Ôbody-knowingÕ to perceive a 

different outcome happened when a preservice wrote, ÒOften times when we reflect we think 
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about what happened and what we can do to fix it and not why it is happening in the first place. 

Thinking for the characters in the reflection aids in determining the trigger for the situation.Ó  

As the instructor for the class, the work was significant because it introduced preservice 

teachers to the art form of tableau and it provided a public space to both share and witness 

challenging classroom moments that they thought were unique to them. As a researcher the 

significance of the study was to be found in the exploration of reflection as an embodied 

practice. The research conducted for this present study builds on the research of embodied 

reflection and extends it into another field of embodiment Ð that of text representation.  

Rationale 

Tableau and Ômain ideaÕ both represent distillation. Tableau is a frozen image that 

presents the essence of an idea or experience (Barthes, 1977). A main idea synthesizes 

information and presents it as a summary. Their compatibility as concepts that essentially refine 

and condense information inspired me to bring them together in a research study that explores 

the embodied representations of main ideas in science information texts through tableau. As a 

non-traditional and active way to engage with main ideas, I believed the use of tableau had the 

potential to be a significant learning experience for the students and its application was a way to 

explore the educational benefits of drama in a classroom.  

Purposes of the Study 

Given my background and experience, I am interested in working at the interstices of 

new educational trends and legislative demands for literacy learning to be found within the 

Common Core State Standards (CCSS) (National Governors Association Center for Best 

Practices & Council of Chief State School Officers, 2010). With a renewed focus on 

informational texts in the CCSS, and a personal desire to see more drama in schools, the purpose 
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of this study was to implement the process drama strategy of tableau as a tool to represent main 

ideas in science texts.  

Research Questions 

The research questions that guided the study design and implementation were: 

1. How did students represent main ideas from science information texts as a tableau? 

2. How did students represent main ideas when writing in role? 

3. What were student and teacher reactions to tableau as an embodied learning experience? 

Definitions of Terms 

 Below I list terms used in the study that may be unfamiliar to the reader or 
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Theoretical Framework 

 As a particular 
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might say, in order to thinkÓ (2007, p. 1109). In positioning the body as a tool for learning, I am 

not arguing for a continuing mind/body opposition in our schools but for a pedagogical approach 

that integrates the two, ÒIf the body as lived structure is a locus of experience, then one need not 

ascribe this capability to a decorporealized mind. The self is viewed as an integrated beingÓ 

(Leder, 1990, p. 5). Eisner describes an integrated body as a receptor for somatic knowledge, a 

reaction to a work of art is not confined to the sense that defines the art as a ÔformÕ and can have 

cognitive appeal as much as sensory resonance, ÒWorks of art call upon both the ideational and 

any of the sensory resources we use to experience the world; the fact that an image is visual does 

not mean that the experience we have of it will be visualÓ (2002, p. 19).  

A segregated view of the body has the potential to position the arts as anti-intellectual 

and align cognitive functioning with specific domains of knowledge, a view strongly rejected by 

John Dewey, 

Any idea that ignores the necessary role of intelligence in production of works of art is 

based upon identification of thinking with use of one special kind of material, verbal 

signs and words. To think effectively in terms of relations of qualities is as severe a 

demand upon thought as to think in terms of symbols, verbal and mathematical. Indeed 

such words are easily manipulated in mechanical ways, the production of a work of 

genuine art probably demands more intelligence than does most of the so-called thinking 

that goes on among those who pride themselves on being ÒintellectualsÓ (2005, p. 47). 

Segregating the curriculum into subjects has been the historical approach of schooling in the 

Western world. In contrast, the Ôwhole languageÕ movement in literacy education was an attempt 

to adjust this attitude in language arts teaching. Two of the strong proponents of whole language, 

Kenneth Goodman and Yetta Goodman list drama as belonging to a Ôsymbol systemÕ that 
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Òinterrelates with written languageÓ (2009, p. 100). They argue that the strength of the whole 

language movement is in its inclusive attitude 
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he frequently references ideas of reversibility and circularity to emphasize that as both subject 

and object in the world, we are bound to the materiality of the world and to each other. The word 

Merleau-Ponty uses to convey this phenomenom is chiasm. The origin of the word is to be found 

in the Greek word chi, which denotes the shape of an X. In the letter X, the two lines do not 

merge and then become one line, instead they intersect at a specific point to form the letter as we 

have come to know it. In ophthalmology, a chiasma refers to the intersection of the two optic 

pathways that result in a singular image. Merleau-PontyÕs notions of merging, crossing and 

intertwining will be developed here to show how they relate to the practice of tableau. 

The body as both subject and object. When the body sees, it becomes part of the visible 

world that can look back at itself through other people, ÒI regard my body, which is my point of 

view, upon the world, as one of the objects of that worldÓ (Merleau-Ponty, 2004, p. 83). There is 

a reversibility inherent within the visualizing process that Merleau-Ponty refers to as Òa double 

and crossed situating of the visible in the tangible and the tangible in the visibleÓ (1968, p. 134). 

When a tableau is created, there is a duality of seeing involved, the ability to create from within 

while simultaneously envisioning what it looks like from without. In this way tableau leads to a 

heightened awareness of yourself as both subject and object because in a tableau the role of the 

body is to ÔshowÕ a ÔknowingÕ through a still pose. I believe this awareness can help develop an 

aesthetic sense about the way a body performs in space.  

The body as touching and touched.  This idea reinforces the notion of the body as both 

subject and object and applies to the study because a tableau is a human structure that ic3s is 
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are touching as much as they are being touched and also the left hand is touching the objects 

through the right hand. A participant in tableau may be simultaneously touched while touching 

another participant and the overall intertwining of touching and non-touching is a constituent of 

how meaning is conveyed in a tableau.  

The body in relation to other bodies. Bolton (1985) strongly rejected the popular idea 

that drama is about individual expression and process drama practitioners have frequently 

stressed that drama is primarily a social art form (Heathcote, 1984). A tableau may be about an 

individualÕs experience but the essential aspect is that it is a group of people who decide how to 

depict the experience and then form the image. The interaction between participants in tableau is 

key to extending Merleau-PontyÕs notion of chiasm from the individual to the collective. He 

described this dynamic as operating when two people shake hands and there is a reciprocal 

engagement of touching and being touched. At the moment that the two hands come together, 

there is a reminding that the individual is a Òdimension and a universalÓ (1968, p. 142) and 

according to Merleau-Ponty this recognition is the true primordial consciousness that connects, 

Òa carnal adherence of the sentient to the sensed and the sensed to the sentientÓ (p. 142). Implicit 

in these words is an appeal for humans to remember their ancient, prelinguistic state (Vallega-

Neu, 2005) and carries echoes of MoffettÕs declaration that ÒNo written symbols are required. 

Drama is primitiveÓ (1983, p. 63). Tableau as a silent depiction could be construed as 

prelinguistic and as a collaborative process that involves touching and being touched, it binds the 

Ôsentient and the sensedÕ in a chiasmatic form. The one who is touching and the one who is 

touched do not become one in the tableau but together they create tableau. 

 Tableau and time. As a distilled image, tableau has no past or future. It is truly of the 

moment and if participants are asked to speak their thoughts, these are spontaneous on-the-spot 
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responses. In the act of contemplating an image, Merleau-Ponty claims that we experience 

atemporality. ÒThe present still holds on to the immediate past without positing it as an object, 

and since the immediate past similarly holds its immediate predecessor, past time is wholly 

collected up and grasped in the presentÓ (2004, p. 82). As an embodied ÔgraspÕ in the present, 

tableau has the potential to root the viewer in the present and momentarily relieve them of time 

constraints, which Tierney (2013) regards as a novel experience for many people today. 

Expansive Learning 

 The other theory that frames this research is Ôexpansive learning.Õ Yrjš Engestršm is 

recognized as the author of the theory of Ôexpansive learningÕ (1987). It is a theory that came out 

of a larger theory Ð cultural historical activity theory (Engestršm, 2001) and borrows heavily on 

the sociocultural theories of Vygotsky (1978). I therefore begin with a description of cultural 

historical activity theory before bringing the discussion back to expansive learning.  

 Cultural Historical Activity Theory (CHAT). Engestršm states that cultural historical 

activity theory (CHAT) was ÒinitiatedÓ by Vygotsky and Òfurther developedÓ by his colleague 

Alexei LeontÕev (2001, p. 134). I selected CHAT as a theoretical frame because I am positioning 

tableau as a ÔtoolÕ in the learning process. The idea of mediation is key to a Vygotskyian model 

of learning. It appears as a catalytic presence in his well-known triangle of a directed activity 

between a stimulus and response. More commonly today, ÔsubjectÕ and ÔobjectÕ have replaced 

the terms ÔstimulusÕ and ÔresponseÕ but the term ÔmediationÕ has remained. In reference to this 

study, I am transposing the ÔsubjectÕ to be the Ôbody,Õ the ÔobjectÕ of the task to be the 

Ôrepresentation of a main ideaÕ and the ÔmediatingÕ act to be ÔtableauÕ (see Figure 1). 
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Figure 1. A reformulation of VygotskyÕs model of a mediated task (see Vygotsky, 1978, p. 40). 
 
 
Of importance here is that the mediated act is culturally determined and this changes both the 

subjectÕs experience of the task and the outcome of the task, hence the bi-directionality of the 

arrows in the model. Engestršm calls VygotskyÕs original model the Ôfirst generationÕ of CHAT 

and states that its weakness, as identified by LeontÕev, was that it was focused on the individual. 

Engestršm reformulated the model to depict a directed activity as occurring in a community that 

has rules and a division of labor and this became known as the Ôsecond generationÕ of CHAT. 

The Ôthird generationÕ of activity theory accounts for the complexity and diversity within a 

community and draws on BakhtinÕs notions of dialogicality (1982). As is appropriate for a model 

based on culture as a dynamic Ôartifact,Õ the model continues to undergo revisions in response to 

the dialectic of cultural changes and individual agency. Later reformulations of the CHAT model 

have included ideas of boundary crossing and Ôthird spaceÕ Òwhere the seemingly self-sufficient 

worlds and scripts of the teacher and the students occasionally meet and interact to form new 

meanings that go beyond the evident limits of bothÓ (Engestršm, 2001, p. 136). But the presence 
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of culture as impacting both outward behavior and inward thinking processes has remained, as 

has the idea that these processes influence culture in return. In a classroom situation, CHAT 

means that student agency, teacher agency and the cultural artifacts of textbook, curriculum, 

technology (and tableau) are in constant flux with each other, agency ÔinhibitingÕ (to use 

VygotskyÕs word) artifacts and artifacts inhibiting behavior.  

 Expansive learning theory arising from CHAT. CHAT is a theory about activity 

happening in a cultural context, but importantly activity itself becomes a changing cultural 

dynamic as it responds to changes in history; individuals and collective groups begin to deviate 

from patterns of doing as tensions arise out of the activity itself. Engestršm describes these 

tensions as the CHAT principle of ÔcontradictionsÕ, which are Òhistorically accumulating 

structural tensions within and between activity systemsÓ (p. 137). However, arising from 

structural tensions are the opportunities for expansion in terms of a new goal directed activity. In 

traditional learning activities, the Òknowledge or skill to be acquired is itself stable and 

reasonably well definedÉ The problem is that much of the intriguing kinds of learning in work 

organizations violates this presuppositionÓ (Engestršm, p. 137). The ÔintrigueÕ arises when the 

activities have not been accomplished before by a particular group of peopleea8dictz ivitein t 
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In this present study, the students worked within the given social and cultural situation of 

a classroom and used prescribed informational texts as a basis to create new representations. 

However, they physically expanded their bodies to represent roles and they were encouraged to 

expand their conceptions of what could be ÔdoneÕ with main ideas in an informational text.  
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3. What were student and teacher reactions to tableau as an embodied learning experience? 

In this chapter a review of the literature provides a background to the research questions 

and covers the teaching of main ideas, an overview of process drama, the teaching of science 

through drama, the application of tableau to text comprehension, and finally research on writing 

in role.  

Focus on Main Idea 

ÒA central goal of reading comprehension instruction at all levels is the development of 

the ability to identify or abstract the main ideaÓ (McCallum and Moore, 1999, p. 21). But what 

exactly is Ômain ideaÕ? Writing in 1986, Joanne Williams claimed that ÒEven though this skill is 

acknowledged to be central, there is no consensus as to the proper definition of main idea, either 

in instruction or in research.Ó (p. 163) In the research, m
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comprehension. The report ignited a debate about the relationship between reading and reading 

comprehension - does reading lead to comprehension, or does comprehension enable one to read, 

or do they operate in synergy? Two major reports published after DurkinÕs study sought to keep 

the debate focused on the process of learning to read through the primacy of phonics instruction 

and the role of the teacher in providing explicit instruction. Becoming a Nation of Readers: The 

Report of the Commission on Reading (Anderson, Hiebert, Scott & Wilkinson) was published in 

1985 and had 17 recommendations that covered parental responsibility, teacher instruction, 
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neither Goodman or Smith distinguishes between reading and reading comprehension. Their 

failure to make the distinction is deliberate, for they would argue that reading is comprehending 

(or that reading without comprehending is not reading)Ó (p. 11).  

In regard to text comprehension, Teaching Children to Read (National Institute of Child 

Health and Development, 2000) 
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So where does main idea figure in these Ôreading warsÕ? Relevant to this literature review is how 

the teaching of main ideas has been researched within the reading comprehension discourse and 

what recommendations have been made for how to teach main idea identification.  

Alternatives to Basal Readers  
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obvious way to rectify a lack of knowledge of textbook prose is to provide children more and 
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text, a finding that Bauman said publishers needed to take note of. Cumulatively, the research on 

main ideas in content areas is clear; applying isolated strategies learned in one class may not 

carry over into another (Duke, 2000). Therefore, reading for content and being aware of how that 

content is structured are both crucial to main idea identification (Duke, Pearson, Strachan & 

Billman, 2011).  

Visualizing and Annotating Main Ideas 

Mark Sadoski has described visual imagery in literacy as seemingly Òself-evident, but it 

was not that long ago that purely language-based theories on cognition and memory prevailedÓ 

(1998, para. 1). More than just Ôself-evident,Õ Long, Winograd and Bridge, (1989) stated that 

imaging is a nativistic process and that mental images remain longer than verbal recalls of 

information. Visualizing as a comprehension tool has traditionally been taught through two 

strategies; the students are taught to construct mental images about the content of the text or they 

illustrate important ideas and concepts through drawn images, such as graphic organizers and 

maps. Taylor, Olson, Prenn, Rybczynski and Zakaluk (1985) criticized worksheets for teaching 

main idea in isolation. As an alternative strategy, the researchers recommended the use of 

graphic organizers such as maps and flowcharts for aiding students to sequence and summarize 

information in ÒnaturalÓ texts they were reading in class. In 2001, Duke and Pearson said that, 

ÒChildrenÕs comprehension improves through the use of graphic and sematic organizersÓ (p. 

434). Visual representations often depict the relationship between main idea and supporting 

details and in BaumannÕs research on explicit teaching (1984), a teacher drew an image of a table 

with the main idea written on the table top and four supporting details written alongside each 

table leg. However, despite all the evidence that points to visualizing text as a strategy for 
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understanding text, tableau as a form of visualization was not referenced in any of the research 

literature about visualization and comprehension. 

Both mental images and graphic organizers were included in studies that were analyzed 

for the Report of the National Reading Panel: Teaching Children to Learn (National Institute of 

Child Health and Human Development, 2000) and presented as valuable strategies for analyzing 

texts because they helped students remember important elements of the text. This idea of 

memory and retrieval had appeared in a report twenty years earlier. According to Goetz and 

Armbruster, (1980), student failure to identify the main idea in authentic reading material was 

because it had not been taught to them as a Òconnected discourseÓ which Òpermits the 

construction of highly integrated or interconnected representation in memory that is both easier 

to construct and more efficient at retrievalÓ (p. 203). 

As well as representing texts through imagery, the annotation of text, for example 

underlining main ideas, has remained popular for teaching main idea identification. Goetz and 

Armbruster strategized the memorizing of the main idea of a text as a Òrealistic objectiveÓ which 

can be supported through ÒhighlightingÓ and ÒunderliningÓ the Òimportant portions of textÓ 

(1980, p. 217). And in 2014, annotating texts was presented as a skill that helps students Ôclose 

readÕ a text and one of the three annotations suggested was Òunderlining central, key or main 

ideasÓ (Fisher & Frey, p. 223).  

Main Ideas and Background Knowledge  

Focusing on what students bring to comprehension through the activation of background 

knowledge is a strategy with a history. In the 1960s theories of reading comprehension continued 

to support ChomskyÕs (1957) Ôtransformational grammar systemÕ model, which in effect claimed 

that humans are born knowing how to generate and process language. The following decade 
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underwent a revolution that has become known as the Ôcognitive turnÕ when psychologists 

focused on the cognitive processes involved in reading. These researchers tended to follow one 

of two paths Ð studying Ôstory grammarÕ in narrative texts or the underlying text structure in 

expository text (Pearson, 2009), but neither approach satisfactorily answered the question of 

exactly what was happening when readers comprehended.  The theory that emerged from 

wrestling with this question became known as Ôschema theoryÕ and it directly challenged the type 

of cognitive tasks that could be found in the basal reader worksheets.  

Pearson (2009) cites Anderson (1977) and Collins, Brown and Larkin (1980) as eliciting 

the idea of the Òreader as builderÓ (p. 13), i.e. a reader uses their own experience and knowledge 

as the building blocks for comprehension construction. Thereafter, schema theory became 
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With regards to uninspiring reading material and instruction, Robert Tierney (McGinley 

& Tierney, 1989) was a consistent voice through the 1980s reminding theorists and practitioners 

that explicit teaching of reading comprehension did not have to mean dull teaching. In a 

reflective appraisal of reading developments over the previous 20 years he commented ÒThe 

research on engagement has moved us toward views of reading that reach beneath the surface to 

a fuller consideration of the readerÕs emotional, affective, and visual involvementÓ (Tierney, 

1990, p.39). The explicit role of the reader, rather than the teacher or the text, was now garnering 

attention. 

The Role of the Reader in Reading Comprehension  

In the 1980s the study of the role of the reader in the reading process, along with a rising 

interest in the works of Vygotsky, gave birth to the description, Ôthe social turnÕ (Pearson, 2009). 

Until the 1980s, classroom discussions about literature had been guided by the notion that the 

true meaning in a text could be accessed by a close reading of all the literary elements contained 

within it. This idea originated with I. E. Richards (1929) and had remained dominant for a long 

time until 1978 when the author Louise RosenblattÕs positioned the reader as creating their own 

literature when 
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texts. AndersonÕs (1992) experimental study that infused TSI with content area textbook learning 

reported increased student verbal participation and performance on subsequent comprehension 

assessments. In a TSI context, main idea would be negotiated through a group discussion, with 
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standards. This signals a continued reliance on basal readers as the main medium for teaching 

reading in spite of calls for more balanced approaches (Fisher & Frey, 2012).  

Although a range of strategies for teaching main idea have been researched since 

DurkinÕs report in 1978, very few have involved the use of the body. Henderson and Shanker 

(1978) recorded that students who had been exposed to Ôcreative dramaticsÕ did better in 

comprehension tests that included questions about main ideas than students who had learned the 

comprehension skills through basal workbooks. But I believe there are signs of hope. More 

recent research and articles written by influential comprehension theorists suggest an open 

attitude to look outside traditional practices for interacting with informational texts. One study 

(Block, Parris & W
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the time is right for drama to reconfigure itself as a (re)presentational mode of learning well 

suited to a new emphasis on informational texts. It needs to shed its Ônarrative clothingÕ and 

show how it can respond to the challenge of helping students engage meaningfully with subjects, 

such as science, that predominantly use informational texts to convey content.  

Process Drama  

ÒProcess drama proceeds without a script, its outcome is unpredictable, it lacks a separate 

audience, and the experience is impossible to replicate exactlyÓ (OÕNeill, 1995, p. xiii). 

As OÕNeillÕs quote illustrates, process drama, is not about putting on a play and there is 

no sense of a Ôfourth wall.Õ Students are simultaneously participant and spectator. The learning 

happens as it is experienced (Varelas et al., 2010) and therefore requires Ôbuy-inÕ by the entire 

class, 
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other peopleÕs shoes and, by using personal experience to help you to understand their point of 

view, you may discover more than you knew when you startedÓ (1984, p. 44). However, as this 

quote suggests, drama has that Ôsomething specialÕ that goes beyond background knowledge and 

Ôtext to selfÕ identification. In process drama, seeing from the perspective of another is about 

imagining alternative ways of being and has been researched as a tool for studying events and 

characters in a language arts and social studies context (Duffy, 2014; Schneider, Crumpler & 

Rogers, 2006; Wilhelm & Edmiston, 1998).  

Often used to enhance reading and writing experiences, process dramaÕs effectiveness is 

perceived to lie with its ability to give context (Mages, 2006) and its requirement for students to 

actively engage with texts (Crumpler, 2006; Wagner, 1998; Wolf, Edmiston & Encisco, 1997). 

And crucial to this sense of engagement is that it happens in a social context, ÒTogether as 

students enter into their imagined contexts, they gain new insights whole collectively negotiating 

meanings and problems in spaces where my story is shaped by yours, and yours by mineÓ 

(Winters, Rogers & Schofield, 2006, p. 38). As this quote demonstrates, process drama fits well 

within a Vygotskian framework and a sociocultural perspective, because it explores situations 

and dilemmas as social, not privatized, phenomena (Bolton, 1985; Neelands, 2009).   

Drama and Science  

 In schools, drama is more commonly integrated into language arts and social studies than 

science (Alrutz, 2004). This could be because drama and science represent the curriculum 

equivalents of the mind/body divide that has already been discussed. This divide in popular 

notions of the two subjects can be found in the following statements, ÒMost students see science 

as rational, cold, unexciting and lacking any emotional contentÓ (Valeras et al., 2010, p. 322) and 

ÒDramatic activity is seen as an exceptionally strong motivating device Ð it stimulates interest, it 
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we assumed that student engagement with, and integration of, diverse representational modes  
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to drama as Òa vehicle for developing important insightsÓ and asserted this was because it was 

taught in a Òconcrete (i.e. non-disembodied) formÓ (p. 80). They described the activities of 

students embodying the movements of molecules in response to heat and similarly Alrutz 

documented how students embodied positively charged atoms through their Òwalk, vocal choices 

and facial expressionsÓ (2004 p. 31). And Varelas et al., (2010) reaffirmed the importance of the 

childrenÕs somatic engagement with the science content,  

Through their bodies they negotiated ambiguity and re-articulated understandings, thus 

marking this embodied meaning making as a powerful way to engage with science. 

Furthermore, childrenÕs whole bodies became central explicit tools used to accomplish 

the goal of representing this imaginary scientific world. (p. 302) 

These are important words. Using their bodies helped the students understand abstract concepts, 

which is a finding with direct application to the present study on the use of tableau with texts 

about the Earth and the solar system.  

Tableau and Main Ideas 

 Throughout the literature on reading comprehension, the importance of direct and explicit 

teaching was consistent. This is generally assumed to be a style of teaching where the teacher is 

the active guide, but in the creation of a tableau, the students are the more active agents, ÒYet 

whether tableaux are used pre- or postreading, their most important contribution to 

comprehension may be that they allow readers to be active and generativeÓ (Tortello, 2004, p. 

207). The defining feature of a tableau is that it is a silent image, which Òoffers children a non-

language dependent medium through which to think about ideas embedded in literature and to 

grow as thinkersÓ (Wilson, 2003, p. 375). In opposition to basal readers, Wilson positioned 

tableau as challenging the Òverbo-centric scripted reading programs published by major 
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companiesÓ (p. 375) and described its worth as Òa thinking actionÓ (p. 376), a term that resonates 

with the title of an article by Glenberg, Jaworski and Rischal called ÒBrains are for action!Ó 

(2007). Such claims dismantle notions of a mind/body divide that a growing number of 

researchers are seeking to refute (Lindgren & Johnson-Glenberg, 2013).  

Earlier, I stated that main ideas in narrative texts emerge from the important events in a 

plot. Alison Downey described how she assigned seventh grade students the task of depicting the 

Ômajor eventsÕ of a poem through a series of tableau. For the students, Òwho tended to talk their 

way out of any situation, it was a challenge requiring greater focus to condense all they would 

say about an event into a silent imageÓ (2005, p. 34). The focus poem ÒHangmanÓ by Maurice 

Ogden is about the consequence of failing to take a stand against the persecution of others. In the 

introduction to the article, Downey made the following observation, ÒOne of the great difficulties 

in teaching about horrific periods in history, the underbelly of human experience, is addressing 

how to help students comprehend the incomprehensibleÓ (p. 33). And after describing the 

application of tableau with the poem, she reported a greater affective comprehension of the 

poem, ÒThe students seemed to recognize that in every image they were part of the problem; they 

participated in the violenceÓ (2005, p. 37). I would describe this as an example of what Fountas 

and Pinnell call comprehension continuing after the specific literacy event; the readers Òuse their 

experience and extend from itÓ (1996, p. 156) which, according to Wilhelm Òis exactly what 

highly engaged readers have been shown to doÓ (1998, p. 32). 

As well as representing main ideas through tableau, the present study investigated the 

representation of main ideas through writing in role. The next part of the study therefore presents 

a review of literature on writing in role. 
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According to the research, a sense of context also influences the ÔvoiceÕ of the writing. 

An effective writing voice as defined by McNaughton (1997) is when Òthe characters sound 

more authentic and give the reader a sense of the writerÕs involvement with the characterÓ (p. 

79). Authenticity of voice in writing is enhanced by the experience of being Ôin-role,Õ i.e. 

pretending to be someone else and to view the world through their eyes (Adomat, 2012). As an 

art form, drama uniquely operates through the perspective of ÔanotherÕ (Heathcote, 1984), which 

has noted implications for writing, ÒBoth in and out of role, the students learned many details of 

the immigrantsÕ experiences, and, subsequently, these children were able to assume perspectives 

and write in roles that were very different from their own livesÓ (Crumpler & Schneider, 2002, p. 

74). Also, because process drama is a collaborative practice, students are exposed to multiple 

perspectives, ÒWithin process drama, their writing is open to the additional interpretations and 

transactions of other classmates and their teacherÓ (Crumpler & Schneider, 2002, p. 78). This 

exposure to other perspectives can also help furnish an individualÕs imagination. 

Firing the imagination. ÒThe time taken for the drama activities was offset by the ability 

of Group Two to start writing quickly. As Peg put it, Ôthey seemed to know exactly what to write 

and how to get it on paper.ÕÓ (McKean & Sudol, 2002, p. 34) 

In McKean and SudolÕs research study, the drama helped students overcome the initial ÔI 

donÕt know what to write aboutÕ hurdle. Many drama practitioners have attributed similar 

findings to dramaÕs capacity to stimulate the imagination. Imagination has been described as a 

cognitive function for realizing Ôwhat ifÕ possibilities (Broudy, 1987; Dewey, 2005; Eisner, 

2002) and drama specializes in the realm of Ôwhat ifÓ (Boal, 1995). Tortello (2004) wrote that 

tableau offered a Òconcrete reference to spark writing activitiesÓ (p. 207) and Lenters and 

Winters (2013) spoke of multimodal approaches to composition that ÔignitedÕ student writing. 
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pencil activity of writing and increase their abilities to succeed in the more traditional tasks of 

school.Ó (McKean & Sudol, 2002, p. 30) 

As a shared rather than privatized learning experience, drama can help students who are 

considered linguistically disadvantaged. McKean and SudolÕs research (2002) claimed writing in 

role was particularly helpful for low achieving writers and they attributed enhanced writing 

quality to the experience of being in a tableau. Each student was required to think of a line of 

dialogue for the character they were depicting. When sharing their tableaux, the students were 

exposed to the dialogue choices of all their classmates and this Òexpanded their possibilities for 

word choice when they got ready to writeÓ (p. 32). In addition, research about the use of drama 

with English Language Learners has positively reported the drama contextualizes language use 

for both speaking and writing purposes (Brouilette, 2012; Stinson & Winston, 2011; To, Chan, 

Lam & Tsang, 2011).  

Summary 

In presenting a review of the literature on main idea, I have outlined changes in the 

teaching of main idea that have occurred in response to shifts in the reading comprehension 

discourse. One consistency has been the view that the ability to find main ideas is an important 

reading comprehension skill and notable reports have called for the direct instruction of such 

skills. The meaning of Ôdirect instructionÕ has evolved over time but is generally understood to 

be the instructional modeling of a particular skill, followed by opportunities to practice and apply 

the skill. However, this kind of teaching involves mostly text-based representations and minimal 

research has been conducted on using the body to identify and represent main ideas. This study 

presents the embodied representation of main idea as an alternative strategy for making the 
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activity of main idea identification purposeful and representing main ideas in visual and tangible 

forms.  

A review of the literature on science and drama reported on research that has sought to 

recognize the similarities between the subjects. Creativity and Ôin the momentÕ learning were 
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Chapter 3: Methodology 
 

Research Questions 
 

In education, formative experiments have emerged to investigate the effectiveness of an 

intervention to achieve a specific pedagogical goal (Reinking and Bradley, 2004). My 

pedagogical goal was to privilege the body as a tool for literacy learning in an elementary 

classroom. Specifically, I selected tableau as a dramatic structure to serve as the instructional 

intervention to mediate studentsÕ learning of content from science information texts. My 

essential question was, ÒWhat does tableau do?Ó  To answer that essential question I proposed 

the following research questions:  

1. How did students represent main ideas from science information texts as a 

tableau? 

2. How did students represent main ideas when writing in role? 

3. What were student and teacher reactions to tableau as an embodied learning 

experience? 

In order to research these questions, I planned an intervention of six sessions that combined the 

reading of informational text with the process drama convention of tableau.  

Research Design 

I based the intervention of tableau in a third grade classroom on a formative experiment 

(Reinking & Bradley, 2008). This methodology is particularly suited to classroom research and 

the theoretical framework for this study. According to Reinking and Bradley (2008), formative 

and design experiments and Ôactivity theoryÕ Òshare common groundÓ (p. 27) because they both 
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recognize activity as happening in a particular, place, time and culture. Because of the designÕs 

connection with activity theory, the influence of Vygotsky is widely acknowledged in formative 

and design experiments. Reinking and Bradley (2008) reference neo-Vygotskian scholars such as 

Denis Newman and Michael Cole as believing that Òthe lack of ecological validity in 

conventional studiesÓ (p. 28) does not represent learning as a socially dynamic practice. As a 

research site, a classroom is ÔecologicallyÕ complex (Bradley and Reinking, 2010), and in 

contrast to scientific experiments that seek to control for complexity, formative experiments are 

foregrounded with the understanding that a research intervention will shift and respond to the 

realities of an authentic setting. In a formative experiment a researcher not only records all 

modifications that are implemented, but views them as part of the data that will ultimately inform 

the research findings. In this study, I present all the modifications that were made during the 

study. 

Research Context 

The research was conducted in a charter school in a semi-rural area that borders a large 

southeastern city in the United States. The school is known for its ethos of environmental 

stewardship and this is reflected in campus features such as large, strategically positioned 

recycling bins, a butterfly garden and a vegetable patch that the students tend. The energy 

efficient classrooms look like wood cabins and the front office has the appearance of a building 

you would find at the entrance to an outdoors recreational center. When I visited the school for 

the first time I was struck by how much it differed in ambience and design from other schools I 

had visited in the same school district. It did not look utilitarian and functional, rather, 

welcoming and in keeping with its rural surroundings. 
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 I met with the Assistant Principal in the semester prior to the research and explained my 

plans for the research. She was excited about the study and selected the particular class I was to 

work with and gave me the contact details of the teacher. I met with the teacher, Ms. Kay (a 

pseudonym), one day after school and talked with her about my research intentions. She 

responded enthusiastically and expressed excitement that the students would be reading 

nonfiction and learning science concepts in a different way. We discussed a timeline for the 

research and she explained that the unit on ÒEarth ScienceÓ had been planned for the beginning 

of the spring semester. I said I would be happy to plan a series of lessons based on that theme. 

She gave me a copy of the teacherÕs guide to help with lesson planning and five weeks later I 

started the research. 

Participants 

The participants were 21 third grade students and their teacher Ms. Kay. There were 12 

girls and nine boys in the class; three of the students were Hispanic, three were Black and 15 

were White. The teacher, Ms. Kay, was White and had been teaching at the school for six years. 

She had not taught anywhere else and was deeply committed to the values of the school having, 

in fact, attended the school as a child. As the class teacher and Ôknowledgeable otherÕ of the 

students and the curriculum, I regarded her voice as an important contribution to the research.  

Researcher Background, Role and Influence 

I am a White female with 21 years experience of teaching students from the primary 

years through middle school. I taught in public elementary schools in England from 1990 Ð 2001 

and at a private Episcopal school in Florida from 2001 - 2011. I have been both a general 

classroom teacher and a specialist drama teacher and I was aware that I carried traces of that 

teacherÕs identity into the study site each week; I was uncomfortable when the classroom got 
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Alvermann describes asides as examples of narrative inquiry that provide Òa temporary release 

from the constraints of academic writingÓ (2002, p. 51), and that is how it felt when I was 

writing them. The asides and the poem were embodied bursts of a spontaneous response that did 

not have to conform to the traditional rules of research reports. Asides are traditionally found in 

plays to reveal a characterÕs inner thoughts, but in this study they ÔshowÕ my other researcher 

voice, a voice that I believe is more authentically mine and reveals the struggles I had with 

identifying myself as a researcher and the work I was doing with the students as Ôproper 

researchÕ (see Figure 2).  

 

Figure 2. Images of my asides (left) and the poem ÒRainy Day BluesÓ (right). 

The Texts 

 The students in the class did not have individual science textbooks but the teacher used 

the National Geographic (2011) teacherÕs guide for Earth science as the curriculum guide. The 

teacherÕs edition showed what was on each page of the third grade student textbook and had 

supplementary information for teachers. I used the texts that were shown to be in the student 

textbooks as the basis for five out of the six texts that I gave to the students each week. The other 

text I used came from a book called The Sun by Seymour Simon (1996). This alternative text was 
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work were the same every week, but the evolution of the studentsÕ use of tableaux takes different 

forms over time. Given that I was a stranger and the students had not used tableaux, I felt that six 
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comfortable with using their bodies to represent a variety of objects and to get used to the idea 

that drama did not always involve speaking.  

After this activity I asked them to sit on the floor and I explained we would be doing a lot of 

work through Òtableau.Ó I told them that ÒtableauÓ was a French word and in drama it means a 

Òpicture made from real people.Ó I asked them to close their eyes and to imagine a park. I asked 

for a volunteer to be a ÒdirectorÓ for a Òpractice tableau.Ó I explained that the director would be 

responsible for placing five classmates in a space and asking them to pose either as a person, 

animal or object that could be found in a park. A student raised her hand and I asked her to create 

a tableau of a park. When she had positioned the five students in the tableau space, she explained 

what they were and I drew attention to the use of their bodies to depict objects, animals or people 

while being absolutely still and I made comparisons between a tableau and a photograph - a 

photograph is two-dimensional while a tableaux is three-dimensional; a photograph exists on 

paper or screens while a tableau exists in space; in photographs, the camera can zoom in or out 

on objects while a tableaux is human-sized (although objects can be represented in different 

proportions and through different mediums). 

A read aloud. I explained to the students that over the next few weeks we would be 

Òlearning about the sun, the stars and the EarthÓ and that they would be working in groups to 

create tableaux of information from science texts. I explained the groups would stay the same for 

the six sessions and I read out the groupings. Then I gave each student a copy of the science text 

for the session and I read the text aloud. 

Before the students moved into their groups to create a tableau I gave the following 

directions:  
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¥ In your group re-read the science text (I believed that familiarity with the text would help 

with the process of representing it) 

¥ As a group decide on the main idea in the text. 

¥ Write this main idea as a sentence on the sheet provided (I believed this would give them 

a focus for their representative tableau) 

¥ As a group decide how you are going to show the main idea sentence through a tableau. 

¥ Practice the tableau (I wanted the students to use their bodies to try out ideas rather than 

sitting and discussing ideas for presentation).  

I advised them they would be given about ten minutes to plan and create their tableau and then 

each group would present it to the rest of the class.  

Tableau Ð preparation. As they moved into their groups to begin planning for the tableau 

presentations, I turned on the audio recorders in the middle of each group. I gave a sheet to each 

group on which they were to write their Ômain idea sentence.Õ During the planning time I 

circulated among groups, observing student process and answering questions.  

Tableau Ð presentations. When all the groups had finished planning and practicing their 

tableaux, we gathered together as a class in the same area where we had played the drama games 

and created the Ôpark tableau.Õ I invited each group to present their tableau and as they did, I took 

photographs of the tableau as well as photographs of individual poses within the tableau. Then I 

asked the ÔspectatingÕ students from the other groups to guess a Ômain idea sentenceÕ that would 

match the tableau being presented. I asked the participants in the tableau to remain ÔfrozenÕ and 

listen to the suggestions without indicating if they matched with what their group had written. 

When several suggestions had been made, I asked for a participant of the tableau to read aloud 
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their groupÕs main idea sentence from the sheet. The first session concluded when all the groups 

had presented. 

Aside (01/15/14):  I forgot to check they knew the term Ômain idea.Õ I erased the 

recording of group four. I sound like a bossy English teacher. You can hear the irritation 

in my voice as they donÕt listen to me. Phew - I have not erased the recording of group 4 

and you can hear them Ð most of it. Next week I shall return with a new science text, new 

drama games and technology firing on all cylinders. I have never read a research report 

where the researcher admits to erasing crucial data [I had not but for a moment I thought 

I had] or feeling irritated or not like a proper researcher. But these feelings I am having 

right now Ð disappointment tinged with hope for a better next week, relief that I am not a 

classroom teacher anymore Ð these must be the embodied reactions of other researchers 

right Ð it canÕt just be me? 

 ÒA momentous dayÓ I said to my husband. This research would drive my 

dissertation, which would drive my future and the future of my family. 

Session 2 modifications. As I reviewed the photographs at home from the first session, I 

realized that I had not asked the students to explain what roles they had been depicting in the 

tableaux. This would impact my ability to answer the research question, because if I did not 

know what they were in the tableau, I would not know how they were representing main ideas. 

Therefore I began the second session with showing the photographs that I had taken the previous 

week and asking each student to tell me what their role had been in the tableau. This was time 

consuming but the students enjoyed looking at the photographs. 

Another modification also happened as a result of reflecting on the first session. I 

recollected that I had not determined if the students understood the term Ômain idea.Õ I felt this 
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a tableau and guess the role being depicted. After a couple of guesses from peers, the student 

playing that role announced who or what they were.  

Aside (01/22/14): ÒSo what?Ó is the question that haunts me. There has to be an answer 

to that ultimate question we are always urged to ask at the end of research reports. 

Hopefully somewhere in the data there is an answer to that question.  

TodayÕs technology glitch Ð I didnÕt have group 4Õs recorder so I had to use my 

phone. I hope it is at homeÉ 

 Session 4 modifications. This session had two main modifications: a colleague filmed 

the students practicing and presenting their tableaux and the students wrote in role. Through the 

writing, I hoped to understand each childÕs perspective on the role he or she played within the 

scene and then look for connections back to main ideas. When each group presented their 

tableau, I asked the students to go back to their seats and write down the thoughts of their 

ÔcharacterÕ in the tableau, for example I said, ÒIf you were the sun, write as if you were the sun, 

what were your thoughts at the moment you were in the tableau?Ó In writing about ways to foster 

and teach reading comprehension strategies of informational text, Duke, Pearson, Strachan and 
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pictures of the planets Ð thatÕs when you know you are making an impact. The kids are 

loosening up and beginning to play more. It felt good. TodayÕs lesson was about solar 

eclipses Ð the moon coming between the earth and the sun and blocking the light. I love 

that Ð so mystical Ð I wish I could go with that. ItÕs also made me realize how interested I 

am in the solar system and how little I know. 

Session 5 modifications. So far the students had remained silent and still as they 

presented their tableaux but at this stage in the study I wanted to know what would happen to the 

representation of main ideas if I changed the form of tableau. I was acting Ôon a hunchÕ and out 

of a pedagogical desire to keep the drama work interesting for the students. Therefore I made 

two modifications that changed the presentation format of tableau. As the groups presented, I 

asked the participants to speak a thought that their character was having at that moment. Once 

everyone had done that, I told the students that their tableau could Òcome aliveÓ for five seconds 

and each student could move in a way they felt was appropriate to their role.  

Aside (01/29/14) and poem: Rainy day and you know what that does to kids. Quite antsy 

but not unreasonably so. I reviewed yesterdayÕs work on the eclipse using 3 volunteers 

holding different sized balls Ð seemed to work quite well.  

When I told them they would be able to move for 5 seconds when they present 

their tableau, they were excited about this. But to me, the movement piece wasnÕt as 

successful visually as the tableau. I also had them speak their thoughts but again not as 

successful as having them write them. Some said they didnÕt have a thought and some 

didnÕt really reflect content.  
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(After writing the notes above, I felt inspired to write a poem. I remember sitting in my car in the 

USF parking lot by the Communications building. It was a wet, gray, cold afternoon and it 

reminded me of England) 

 

Rainy Day Blues 

Kids outside. 

ItÕs cold, itÕs wet. 

Door locked, 

I struggled round to the other side of the classroom 

Carrying my blue box that 

Makes me feel professional. 

Something still nags. 

This isnÕt proper research. 

No hypothesis 

No theory 

Just kids having fun. 

We all tumble inside. 

They do a spelling test. 

I set up my equipment 

Hoping to capture a 

Magical event on camera. 

They work 

They read 
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They argue 

They create tableau and get loud. 

Lauren falls off a chair 

And I have to stop the creative process 

And remind them to be safe. 

Where is the magic in that? 

 

Session 6 modifications. This was the final session of the research study and I wanted to 

return to a focus on embodiment through the original format of presenting the tableaux as silent 

and still representations of main ideas. After the presentations of tableaux, the students were 

asked again to write in role and to complete two different reflections sheets on the experience of 

the study.  

Aside (02/4/14): Last official Research gathering data althoÕ I will continue to go in.  

Voice recorder for group 4 Ð the one that I was using to record the presentation of 

tableaux piece - froze/jammed and IÕm not sure if it recorded anything.  

 I had a couple of them ask if they could do different groups. I said no. Quality 

didnÕt feel so good today Ð I think they have ÒpeakedÓ! I donÕt know. 

Summary 

 Table 2 summarizes all the modifications that were made over the course of the study that 

were made in response to evolving questions and events. 
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Data Collection 

 Formative experiments allow for varied sources of data collection in pursuit of the 

pedagogical goal and research questions (Reinking & Bradley, 2010). It is understood that new 

sources of data may be added to the data collection process in response to the modifications that 

are made along the way. For example, I did not have the idea of incorporating writing as part of 

the research until I wondered whether writing in role would inform the research question about 

student representations of main ideas. The data I collected therefore sought to inform the 

representation and embodiment processes of students as they planned and represented main ideas 



 

 61 

were also to be found in how they represented main ideas in their writing in role and if the 

students spoke of the process of representation in their responses.  

 

Figure 3. Venn diagram of research questions. 

Audio Data 

The collection of data through audio recordings was an important data source. Vygotsky 

believed the purpose of speaking was to communicate with others (1986). The audio data was 

therefore intended to be a record of students communicating with each other as they worked 

toward the shared goal of creating tableau. I recorded student talk by placing an audio recorder in 

the middle of each group. I switched the recorders on when the students gathered in their groups 

to make plans for representing main ideas through tableau and I switched them off when the 

students gathered as a class to present the tableaux.  

Douglas Barnes (2008) believes teachers need to give greater consideration to the types of 

talk they ma



 

 62 

introducing new ideas, he advocates a constructivist approach that prioritizes Ôexploratory talk,Õ 

which he characterizes as Òhesitant and incomplete because it enables the speaker to try out 

ideas, to hear how they sound, to see what others make of them, to arrange information and ideas 

into different patternsÓ (p. 5). This notion of ideas being re-formed as they are spoken aloud is in 

accordance with VygotskyÕs (1986) belief that speaking shapes cognition and particularly so 

when developing ideas alongside others (1978).  

The discourse that resulted from student interactions was intended to provide an insiderÕs 

perspective (that of the students) on the processes of representing main ideas as the students 

prepared their 
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Time-Lapse Photographs 

In the corner of the classroom, I set up a camera with a time-lapse function to capture 

each session. I positioned the camera to have the best scope of the room and I programmed it to 

take a picture every five seconds throughout the sessions. In addition, the ÔfixedÕ position of the 

camera provided a different frame of the events compared to my perspective which was 

constantly changing as I moved around the room (Persohn, 2014). In total 3474 pictures were 

taken during five out of the six sessions (unfortunately the camera did not work for the second 

session) and the average number of pictures taken per session was 695. The pictures captured 

Ôstatic actionÕ and so I also converted them into ÔmovieÕ files to observe the  Òflow, patterns and 

shapes of movementÓ (Kozel, 2007, p. 220) within and across sessions. The average length of 

each movie file was 23 seconds.  

Video 

A colleague took video footage of the students in session 4. I did not direct the colleague 

but I asked her to record each groupÕs process of preparing a tableau. As a data source, the 

resulting videos captured studentsÕ working practices in Ôreal timeÕ as opposed to the intermittent 

capture of work-in-progress through the time-lapse photography. The video data also gave a 

visual backdrop to the audio recordings from session 4 and it captured some discussions that 

were missed by the audio when the students moved away from the recorder to practice their 

tableau. However, as Tobin and Davidson (1990) note, ÒWe warn viewers not to view our tapes 

as unmediated pictures of realityÓ (p. 276) and there were moments when students performed for 

the camera and moments when students became self-conscious. These individual reactions to 

being filmed are discussed in chapter four as significant within a CHAT paradigm. 
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Writing in Role Compositions 

I asked the students to write in role after they presented their tableaux in session 4 and 

session 6. The written compositions informed the research question: How did students represent 

main ideas when writing in role? (see Figure 4).  I asked the students to write what their 

character (person, animal or object) had been thinking about during the tableau. I was interested 

to investigate the voice and the emotional content of their compositions and how these elements 

connected back to main ideas that they had just presented in a tableau.  

 

Figure 4. Student writing in role samples. 

Student Reflections 

Innes, Moss and Smigiel (2001) criticized drama reports that made claims on behalf of 

students yet rarely allowed the student voices to speak for themselves. The authors called for 

increased contributions to research reports by the students as this not only provides a Ònew 

perspective to the literatureÓ (p. 220) but Ògenerate[s] an awareness and responsibility for 

learning on the part of the studentsÓ (p. 220.) With this in mind, through the third research 

question about student reactions to the tableau work I sought to gain their perspective on the 

experience and promote an awareness of what they may have learned.  
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behaviors and interactions in areas related to student embodiment, text representation, student 

writing and engagement. For the most part, qualitative content analysis (Schreier, 2012) was the 

guiding method for analyzing data. Schreier describes qualitative content analysis as Òa method 

for systematically describing the meaning of qualitative materialÓ (2012, p. 1) and in the 

following sections I describe how each data source was systematically analyzed in order to 

answer the three research questions that make up the essential inquiry  Ð what did tableau do?  

Analysis of Audio Data 

I transcribed each groupÕs planning and preparation of tableau discussions. Positioned in 

the middle of each group, the recording device documented the students reading aloud text, 

discussing the main idea of the text and making suggestions about the tableau presentation. At 

times portions of the discussions became inaudible due to classroom noise level, students talking 

at the same time or my difficulty in understanding what they were saying. And when they moved 

away from the recorder to start practicing the tableau, the audio data became increasingly hard to 

follow (as in noted in the transcripts). My concern with the analysis of the transcripts was to 

inform the research question, ÒHow did students represent main ideas from science information 

texts as a tableau?Ó To answer this question, I focused on what the students talked about as they 

practiced their tableaux.  

What did students talk about? Initially, I analyzed the transcriptions by focusing on the 

content of individual lines of speech. This resulted in 15 different codes across 30 transcriptions:  

1. Talk about role in tableau 

2. Talk about physical positioning of role 

3. Talk about main idea 

4. Agreement talk 
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5. Disagreement talk 

6. Motivational talk 

7. Researcher talk (my speech) 

8. Talk about the audio recorder 

9. Talk about time 

10. Talk about the behavior of other group members 

11. Chastisement of other group members 

12. Directives to other group members 

13. Statements about who they agreed with 

14. Conflict talk (talk about the conflicts they were having) 

15. Unrelated to task talk 

Although these codes gave me a sense of the scope of the exploratory talk, the basing of codes 

on individual verbal statements did not capture the collaborative process of what the students 

were doing. In addition, analysis of individual statements disregarded the creation of meaning 

within an activity system, omitted the concept of expansive learning, and did not inform the 

research question. In light of these limitations, I revised my analysis process and focused on the 

verbal interactions between and among the students. Through this method of analysis, I 

acknowledged the collaborative nature of the work and yielded a focus on episodes of talk that 

were united by a common theme of content (Barnes, 1999). I uploaded the transcripts into a 

qualitative data analysis computer software package (NVivo) and coded the transcripts with the 

following episode descriptors: 

¥ Main idea talk 

¥ Social talk 
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¥ Tableau talk 

(see Figure 5). 

 

Figure 5. Transcripts were coded according to three episode descriptors 

 

ÔMain idea talkÕ included any talk where the students referred to main ideas, debated what the 

main ideas were or discussed who was going to write the main idea sentence. Episodes of Ôsocial 

talkÕ included any kind of discourse that was not about the task of creating tableau. Although this 

kind of talk did not directly inform the research question, a CHAT approach to research 

necessitates that all student discourse is culturally and historically relevant. Episodes of Ôtableau 

talkÕ had two subcategories of 1) talk about role and 2) talk about the composition of the tableau 

itself and the content of these were analyzed separately. As I analyzed student talk about role my 

guiding question was, ÒWhat are student concerns regarding roles?Ó As I analyzed talk about 

tableau I focused on what students considered important as they planned a tableau, i.e. was it the 

overall image of a tableau or what they as individuals would be doing within the tableau? 

 The re-reading of text. Given that the goal of the task for the students was to represent 

main ideas from an informational text, I considered it important to know if they re-read the text 



 

 69 

before planning their tableau. Therefore I analyzed each transcript and recorded the number of 

times that texts were re-read by the students.  

Photographs of Tableaux 

Although the data source was the photographs, the unit of analysis was the final tableau 

presentations of main ideas as they appeared in the photographs and I conducted the analysis to 

answer the research question: How did students embody main ideas from science information 

texts as a tableau?  

Diderot, as cited in Barthes (1977), described a well-composed tableau as an image Òin 

which the parts work together to one end and form by their mutual correspondence a unityÓ (p. 

71). I applied this precept to the analysis of the student tableaux by analyzing student roles and 

gestures as the Ôparts working togetherÕ to create a unified representation of a main idea.  

Analysis chart. At the end of each session, the five groups presented their tableaux and I 

took a photograph of each presentation. The students told me their role in the tableau and I 

documented each studentÕs role. I created an analysis chart where I recorded observations 

pertaining to each photograph of a final tableau presentation (see Figure 6) and on the analysis 

chart I recorded the role of each student, their gesture(s) and noted student positioning in relation 

to each other. I created a space for documenting observations about denoted and connoted 

ÔmessagesÕ I found within the tableau image. These observations were in response to Roland 

BarthesÕ guidance regarding the analysis of images. He cautioned that an Ôimitative art,Õ such as 

tableau, has Òtwo messages; a denoted message, which is the analogon itself, and a connoted 

message, which is the manner in which the society to a certain extent communicates what it 

thinks of itÓ (1977, p. 17). In the particular tableau shown in Figure 6 the denoted message was 

the groupÕs main idea sentence, ÒIs the sunÓ and the connoted message was the Òstock of 
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stereotypes (schemes, colors, gestures, expressiord-t n BT /CS1I 7s, cotof el7s, co)ÓemeBarthpres1977, -57.36 2.3
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After I completed a chart for each tableau presentation (30 in total), I used the data analysis chart 

for further analysis of role and gesture. 

Roles. I recorded all the types of roles (as identified by student self-report) the students 

played across the six sessions and the frequency of their depiction. I then looked for connections 

between roles and the original informational texts to see how main ideas were represented in 

roles. I categorized these connections as follows and counted their frequency: 

¥ Roles with direct connection to a text 

¥ Roles with indirect connection to a text 

¥ Roles with no connection to a text 

Recognizing that ÔcountingÕ is a quantitative method, my rationale was grounded in the 

principle of ÔrepetitionÕ as suggested by Ryan and Bernard (2003, p.89). My point of view 

regarding role type and role connection to text was that higher frequency counts denoted 

repetitions, which in turn denoted themes relevant to informing the research question about the 

representation of main ideas. 

Gesture. In analyzing gesture I applied Ryan and BernardÕs second principle on themes, 

Òyou know you have found a theme when you can answer the question, What is this an 

expression of?Ó (p. 87) Gestures that were immediately recognizable or common as an 

expression of role type or emotion were therefore categorized as a theme. For example, 

outstretched arms and hands became a theme that expressed the role of sun. Considering that a 

gesture can involve any part of the body, including the face, I also used Patricia WilsonÕs Òfour 

focal pointsÓ of gesture: hands, facial expression, posture and student positioning to guide my 

analysis (2003, p. 378). I analyzed each of these focal points in turn, looking across photographs 

for repetitions and themes and I report on each focal point separately in chapter four. 
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Time-Lapse Photographs 

The time-lapse photographs were another data source for the research question ÒHow did 

students represent main ideas in science information texts as a tableau?Ó The time-lapse camera 

photographed entire sessions but I focused my analysis on the photographs that captured the 

tableau preparation section of each session and therefore the creative process of evolving 

representations. I analyzed the data using a figure I created to record my observations (see Figure 

7).   

 

Figure 7. Time-lapse photographs from session 3 with annotated notes. 

The figure included photographs taken at regular intervals accompanied by annotated notes that 

recorded what the students were doing. An example of a note was, Ò I see 3 groups practicing, 
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These observations were significant within a CHAT framework that acknowledges the 

transactional dynamics of individual agency, context, (historical) time and activity. In this 

analytical approach I was influenced by the bioecological theories of Bronfenbrenner and Morris 

(2006) who view an individualÕs disposition as a Ôforce characteristicÕ that influences and is 

influenced by a specific context.  

I then broadened my analysis to observe group dynamics as occurring within specific 

spatial contexts while still examining individual agency within those groups and spaces. Again, 

this analysis was deductive in method because I watched with specific questions in mind: Which 

groups are working collaboratively? What are the dynamics of student involvement
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inform the research question. I analyzed 20 out of 21 writing in role samples from session 6. I 

excluded one writing sample because the student had not written in role. 

My focus was on the content of the writing and specifically how this was communicated 

through ÔvoiceÕ and emotion. I chose to focus on the writerÕs ÔvoiceÕ because according to 

Culham, voice is Òthe writerÕs ability to express personality in language, for a particular purpose 

and audience.Ó (2005, p. 138) I wanted to investigate if the writing in role evidenced an 

awareness of audience as they represented main ideas in their writing. My secondary focus, 

emotions, came out of observations that I had made about the ÔnarrativizingÕ of main ideas in the 

photographs and I wanted to see if this was also present in studentsÕ writing in role. Wagner 

observed that compositions written from the perspective of another were more likely to include 

Òinsight into charactersÕ feelings and empathyÓ (1998, p. 134). I thought a focus on the emotional 

content would be particularly interesting given that the source texts were about scientific 

concepts. How would emotion and science interact in writing? 

Student Reflections 

StudentsÕ written reflections generated information for the third research question: What 

were student and teacher reactions to tableau as an embodied learning experience? I analyzed 

their responses to five reflection questions: 

1. What did you enjoy about the tableau work? 

2. What did you not enjoy about the tableau work? 

3. How did your group decide on the main idea for each text? 

4. What did your group do when it couldnÕt agree on the main idea? 

5. Did making a tableau help you understand the main idea of a science text?  

No Ð say why OR Yes Ð say why 
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The first four questions called on students to describe individual experience and group process 

whereas question five prompted students to report their thoughts about the cognitive value of 

tableau. When analyzing questions one through four, I coded student answers with thematic 

descriptors, for example responses that described the experience as ÒfunÓ were coded with the 

theme of ÒengagementÓ and responses that indicated there had been problems in the group, were 

coded with the theme of Ògroup dynamics.Ó  

 For question five, ÒDid making a tableau help you understand the main idea of a science 

text?Ó I identified key words within each studentÕs response. One student answered that the 

tableau had helped them understand main ideas because the tableau was Òpictures of things in a 

text,Ó so I chose ÒpicturesÓ as the key word. Conversely, another student had said the tableau 

work had not helped them because Òyou just make a pictureÓ and I identified the key word as 

Òjust.Ó The final step of analysis was to code the key words by their related themes. I coded key 

words that inferred pictures as ÒvisualizationÓ and key words that inferred doubt about the 

learning value of tableau as Ònot real learning.Ó I created a table to record all responses and 

grouped similar codes together. Although I regarded all student reactions to the work as valuable, 

I deduced that frequently recurring themes (Ryan and Bernard, 2003) would be most helpful in 

answering the essential question Ð what did tableau do?  

Teacher Semi-structured Interview 

 I transcribed the entire interview with the teacher, Ms. Kay, but the research question, 

ÒWhat were student and teacher reactions to tableau as an embodied learning experience?Ó 

focused my analysis on excerpts where Ms. Kay spoke about her reactions to the tableau work. I 

used actual phrases she had spoken as category titles for these extracts (in vivo coding, Saldana, 

2009). This way her voice became more present in the analysis process and the phrases 
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summarized the content of the extract. As I analyzed the content of each extract, I cross-

referenced them with the reactions of the students. They had been participants in the study and 

she had witnessed their participation. I believed correlations between emic and etic views of the 

study would strengthen the case for answering the essential question Ð what did tableau do?  

Summary 

 In order to answer the three research questions that guided this study I conducted a 

formative experiment in a third grade classroom. Table 3 provides a summary of each data 

source and its purpose in light of the research question. As can be seen in Table 3, the study 

design allowed for the implementation of modifications as I pursued the pedagogical goal of 

using the body to represent science concepts. I regard the first research question as the one that 

aligns most closely with this pedagogical goal and I therefore prioritized the audio and 

photographic data as the sources that were the most informative about how students used tableau 

to represent main ideas. However, as can be seen in Table 3, the additional research questions 

required supplemental data that took account of the written mode of representation and 

participant reactions to the study as a multimodal experience. Laurel Richardson uses the 

metaphor of a crystal to describe the effect of representing data through myriad sources because 
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Table 3 

Summary of Research Questions and Data Sources.  

Research Question Data Sources Purpose of Data Source 
1. How did students 
represent main ideas 
from science information 
texts as a tableau? 
 

¥ Audio data of the students 
working in their groups to 
plan the presentation of 
tableau. 
 
 

 
¥ Photographs of the tableau 

presentations. 
 

 
 

¥ Time-lapse images 
 

 
 

 
 

¥ Video data 
 

¥ To inform what 
students talked 
about as they 
made decisions 
about the 
representation of 
main ideas 

¥ To inform how 
students used 
their bodies to 
represent main 
ideas 

¥ To reveal patterns 
of movement 
while students 
practiced the 
representation of 
main ideas  

¥ To connect the 
audio and the 
visual data and 
inform on student 
working practices 
in Ôreal time.Õ 

2. How did students 
represent main ideas 
when writing in role? 
 

¥ Student writing in role 
compositions 
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Figure 8. Image of crystal with multiple shapes, dimensions and angles. Image retrieved from 
http://english.jschina.com.cn/Lianyungang/LianyungangCulture/201112/W02011122040998812
0169.jpg 
 

Likewise, the varied collection of data sources provided an opportunity to look at the experience 

of tableau from different perspectives and then read across data sources for symmetrical and 

substantive patterns of representation that would answer the essential question at the heart of this 

research, ÒWhat did tableau do  
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Table 4 
 
Informational Texts Used for Each Session 

 
Session 1 
The sun is just one of millions of stars in the sky. Why does it look bigger and brighter than any other 
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  In order to examine the research question about how students represented main ideas 

from informational texts as tableaux, my analysis of data focused on: 

¥ The re-reading of text 

¥ Talk about main ideas  

¥ Talk about role 

¥ Talk about tableau  

These areas of investigation enabled me to track student process related to the representation of 

main ideas and I shall present findings related to each one in turn.  

 The re-reading of text. During each session, the text had already been read aloud by me 

before the students went into their groups to prepare their tableau. However, I wanted to know if 

students re-read the text once they were in their groups as a step to deciding on a main idea (see 

Table 5). 

Table 5 
 
Number of Groups that Re-read the Text Aloud for Each Session 
 
Session  Number of Groups that Re-read the 

Text Aloud 
Number of Groups that Did Not Re-read the 

Text Aloud 
1 0 5 
2 4 1 
3 4 1 

4 1 

1 

1 
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it for the final session. Group 5 only re-read the text for sessions 2 and 3 and group 4 was the 

only group that read the text in sessions 2 through 6. As the table shows, no groups re-read the 

text for the first session. My lesson plan indicated that I had planned to advise the students to 

first of all re-read the text in their groups but there is no audio data to confirm if I did so. The 

varying nature of the numbers may point to shifts in confidence and attitudes regarding the need 

to re-read a text. Some groups may have felt unmotivated to re-read a text that had just been read 

to them or they may have felt confident that they understood the text after one read aloud. I also 

acknowledge that some groups may have read the texts silently or before the digital recorder was 

switched on. 

 How groups re-read the text also varied. Out of the seventeen occasions when the text 

was read aloud, fourteen of those were read aloud by one student in a group and the other three 

occasions featured group 1 students ÔsharingÕ the text as a read aloud. Here is an extract that 

begins at the start of the session: 

 (Session 5, group 1) 

Student 1: Miss Margaret, I donÕt have one of these. 
 
Student 2: Now is it fair? Everyone has one. Ok group. 
 
Student 1: Ok, IÕll start. 
 

  Student 3: No, I donÕt have mine yet. 
 

  Student 2: LetÕs just start. 
 
 Student 3: No! 
 

Student 4: WeÕll just share it. 
 
Student 5: (Reading from text) Have you ever walked on a blacktop surface on a sunny 

summer afternoon? ItÕs hot! 
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Student 1: (Reading from text) Light energy from the sun has turned, trained,     

trÉwhat? I donÕt get that one. 

  Student 3: Transformed. 
 
Student 1: (She continues to read) Transformed to heat energy and warmed the blacktop. 

If you walk on the blacktop in the evening it is much cooler.  

  Student 2: Ok, stop. Let other people read. 
 
Student 1: Ok. 
 
Student 2: (Reading from text) The blacktop has lost heat energy. When sunlight hits an 

object, the heat energy from the light energy causes the objectÕs temperature 

to go up (finishes text). Done. 

Student 4: You read the whole thing. YouÕre not supposed to read the whole thing.  

YouÕre supposed to read two sentences.  

  Student 5: Give me my pencil back.  
 
Student 4: Whose pencilÕs this? 
 
Student 3: Whose pencilÕs this? 
 
Student 5: No, but she only read one sentence.  

 

The dispute was over the amount of reading assigned to each student. One student is chastised 

for reading more than the prescribed two sentences (although I do not see in the text where they 

agree on two sentences each). A closer inspection of his reading aloud reveals that he was 

unfairly chastised as he did only read two sentences. In this example, the goal of preparing 

tableau was not important to the students but an even distribution of Ôreading aloudÕ was. When I 

planned this activity, it did not occur to me that the re-reading of text would be an issue. For this 
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group it was a real issue, with lengthy disputes about the re-reading of text occurring in three out 

of the five instances when the text was read aloud.  

 Talk about main ideas. The amount of time students spent talking about the main ideas 

varied between groups and sessions and sometimes discourse first focused on role or what the 

tableau could show rather than on a possible main idea on which to base a tableau. At other times 

groups did discuss main ideas first and I begin with such an example: 

 (Session 1, group 4) 

 Me: DonÕt touch any buttons please but itÕs now recording your voices 
 

Student 14: Ok, so, I actually think itÕs truly about um 
 
Student 15: The sun 
 
Student 16: The sun 

 
Student 14: Yea 
 
Student 17: I think itÕs like how bright it is and howÉ 
 
Student 14: LetÕs see, um how bright it is and  
 
Student 15: I think itÕs how far away it is 
 
Student 16: Well I donÕt think weÕre looking for facts. I think weÕre just like looking 

forÉ 

Student 14: The main idea 
 
Student 15: The main idea, yea 
 
Student 16: I think itÕs just supposed to be about the sun 
 
Student 14: Yea, thatÕs what I think. What do you think? 
 
Student 17: Yea, I agree 
 
Student 14: Ok, weÕll do that one (inaudible). Get the paper 
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Student 15: Mostly how big it is 
 
Student 16: WhereÕs the paper? 
 

In this excerpt there is debate over what constitutes a main idea and which one of the various 

suggestions is the one to use for their main idea sentence. All of the suggestions for a main idea Ð 

the size of the sun, the brightness of the sun and how far it is from Earth Ð come directly from the 

text. Similarly, in a transcript from session 2, several students offer their suggestion of a main 

idea, which causes a group member to say, ÒletÕs read it and what itÕs actually saying, ok?Ó In a 

CHAT framework, it could be said that the goal of creating a tableau was activating this group to 

re-read the text.  

In the majority of cases students made statements about main idea without feeling the 

need to justify where they got their idea from: 

 (Session 1, group 3) 

Student 10: First, ok, I think the main idea is the sun 
 
Student 11: I think the main idea is (interrupted) 
 
Student 12: I think the main idea is the solar system 
 
Student 10: I think the main idea is like if you would want to travel to the sun or if you 

donÕt.  

Student 13: Ok, this is what I was thinking, itÕs about how close it is but how like long it 

is to get there 

Student 11: (inaudible) position, the position of the cars 
 
Student 12: I think the main idea is (interrupted) 

 
Student 13: This is what youÕre going to be 
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However, minutes later, the students remembered that they were supposed to write a main idea 

sentence and the following conversation ensued: 

Student 12: The main idea (as if beginning to write) 
 
Student 10: Wait, we have to discuss what it is 
 
Student 11: We know, the distance  
 
Student 13: No, if you want to go to (interrupted) 
 
Student 10: From the earth to the sun, the distance from the earth to the sun  
 
Student 11: How about everyone should write their name and then write what they think 

the thing was? 

Student 12: No, no, we all have to agree  
 
Student 10: Ok, I think 
 
Student 11: Why donÕt we just write the main idea was the Earth 
 
Student 13: Or how about 
 
Student 12: No 
 
Student 11: Guys, the main idea is obvious the distance  
 
Student 10: Between the sun and the earth 
 
Student 13: Ok 

 
Student 12: What about (interrupted) 
 
Student 11: No 
 
Student 12: What about if you want to go to the sun or not? 
 
Student 10: What? 
 
Student 12: Like, it says how far  

 
Student 13: It doesnÕt say anything about that  
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Student 11: Why donÕt we just say the distance? 
 
Student 10: Between the sun and the earth 
 
Student 12: was (beginning to write) 
 
Student 10: Yea, yea 

 
In this discussion students are debating how they should reach a group consensus and what the 

main idea of the text is. Some responses are shut down abruptly or are interrupted as the students 

attempt to debate the evidence in the text. As students offer different ideas, the discourse remains 

focused on the content of the text. 

In the last session, two groups decided very quickly on the main idea. As soon as I switched 

on the recorder, a student from group 2 announced, ÒOur main idea is no sun, so everythingÕs 

dying out.Ó There was no debate and this was the statement that the group used as their main idea 

sentence. In group 5, a student offered a main idea sentence near the beginning of the session, 

ÒThe sun and keep peoples alive and is very important.Ó Then the group responded with a debate 

about the roles that the students could play to represent this main idea sentence. In these 

instances, a single studentÕs assertion appeared to prevent further discussion of the topic.  

 Talk about role. Talk about role featured frequently in the audio data. As I analyzed the 

episodes of Ôtalk about role,Õ my guiding question was, ÒWhat are student concerns regarding 

roles?Ó As I read the transcripts, I identified four themes that characterized talk about role: 

claiming role, assigning role, negotiating role and connecting role back to the informational text.  

I begin with an extract that illustrates the presence of all four themes in one group discussion. I 

have written the themes in italics as a way of showing my operational definitions of them:  

(Session 1, group 2) 

Me: Ok, itÕs recording 
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Student 6: Ok, weÕre going to do the sun, do you want to do the sun? (assigning/negotiating) 

Student 7: Yea 
 
Student 6: Do you wanna do the sun? Do you? (assigning/negotiating) 
 
Student 8: I dunno, I guess (hesitant claiming) 
 
Student 6: Ok, then I guess youÕre the sun (hesitant assigning) 
 
Student 9: I know we make a stage (inaudible). You know weÕre getting recorded? 
 
Student 8: Yes 
 
Student 9: What do you want to do when weÕre doing the tableau? (negotiating) 
 
Student 7: Uh, I want to be the sun (claiming) 
 
Student 6: What do you want to do? IÕll be a star (negotiating/claiming) 
 
Student 8: IÕll be aÉ(was about to make a claim perhaps but was interrupted) 
 
Student 9: IÕm the moon, IÕm the moon (claiming) 
 
Student 6: WhoÕs the earth? (negotiating) 
 
Student 7: No one 
 
Student 8: Then sheÕs a star (assigning) 
 
Student 9: I guess IÕll be another star (hesitant claiming) 
 
Student 6: And youÕre the sun? (negotiating) 
 
Student 8: No,  
 
Student 6: Yea (assigning). 
 
Student 7: So GregoryÔs a sun, Jake is the moon, Joseph is the earth and I am the star 

(assigning) and we are done. Goodbye now. Almost, ok, goodbye  

 
(Inaudible talk) 
 
Me (to class): How about I give you five minutes to finish your tableau? 
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Claiming role. In the example presented above, the first words spoken by a student are, 

ÒOk, weÕre going to do the sunÓ and I am not sure if she means they are going to Òdo the sunÓ as 

their main idea or include the sun as a role in their tableau. However, the question that follows, 

Òdo you want to do the sun?Ó directs the subsequent discourse towards a focus on role. The 

answer, ÒI dunno, I guessÓ is a hesitant claim to a role that contrasts with assertive claims more 

typically found in the transcriptions. Here are all the claims to a role that were found in the 

transcript of group 1, session 1:  ÒSo, IÕll be Earth,Ó ÒI will be the sun,Ó  ÒI call the sun,Ó ÒNo I 

donÕt want to be one. I want to be the Earth,Ó  ÒI want to be Earth,Ó ÒÓIÕll be the sun,Ó ÒIÕll be the 

rocket ship,Ó ÒI want to be the Earth.Ó As claims they are unambiguous and clearly convey the 

intent of the speaker.  

Students frequently expressed a desire to Ôwant to be the sun.Õ In fact when I used NVivo (the 

qualitative analysis software program) to run a word frequency query based on all thirty 

transcriptions, the top result was the word ÔsunÕ (see Figure 9) and I posit this was because of the 

frequency of the phrase ÒI want to be the sunÓ or close approximations. 

 The popularity of wanting to be the sun sometimes led to conflict between students as the 

following extracts show:  

 (Session 3, group 1) 

Student 1: IÕm sun, IÕm sun, IÕm sun. 

 Student 2: IÕm the sun. 

 Student 1: IÕm sun. 

Student  2: IÕm the sun. 
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Figure 9. Word count of the ten most frequent words in the audio transcriptions. 

 

 (Session 5, group 2) 

Student 6: I want to be the sun again. 

Student 7: No, I want to be the sun. IÕve never been the sun. 

 

Why was the role of the sun so important to the students? I have two possible answers. The first 

refers to the iconic status of the sun and the connotations that go along with that. According to 

Rodriguez and Dimitrova connotations that result from visual images are concerned with Òthe 

ideas or concepts attached to themÓ (2011, p. 56) and are therefore often steeped in cultural 

references. The sun is a universal symbol that represents concepts associated with themes of 

goodness, light and life and through role-play, it is possible the students wanted to be associated 

with such positive attributions. The second possibility is that in wanting to be the sun, the 

students were showing they comprehended the importance of the sun as a main idea in many of 

the texts and they were equating role-playing the sun with role-playing a main idea and therefore 

having a Ômain partÕ in the tableau. Alternatively, the students may have possibly identified with 
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the main idea of the text similar to the process of identifying with the main character of a 

narrative text. The reader views the action through the perspective of the main character, in this 

case, the sun. 

Assigning roles. When planning tableau, students often assigned roles to each other or 

suggested someone should take on a role. Here are separate examples from group 4 transcripts  

ÒDavid can be the sunlightÕs energy.Ó (session 2) 

ÒYou can be a ball, how about that?Ó (session 3) 
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 Negotiating role. In negotiating role, students asked each other what they would like to 

be or asked permission from the other students to be a particular role. Here are some examples 

from different transcripts: 

Ò Can I be the sun?Ó  

ÒCan I be one of the birds?Ó  

ÒCan I be the guy running to the ice-cream truck?Ó 

When students were unsure about what role they should play, they sometimes asked other 

students for ideas, ÒWait, what would I be? What can I be?Ó Such a question opens up the 

possibility that the student does not comprehend the text or how the other group members are 

interpreting it. And when on occasions students asked each other what role they were going to 

play, the query served as a prompt for the creation of a role. In session 5, a student responded to 

this question with ÒI am going to be a guy suffocating from the sun.Ó The text for this session 

was about the sunÕs heat energy and his idea for the role was based on an inferential 

understanding of that main idea.  

 Connecting role with text. Oftentimes the choice of roles reflected subjects that were 

explicitly mentioned in the text:  

ÒSo, IÕll be Earth.Ó 

ÒIÕll be a star.Ó 

ÒI want to be the moon.Ó 

At other times the choices suggested students inferred a role from the text. The text for session 6 

did not mention humans specifically but stated that Òwithout the sun there would be no light, no 

heat and no living thing would survive on the earthÓ and in response to this text one student 

announced, Òj T:ss a der ondyhinn.�. Ao3 
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the text for session 4. The text explained what happens in a solar eclipse and referenced the 

effect of darkness on birds but not humans. Two students chose to be people reacting to the 

darkness, one student by carrying a flashlight and the other student by looking shocked and when 

I asked what her role was, sh
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Student 11: Why donÕt both of you are the sun? 
 
Student 12: No 
 
Student 13: No 
 
Student 12: HeÕs the moon. 
 
Student 11: Yea, IÕm the moon 
 
Student 10: YouÕre the Earth. 
 
Student 12: Whaaaaat? 
 
Student 13: No, because it wonÕt make sense if (inaudible). You can be in the background 

being a tent over me. 

Student 10: Ok, when I get in between the sun and theÉwait, when I get, wait, whoÕs the 

Earth? 

Student 11: Moon. 
 
Student 10: No, IÕm moon. WhoÕs the Earth? 
 
Student 12: She is a lady. 
 
Student 13: IÕm, no, what am I, what am I, what am I? IÕm a tent 
 
Student 10: A tent?  
 

Clearly this discussion lacked focus and the introduction of the ÔtentÕ idea caused me to wonder 

if the word ÔblacktopÕ was being confused with Ôbig top.Õ Students from group 1 did ask me 

about the meaning of the word and here is an extract of that conversation:  

 (Session 5, group 1) 

Student 1: WhatÕs the blacktop? WhatÕs a blacktop? 
 
Student 2: Blacktop? 
 
Student 1: It says blacktop. 
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Two students: I donÕt know. 
 
Student 3: What is blacktop? 
 
Me: ThatÕs the, you know what they put on the top of a sidewalk or a road, the gravel that 

you walk on, is the top of the sidewalk that you walk on. 

Student 4: Ok. 
 
Me: Ok? 
 
Student 5: The main idea is about Stacey. 
 
Student 4: Thanks Harry. 
 
Student 3: Is it like dirt?  
 
Me: ItÕs not dirt.  
 
Student 3: Does it cover the bricks? 
 
Me: ItÕs like tar. 
 
Student 3: Oh! 

 

A few sentences later and a student tries to summarize the meaning, ÒSo this is what it is, it goes 

on, itÕs kind of like tar but itÕs on the sidewalk and itÕs kind of like tar, thatÕs what a blacktop is. 

ItÕs something thatÉÓ It is apparent from her hesitancy that there is still some confusion and I do 

not know what followed her words as the group moved away from the recorder. In the final 

presentation (see Appendix E Ð group 1) of their tableau two students played stars, one student 

was a girl walking, one student was heat and the fifth student was unable to specify what he was. 

Their main idea sentence was ÒThe sun gets the heat to the blacktopÓ but the lack of connection 

between some of the role choices and the text, coupled with the uncertain role of one of the 

students, indicates that the confusion about meaning continued. Group 2Õs final tableau of this 
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text featured a Òsurfer guyÓ and a ÒpainterÓ so I traced their discussion to look for reasons behind 

these role choices. Here is an excerpt: 

 (Session 5, group 2) 

Student 6: Ok, letÕs practice our tableau. 
 
Student 7: What are you doing about? 
 
Student 8: We should do the heat shining onÉ 
 
Student 7: Everything. 
 
Student 9: Yea, we should do the heat shining. We should do the sun shining on things. 

Student 6: No, we should actually talk in the (inaudible). 
 
Student 7: I want to be the sun again. 
 
Student 6: No, I want to be the sun. IÕve never been the sun. 
 
Student 8: IÕm going to be a random person.  
 
Student 9: Ok, letÕs do it. LetÕs do it guys. Jake, who are you? 

Student 6: I donÕt know.  

Me: DonÕt forget to write on your sheet the main idea.  
 
Student 6: ItÕs here.  
 
Stud
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be a random person,Ó is an indication of confusion about what exactly is being shone upon. I 

made the methodological choice to not interrogate the students regarding tableau presentations, 

which in this session particularly, limited my access to their understanding of the text. 

Talk about ideas for tableau. An analysis of the content of episodes coded as Ôtalk 

about tableauÕ revealed that students were aware that their tableau was a representation of text 

and a presentation of their collaborative ideas resulting from and connected to the text. Therefore 

they considered the effectiveness of their tableau in representing main ideas and its affect as an 
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ideas are grounded in the text, Òsunlight has the ability to warm thingsÓ (see Table 4 for full text) 

but there is an aesthetic quality in the image of the sun Òturning the other wayÓ that suggests a 

fusing of aesthetic and efferent reading (Rosenblatt, 1978) which is a point I shall return to in 

chapter five. 

Based on the same text, but illustrating the diversity of interpretation, another group had a 

more culturally grounded connection with the concept of light energy as a heat source. The 

following discussion took place immediately after the text had been read aloud by a student in 

the group:  

(Session 2, group 2) 

Student 6: Ooh, I got an idea what we do. We should do an ice-cream truck and someone 

should be running after the ice-cream truck and umÉ 

Student 7: Wait, what are we? 

Student 8: WaitÉ 

Student 9: You should make a tableau 

Student 6: And then someone should be the sun and then we just describe that itÕs a hot 

day, itÕs a really hot day.  

The immediacy of his response and the excited way he formulates the idea, alongside the 

recognition that they will need to describe their image, evokes VygotskyÕs words about the 

Òzigzag character of the development of fantasy and thought, which reveals itself in the ÔflightÕ 

of imagination on the one hand, and its deeper reflection upon real life on the otherÓ (1986, p. 

39). The studentÕs thought is momentarily interrupted but then he continues and the repetition of 

ÒitÕs a really hot dayÓ suggests a thinking-in-action, or as Vygotsky believed, ÒThought is not 
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merely expressed in words; it comes into existence through themÓ (1986, p. 218). Here is another 

example from session 1 that suggests the development of ideas as they are being spoken:
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The two previous examples showed the influence of one studentÕs thinking, or the evolution of 

one studentÕs thinking, on the creative process. In the next example, student ideas were 

simultaneously verbalized and embodied and the students did not just have ideas for themselves 

but for the other group members as they practiced a tableau about the sunÕs light energy:  

 (Session 2, group 3) 

Student 10: You go here and then (inaudible). 

Student 11: You go like this and then like that. 
 
Student 12: You both, IÕm going to be behind you. 
 
Student 10: Ok, put your feet here.  
 
Student 11: (Inaudible) the sun and then me and Owen face each other. 
 
Student 10: Yea! 
 
Student 13: IÕm gonna be like this. 
 
Student 10: Yea, you go like that and then (inaudible). 
 
Student 12: Yea, thatÕs an awesome idea! 

Their ideas focus on positioning and gesture and as I look at the final tableau image (Appendix B 

Ð group 3), I see that the importance of the two students facing each other was to embody the 

concept of the Earth receiving heat energy from the sun.  

 Social talk. I categorized episodes of Ôsocial talkÕ as talk that was unrelated to the 

planning of tableau. However, within a CHAT framework, to ignore the Ôsocial talkÕ of the 

students would be a serious omission. In the following excerpt, three out of the five instances of 

Ôsocial talkÕ occurring at the beginning of a transcript was from group 1. The transcript of their 

first planning session is included here because it illustrates student discourse as Òclashing 

fireworks of different speech types and languagesÓ (Engestršm & Sannino, 2010, p. 5): 
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 (Session 1, group 1) 

Me: Please do not push any more buttons, itÕs recording your voices 
 

Student 1: Hey, hey, baby, baby 
 

Student 2: Stop it 
 
Student 1: Baby, baby, baby (starts to laugh) 
 
Student 3: Guys, weÕre all the team captains 
 
Student 4: Boo 
 
Student 2: Stacey, you go first 

 
Student 1: Uh, buh buh 
 
Student 2: I think  
 
Student 3: Go swim in your swimming pool 
 
Student 2: I think the main idea is that (trying to talk over chatter of rest of group) 
 
Student 4: Guys! 
 
Student 2: (continuing) ItÕs about the sun and stars 
 
Student 5: What? 
 
Student 4: A spider just fell off you 
 
Student 1: ItÕs still recording 
 
Student 2: Anyway, my idea is the sun and the stars 
 
Student 5: I agree with S. 

 
Student 4: Ok, I feel like itÕs about the sun because 
 
Student 1: What? 
 
Student 3: Cos it said it took 177 years  

 
Student 4: I love your earrings 
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Student 1: Did you hear that, uh huh 
 
Student 3: (inaudible) youÕre recording Andrew. 
 
Student 5: IÕm going to tell on you 
 
Student 4: And I feel like  
 
Student 2: You know they can hear all of your voice? You know that right? So weÕre 

going to like share it with the whole class. 

In this extract cultural Ôspeech typesÕ clash with more traditional school type talk as students 

grapple with the responsibility of the task and the awareness that they are being recorded. This 

awareness brings out the dare in some students, a reaction that makes other students very 

uncomfortable, ÒYou know they can hear all of your voice? You know that right?Ó The 

ÔfreedomÕ that I was giving them to create a tableau was also being constrained by the recorder 

and the adult authority that it represented; as Grau and Walsh write, ÒThe boundaries of 

childrenÕs experiences are patrolled by adults in a way that makes any researcher-child 

relationship a strange mix that must be reconciled explicitly within the data collection and 

analysis processÓ (1998, p. 12). Furthermore, a CHAT framework reminds us that young 

students, like adults, do not act in a cultural vacuum and their talk is impacted by cultural 

references that may not make sense to a researcher. Grau and Walsh describe this as children 

behaving with agency, inventing Òwithin adult-created contexts, their own subcontexts, which 

most often remain invisible to adults but are most visible and salient to childrenÓ (p. 12). This is 

the case for me as I read the transcript. I have no idea of the cultural context behind the phrase 

Ògo swim in your own swimming poolÓ and if the student was saying/singing the words to a 

popular song at the beginning. The words represent a culturally bound speech type that separated 
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the researched from the researcher, and reminded me that although I was in effect Ôlistening inÕ 

on student talk, it didnÕt mean that I had full access to the meaning of their talk.  

Photographs of Tableaux 

 My analysis of the tableaux photographs focused on role and gesture and was aided by 

the creation of a data analysis chart (Figure 6, chapter 3).  

 Roles. In the context of the tableaux, ÔroleÕ describes the person, animal, plant or object 

that the students depicted. As documented in Chapter three, when the students presented their 

tableau, I had them announce what role they were Ôplaying,Õ therefore when I refer to particular 

roles, the references are based on what the students told me. 

Types of roles and frequency. Using the documentation of student roles as recorded on 

the analysis chart described in chapter three, I categorized student roles according to ÔtypeÕ and 

counted the frequency of types of role (see Table 7).  

Table 7 

Types of Role and the Frequency of their Depiction in the Six Sessions 

Type of Role and Examples Frequency 
Space objects - sun, moon, Earth, stars, 
asteroids, meteors and planets (ÔobjectsÕ is 
the term used in the Next Generation of 
Science Standards 
(http://www.nextgenscience.org/next-
generation-science-standards) 

43 

People (e.g. astronauts, singer, mom, baby) 33 

Animals and plants (e.g. cockroach, bird, 
flower) 

12 

Energy sources and forces (e.g. heat, light, 
gravity) 

9 

Earth bound objects (e.g. truck, tower, ball) 7 

Total number of roles in six sessions 104 
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Considering that the informational texts were based on a unit about Earth science and the solar 

system, the high frequency of roles depicting space objects was not surprising. However, the 

frequency of roles representing people was significant because humans were not explicitly 

referenced in any of the texts. It is also important to report that Ôpeople rolesÕ became 

increasingly descriptive as the study progressed with the students adding adjectives to their 

reported roles; for example, in the first session, a total of two people roles were depicted and 

described by the students as ÒdriverÓ and Òbaby in the back seat.Ó Tableaux based on the final 

text (session six) had a total of 12 people roles and the students gave these roles the following 

descriptors: frozen guy, frozen teenager, frightened girl, frozen person, frozen lawyer, a man 

dying, person, guy trying to open coffee, a mommy helping her son, a frozen baby, dying person, 

dead lady. The use of adjectives and actions to describe characters in the tableaux indicated that 

the students were imbuing people roles with backgrounds stories and relationships. I posit this 

finding as an indication that the students were narrativizing informational text by adding human 

activity and relational dimensions to an efferent reading of the informational text (Rosenblatt, 

1978).  

Roles and their connections to the informational texts. As the tableaux were 

representations of texts, I analyzed roles along a spectrum that went from roles with a direct 

connection to a text to roles with no explicit connections to a text (see Table 8) and I categorized 

the roles accordingly. The heading ÒRoles with direct connection to a textÓ described roles that 

were indexed explicitly in the text; for example in the statement, ÒThe sun is just one of millions 

of stars in the skyÓ, roles based on the sun or a star or the sky would fit into that category. ÒRoles 

with indirect connection to a textÓ is the description I used for roles that were inferred from the 

text, for example the informational text for session 4 stated, ÒA solar eclipse happens when the 



 

 107 

moon passes between the sun and the Earth. When this happens the moon blocks the light from 

the sun and the sky becomes darkÓ and one student chose to be in role as a Òguy holding a 

flashlight.Ó ÒRoles with no connection to a textÓ described roles that appeared to have no 

obvious connection; for example in the text about the heating up of a blacktop surface during the 

summer heat (see Table 4, session 5), depicted roles in this category included a bird and a singer. 

I italicize the word appeared because the students who chose these roles would have had their 

reasons for choosing them but I do not have data to determine their reasoning. 

Table 8 

Frequency of Roles in Relation to the Texts 

Total number of 
roles to depict 
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Hands. The gestural use of hands was a major signifier in the embodied representations 

of Ôspace objects.Õ The most frequent role depicted by the students was the ÔsunÕ and although 

students presented it in a variety of ways, the stretching of arms and hands away from the body, 

and the resulting expansion of the body either vertically or horizontally, was integral to almost 

every representation (see Figure 10). This commonality in the expressive use of hands is an 

example of what Wilson calls a Òculturally established gestureÓ (p. 378) and Barthes defines as a 

Òuniversal symbolic orderÓ (1977, p. 18), a Òhistorical grammarÓ (p. 22) and an Òiconographic 

connotationÓ (p. 22). When attending to the connotation of an icon, Barthes directs us to Òlook 

for its material in painting, theatre, associations of ideas, stock metaphors, etc., that is to say 

precisely in ÔcultureÕÓ (p. 22). In religion, mythology, art and science the sun is a dominating, 

life-giving symbol and in the tableaux, the sunÕs literal and figurative centrality in our lives was 

denoted through expansive gestures that mirrored iconic representations of the sun with extended 

ÔraysÕ of light. At times, the sun became an even bigger presence in a tableau when pairs of 

students formed a singular representation. In these paired structures one student stood behind the 

other but both students had their arms pointing in different positions. The visual effect of four 

outstretched arms and hands denoted the intensity of the light from the sun and connoted its 

power to give and sustain life (see Figure 11). Hands were also used to represent a source of 

energy or a force. In the text about gravity, students who depicted ÔgravityÕ held their hands 

away from their body and gestured the emission of a force. In a tableau with the main idea 

sentence ÒThe energy the sun gives off,Ó two students stretched their hands forwards and legs 

apart to denote their roles as Òstreams of energyÓ (see Figure 12). 
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Figure 10: Student representations of the sun. 

  

 When representing people, the placement and orientation of hands denoted action. In 

Figure 13, the students are shown using their hands to drive, to point and to mime holding a 
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flashlight. At other times, students used their hands to reinforce an emotion. In Figure 14, the 

student in the middle of the picture was in role as an ÒOMG personÓ and used her hand in an 

exaggerated way to express the feeling of surprise at witnessing a solar eclipse.  

 Hands were also used to show a relationship with others. In Figure 15, a student in role as 

a mom used her hand to comfort her son as they both experienced the withdrawal of the sunÕs 

heat. 

 Facial expression. Students used facial expressions in role as people to communicate 

emotion (see Figure 16). Students exhibited more neutral expressions when in roles other than 

people. Figure 17 shows students from group 1 in role as space objects and using gesture rather 

than faces to express intention. 

 

 

 

Figure 11. Pairs of students combined individual asymmetrical gestures to form symmetrical 
representations of the sun.  
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Figure 14. Students used their hands to reinforce emotion. 

 Posture. Students used height to posture the status of their role, i.e. importance. The 

largeness of the sun often contrasted with the smaller postures of those in other roles and showed 

an understanding that the sun is the largest object in the solar system. In Figure 18, the student on 

the left represented the sun by stretching her hands above her head and standing on a chair to 

make herself even taller and thereby denote the sunÕs magnitude. The student on the right was 

also in role as the sun but in contrast to the usual portrayal of the sun, she used a downward 
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Figure 16. Students used facial expression to communicate emotion. Facial 
expressions from L-R: a student in role as a baby crying on the backseat of a car; a 
student expressing surprise at a solar eclipse; a student in role as an exhausted Òguy 
running away from the sun.Ó 

 

In another tableau (see Figure 19), students wanted to show what would happen on Earth if the 

sun no longer shone. The student in role as the sun stood with a powerful, expansive and 

heightened posture but had her back turned on Òthe freezing cold peopleÓ who, in contrast, 

showed their suffering status with kneeling and closed in postures that resonated with Barthes 

Òhistorical grammarÓ of representation (1977, p. 22). Of interest also is the ÔflatnessÕ of the sunÕs 

representation, almost as if students are so used to drawing a 2D version of a sun that, by turning 

her back to the people, she is mirroring the action of turning over of a piece of paper and making 

the 2D image of the sun become but a trace. 

The informational text for session 6 (see Table 4) was about why living things need the 

sun and the students used curled up or lying on the floor postures to denote states of freezing or 

dying in the absence of the sun (see Figure 20). 
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Figure 17. Students in role as space objects with neutral expressions. 

 

   

Figure 18. Contrasting images of the sun through posture. 

 

 

Figure 19. The sunÕs reversed posture denies life to the humans on Earth. 
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Figure 20. Students used curled up or lying down posture to denote the effects of an absent 
sun on living things. 

Student positioning. Students used positioning to denote main ideas and/or information 

about their roles. I examined studentsÕ positioning in the tableaux along a spectrum of 

ÔclosenessÕ to each other. Close positioning was used to denote connectivity between roles based 

on ideas to be found in the texts. In a tableau about the gravitational force between the sun and 

the Earth, students used positioning in ways that reflected iconic representations of villains and 

victims. Two students in role as ÒgravityÓ stood either side of, and very close to the sun, as if 

they were the sunÕs ÔheaviesÕ that did its Ôdirty work.Õ The Earth was also close to the sun, but 

the tightly curled posture as ÔitÕ lay on the floor connoted a status of victim and a sense of being 

at the mercy of the sunÕs bidding (see Figure 21).  
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Figure 21. Students used high and low positions to denote status. Compare with classic image of 
villain and henchmen. (Image retrieved from http://apurvbollywood-
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Figure 22. Close positioning denoted connection between roles. The Earth (on the left) faced and 
received the streams of energy that come from the sun. 

 

When students placed themselves far away from each other in a tableau, I looked at the 

overall shape that was created by the isolated positioning and I saw both circles and linear 

arrangements. Figure 25 is a tableau that represents the Earth, sun, moon and a star and although 

the text did not mention the circular formation of the solar system, the students placed 

themselves that way. Figure 26 shows a more linear arrangement of the sun and two stars but 

their isolation as separate entities indicated the vastness of the universe. The student in role as an 

astronaut also placed herself in an isolated position but her crouched down posture behind a chair 

denoted her diminutive size in comparison to the stars, and her peeping over the top of the chair 

denoted a sense of fear about getting too close. As a major presence in many of the texts, the 

sun's importance was sometimes shown in the tableaux through other roles keeping their distance 

so that our attention as spectators was drawn to the sun (see Figure 27). The isolated positioning 

of roles showing death or suffering reinforced a lack of human contact as contributing to a sense 

of doom and hopelessness (see Figure 28). Frightened, suffering characters occupied solitary 

spaces and avoided eye contact with others, preferring to stare Òinto spaceÓ and ÒhugÓ 

themselves. 
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Figure 24. Students used a middle position to represent a blockage. Roles from L-R: the Earth, 
the moon and the sun. The student positioned in the middle is blocking the light from the sun to 
show what happens in a solar eclipse.  
 

 
 
Figure 23. Students took up middle positions to denote the role of a conduit. Clockwise from top left: 1) 
The student positioned in the middle is in role as ÒheatÓ being transferred from the sun behind her to a 
bird in front of her. 2) The student on the floor is in role as the ÒstringÓ of gravity positioned between the 
sun and the Earth. 3) The student in the middle is ÒgravityÓ reaching towards a Òguy running away from 
the sun.Ó 4) The student balanced on one leg in the middle is ÒgravityÓ being pulled by the sun as she 
touches the Earth curled up on the ground. 
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Figure 27. The sun remains distant from the other roles. The studentÕs use of a chair and his 
gesture emphasized the sunÕs dominance in the universe. 
 

 

 

 

 

Figure 28. Students used isolated positioning to show death and suffering. Roles clockwise from 
top left: a Òdying person,Ó a Òfrightened girlÓ and a Òfrozen lawyer.Ó Note the self-comforting 
ÒhuggingÓ postures and the lack of eye contact with others. 
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embodied learning, I examined positioning and use of space. I documented patterns related to 

studentsÕ creative and working processes within sessions and specifically: (a) movement patterns 

of groups and (b) body patterns of individuals. A marked shift in working patterns across 

sessions in relation to (c) time was also noted as a significant finding.  

Movement patterns. Students began their preparation of tableau in clustered groups, 

drawn together by the digital recorder that had been placed on a desk for each group, copies of 

the text for the session, the sheet on which they wrote their Ômain idea sentenceÕ and the purpose 

of discussing the text to identify a main idea. Regarding the presence of circular shapes in 

classrooms, Branscombe and Schneider have observed that, ÒBodies, positioned in circular 

shapes, became the semiotic sign for a community of learnersÓ (2014, p. 16). In Table 9, the 

students begin the activity by creating small circles to read the text but the time-lapse images 

show that after a time, the clustered shape patterns broke apart as the students practiced their 

tableau, tried out different ideas and consulted with each other. The timing of this movement 

 body patterns.   tir of discuonnce�of ta, ) boar shaps, becamo68 va, triasich thexnt eriocumened wis. -laphhown raph (w 68 ng but)Tges 
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shapes, such as the girl in Table 9 who experimented with one arm then both arms in the air to 

represent a star.  

Table 9 

Movement Patterns of Students in Session 1 
 

Time-lapse Photographs of One Minute Intervals Observations 

 

6 minutes into preparation time. 
 
Most of the students are clustered 
around tables. The group on the 
left has papers on the table and one 
of the students seems to be looking 
at them.  

 

7 minutes into preparation time. 
 
Most of the students remain in a 
circular formation around their 
tables. 
 
The student with his arms out is 
practicing a shape that he uses to 
represent the sun in the groupÕs 
final tableau (see Appendix A). 
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Table 9 Continued 
 

Time-lapse Photographs of One Minute Intervals Observations 

 

11 minutes into preparation time. 
 
Student from the ÔclusteredÕ 
group is balancing between the 
doorposts as she practices being 
the sun. In the final tableau she 
made the same shape, but stood 
on the floor (see Appendix A). 

 

 Table 10 presents my analysis of time-lapse images from session 3. My analysis 

focuses on group 5 experimenting with different gestures to show the gravitational pull between 

the sun and the Earth. The next example set of time-lapse photographs in Table 11 illustrates the 

evolution of a final tableau as students in group 4 experimented with different body shapes and 

different group members before deciding on a particular image.  

Table 10 

Body Patterns of Students in Session 3. 
 

Time-Lapse Photographs of 10 Second Intervals Observations 

 

Three students from group 5 
stand in a linear position to 
practice their idea for a final 
tableau. The student at the 
front is using his arms to 
gesture a running position. 
 
Note how students in other 
groups are experimenting with 
different heights as two 
students in group 4 practice a 
shape on the floor. 
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Table 10 Continued 
 

 

Time-Lapse Photographs of 10 Second Intervals Observations 

 

Now we see how the ÔrunnerÕ 
from group 5 has introduced a 
facial expression into his pose. 
The other group members 
remain in a linear position 
behind him and seem to be in 
discussion with each other. 

 

We see a group at the back 
experimenting with height as 
two of the students stand on a 
chair. 
 
Two students in group 5 now 
use their bodies in reaching and 
stretching gestures to denote 
the ÔrunnerÕ is trying to get 
away from ÔgravityÕ behind 
him. 

 

 
This group is also in a linear 
formation and there is physical 
contact as one student holds on 
to the feet of another student.  
 
The ÔrunnerÕ is now on the 
floor. The third member of the 
group moves forward to look at 
him. 
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Table 10 Continued 
 

 

 Time. By watching the movie formats of the time-lapse photographs, I was able to 

observe that over the course of the study, groups changed their working practices. In session one 

it took about eight minutes before students moved away from their desks to practice their tableau 

whereas the QuickTime movie of session 6 show diminished clustering around desks and that 

tableaux were being practiced within three minutes of students gathering to begin the activity 

(see second image in Table 12). A faster creation of tableau may have resulted from a growing 

Time-Lapse Photographs of 10 Second Intervals Observations 

 

The student in role as the sun 
experiments with the gesture of 
stretched out arms. She appears 
to be looking down at her 
group partner whose arm I can 
see on the floor. 
 
This is the first time this group 
has been clustered around the 
table and they appear to be 
consulting the text in the 
middle.  
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confidence about the task itself, effective collaborative practices and a more intuitive approach to 

the creative process.  

In summary, the time-lapse images showed where students worked, how students 

manipulated their bodies and tried out different shapes, and how ideas evolved into the final 

tableau presentations. I now move on to findings from the video data. 

Table 11 

Group 4 Experiments with Different Body Shapes and Students for their Final Tableau  
 

Time-Lapse Screen Shot Observation 

 

The image shows two students as 
they practice representing a solar 
eclipse. 
 
 
 
 
 
 
 
 
 
 
 

 

A new student appears in the 
paired image and a new image is 
created with different body 
patterns.   
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Table 11 Continued 
 

Time-Lapse Screen Shot Observation 

 

The two students standing one 
behind the other represent the 
moon (in the front) and the sun 
(behind). The student on the left is 
practicing his gesture as someone 
Òholding a flashlight.Ó The image 
gets closer to the tableau 
presentation (see final image).  
 

 

The ÔmoonÕ has changed her 
hands to be arched above her 
head. The sunÕs posture remains 
the same. 
 
Note how another group member 
seems to be adjusting the shape of 
the Ôflashlight holder.Õ 

 

* Not a time-lapse image 

Photograph of final tableau 
presentation about a solar eclipse. 
The student on the left represents 
an ÒOMG human.Ó 
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Table 12 

Time-lapse Images of Session 6. 

Screen Shots from Session 6 Movie (QuickTime)  Approximate 
Time Taken 

Observations 

 

 
 
 

12:25 p.m. 

One student is at her desk 
looking at the text. Most of 
the other students remain 
on the carpet with their 
texts. 

 

 
 
 

12:28 p.m. 

The student who was at 
the desk has joined her 
group (right of the 
picture), which although in 
a circular formation, 
cannot be described as a 
Òcluster.Ó From looking at 
other students it appears 
that they are already 
embodying ideas from the 
text. I see students using 
gestures and different 
heights.   

 

 
 
 

12:31 p.m. 

Most of the students are 
seated. This is a 
foreshadowing of the final 
tableaux where many of 
the students chose to lie 
down or curl up on the 
floor to denote life without 
the sun.  
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Table 12 Continued 
 

Screen Shots from Session 6 Movie (QuickTime)  Approximate 
Time Taken 

Observations 

 

 
 
 

12:33 p.m.  

Eight minutes have passed 
and the students are ready 
to join me in the 
Ôperforming spaceÕ for 
final tableau presentations. 

 
Video 

Whereas the time-lapse images showed movement and positionality patterns as static 

data, the video allowed me to view tableau in real time and through multiple modes 

simultaneously. My analysis of video had two foci (a) what it revealed about students process 

that had not been revealed in the audio and photographic data and (b) how individual student 

actions fitted within the CHAT framework for this study.  

Student process. The viewing of video revealed a working practice that I was unaware 

of until I watched the video; group 2 practiced their tableau before writing the main idea 

sentence. When asked by my colleague who was doing the filming why they did this, one student 

replied, Òbecause we can get different ideas along the wayÓ and another student joined in, Òyea, 

better ideas.Ó This reminded me of BarnesÕ definition of exploratory talk as enabling Òthe 

speaker to try out ideas, to hear how they sound, to see what others make of them, to arrange 

information and ideas into different patternsÓ (2008, p. 5). In this instance the students were 

using exploratory action, not talk, but the effects were the same: they too were trying out ideas, 

to see what they looked like, to see what others made of them and to arrange their bodies and 

ideas into different shapes. They were concerned that their tableau reflected an idea they were all 

happy with before they committed their main idea representation to paper as a sentence.  
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ÒThey clearly influence their own environments, for example by initiating new activities, 

drawing others into them, while at the same time being influenced by those around themÓ (2005, 
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situation nor challenging the lead of others. These observations are not criticisms of more vocal 

children, as being non-vocal is also an agentive choice and may cause others to step forward and 

initiate action and dialogue. The video showed two groups that seemed to be having a very 

productive working time. They were practicing their tableaux and the discussions were about the 

task. During the study I had noticed how one student in group 4 often took on the role of leader; 

she assigned roles and decided on the order of readers when they read their text aloud. The video 

showed her adjusting the position of one of the other members of her group and going over to 

another student who was moving in role and showing him how to stand still with his action (see 

Figure 31). In the video her manner was friendly and the group members accepted her guidance; 

one boy held his pose perfectly still as Òthe sunÓ throughout the adjustments of other group 

members.  

The other group in the background of the video was also practicing their tableau. They 

had a student who was focused on making adjustments to the student who would be physically 

holding her in a role as the sun. She indicated a gesture for the student to copy. The other two 

group members watched and did not make any suggestions of their own but waited for the other 

two students to decide on a pose.  
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 Throughout the study there was a particular group that frequently experienced problems 

with the collaborative nature of the work. They often argued about the mechanics of tasks such 

as the reading of text or the writing of the main idea sentence and this sometimes resulted in 

group members carrying out disparate activities. The video showed one student writing the main 

idea sentence, watched closely by another student. He advised her that the main idea should only 

be a couple of words but she continued to write and told him, ÒNo, it can be a full sentence.Ó The 

other students sat passively in the background (see Figure 32). When my colleague asked ÒWho 

writes the main idea?Ó the boy who had been watching the girl write said, ÒWe fight over it.Ó 

Then when asked if they had already practiced their tableau, the group seemed unsure and I 

heard both a ÒyesÓ and a ÒnoÓ answer on the video. As I looked at their positioning in the 

classroom, I remembered that their assigned place (by me) had been in the far corner of the 

room, furthest away from the space where the tableaux were shared at the end of the session. The 

video data highlighted the tightness of the space and for the most part, the students appeared to 

be engaged in different activities. Behind them was a table that looked to be the Ôdumping tableÕ 

for assorted backpacks, lunch bags and coats. These observations caused me to wonder about the 

impact of the environment on working patterns (see Figure 32) and if my decision to put them in 

a cluttered, crowded space had suggested to them that I did not value their work and affected 

their ability to engage as a group.  

 

Figure 32. A group is assigned a small, crowded working space. 
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As a summary, the video data showed studentsÕ actions as occurring at an intersection of 

individual characteristics, a particular classroom context and within a particular historical 

moment in time. I want to stress that the video data were filmed during one particular session, 

therefore within a 
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Process 

 When discussing the text and practicing their tableau ideas, the students represented main 

ideas from science information texts by: 

¥ Rereading the text  

¥ Using talk to negotiate all aspects of the projectÑ roles, tableau composition and the 

collaborative process. 

¥ Using talk to build upon each otherÕs ideas 

¥ Using exploratory action to try out different ideas for their tableau 

¥ Referring to the text as the source of information for role and tableau ideas. 

¥ Manipulating their own and other bodies into different shapes  

¥ Using different group members in practicing a particular image 

¥ Commenting on the effectiveness of each otherÕs poses and gestures  

Product 

 When students presented their tableaux, they represented main ideas from science 

information texts by: 

¥ Choosing roles that were either directly referenced in the text (the sun, the moon, the 

Earth), inferred from the text (an ice cream truck in a tableau about the sunÕs warmth), or 

not referenced at all but made sense within the context of the text (an ÒOMG humanÓ 

reacting to an eclipse of the sun).  

¥ Enacting the text through gesture Ð using their hands, facial expression, posture, and 

positioning in relation to other students. These embodied moves helped students make 

sense of the text (showing energy by stretching out arms and legs) and shaped their 

understanding of text (people in shriveled, curled up isolated positions without the sun).  
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¥ ÔNarrativizingÕ the main ideas by including people conducting specific actions (Òa guy 

thatÕs trying to shade from the sunÓ or imbuing roles with emotional content (Òa 

disappointed birdÓ) 

¥ Using gesture to denote emotion (a mother tenderly comforting her dying baby as the sun 

withdraws its warmth) 

¥ Using different postures to denote main idea roles Ð height for the sun and low levels for 

the roles subservient to the sunÕs power (the Earth, people on Earth)  

¥ Using iconic representations of the sun to denote its role as a high status object and 

sustainer of life   

¥ Positioning their enactment in time (an image of a long car ride to show the distance 

between the Earth and the sun) and space (students in the middle position of a tableau 

depicting gravity as a force between the sun and the Earth).  

 Research Question 2: How did students represent main ideas when writing in role? 

I analyzed 17 writing samples from session 4 and 21 writing samples from session 6. The 

writing in role responses were written after being in a tableau about a main idea based on an 

informational text. Tables 13 and 14 show the informational text and the student responses. The 

elements of voice and emotional content were the focus for my analysis and the tables are 

followed by the findings related to these areas.  
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Table 13 

Student Writing in Role Responses from Session 4 

Session 4 Text 
 

A solar eclipse happens when the moon passes between the sun and the Earth. When this 
happens, the moon blocks the light from the sun and the sky becomes dark. This darkness usually 
lasts for a few minutes. Birds think it is nighttime and stop singing! During an eclipse only the 
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Table 14 

Student Writing in Role Responses from Session 6 

Session 6 Text 

The sun is very important to life on earth. It gives off energy in the form of light and heat. Plants 
need the light energy to grow. Animals, including humans, need plants for food. Without the 
sunÕs energy, plants would not grow and animals would have nothing to feed on and we would 
go hungry! Without the sun there would be no light, no heat and no living thing would survive 
on the earth. We depend on the sun for our life! 

(National Geographic, 2011, adapted from p. T152g)  
 

From National Geographic. 



 

 141 

Narrative elements. Evidence of ÔnarrativizingÕ was also present in the extra details that 

students provided about their role, such as the Òfrozen lawyer that wanted to see his clientsÓ and 

the Òguy trying to get my coffeeÓ and expressing ÒvictoryÓ when he opened it at last. Also, the 
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Òdisappointed birdÓ and a cockroach Òthinking of apple pieÓ were appropriate and imaginative 

responses given the informational texts and the main ideas in them.  

Summary 

An analysis of voice and emotional content in student writing in role found elements of 

narrative in the use of a conversational voice, the inclusion of adjectives and sentiments that 

incorporated emotions. In this finding there are echoes of earlier findings related to the presence 

of narrative in the studentsÕ tableaux. It could be surmised therefore that the effects of being in a 

three-dimensional narrative became incorporated into a two-dimensional mode of words on a 

page. Although some scientists would balk at the idea of approaching these concepts through 

emotion, the process of identificationÑthe process of a child trying to understand complicated 

science conceptsÑcan be aided by identity stances and these stances are created through 

emotional and embodied bonds that carried over into student writing. 

Research Question 3: What Were Student and Teacher Reactions to Tableau as an 

Embodied Learning Experience? 

With the rationale of wanting to include student voices in the research, I asked the third 

grade students to complete response sheets at the end of the study. As a Ôknowledgeable otherÕ, I 

also wanted to investigate Ms. KayÕs perceptions of the six sessions. This study was an 

intervention that positioned drama as an alternative way to engage with informational texts. But 

for this to happen on a regular, non-interventional basis, classroom teachers like Ms. Kay need to 

see the benefits for themselves and I wanted to know her thoughts on this matter.  

In chapter three I explained that I categorized student responses according to content 

themes and key words. Tables 15 and 16 present the student responses and the themes that I 

assigned to each one. These are followed by findings related to the content theme and key words. 



 

 143 

Student Reactions about Individual Experience 

 The first two questions asked: What did you enjoy about the tableau work? and What did 

you not enjoy about the tableau work?  Tables 15 and 16 record their responses. 

Table 15 

Student Responses and Content Themes for Question One  

Reflection Question # 1 Student Response Thematic 
Descriptors 

What did you enjoy about the 
tableau work? 

I enjoyed that I was funny in the tableau. Engagement 

All of it, because it was fun. Engagement 
It was fun Engagement 
Having fun and being who you are. Engagement 

 
Tableau 

experience 
To be funny. Engagement 
Being funny with my friends and deciding 
what we will do. 

Engagement 
 

Group dynamics 
It was just so fun.  Engagement 
That it was so funny! Engagement 
Being funny. Engagement 
I enjoy when I fall down. Tableau 

experience 
I enjoyed when we came alive. Tableau 

experience 

 

T a b l e a u  

e x p e r i e n c e  

T a b l e a u  

e x p e r i e n c e  
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Student Reactions about Group Process 

 Questions three and four on the reflection sheet were about group process: How did your 

group decide on the main idea for each text? and What did your group do when it couldnÕt agree 

on the main idea? Tables 17 and 18 record the findings. 

Table 17 

Student Responses and Content Themes for Question Three 

Reflection Question # 3 Student Response Group 
Number 

Thematic 
Descriptors 

How did your group decide 
on the main idea for each 
text? 

We all decided as a group 1 Group process 
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Table 18 

Student Responses and Content Themes for Question Four 

Reflection Question # 4 Student Response Group 
Number 

Thematic 
Descriptors
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 Group strategy. In answering the questions, Òwhat did your group do when it couldnÕt 

agree on a main idea,Ó it became clear that groups undertook a variety of strategies to negotiate 

collaborative practice. Some of these were more process oriented such as reaching a decision or 

solving a conflict through discussion; other types of strategy were more about taking action and 

included referring back to the task, voting and abandoning an idea that was causing conflict and 

starting with a new idea. One student wrote that when their group couldnÕt agree on a main idea, 

they Òdid what we wanted to be then put it together.Ó This statement suggested that group 

members were able to pursue their own ideas and then blend them together collaboratively.  

 Leaders. As corroborated by the video and audio analysis, not all groups worked 

collaboratively. A few students indicated that another student in their group took on the role of a 

leader and decided what the main idea was and made the final decisions when conflict arose. Of 

interest to me is that out of five responses that referenced a leader, only one student disclosed 

that they found this unacceptable and Òthe last time I took a stand and refused.Ó It seems as if the 

collaborative nature of the work had placed this student in a difficult position. He suggests that 

inwardly he did not accept the leadership role of the other student but it took a while before he 

was able to articulate this. From a CHAT standpoint, he was constrained by the social mores to 

Ôkeep the peaceÕ and yet his sense of agency ultimately became the deciding factor to Ôtake a 

standÕ (Tudge and Hogan, 2005). 

 Always agreed. Some students indicated that the question about conflict in the group was 

invalid because their group Òalways agreed.Ó From my point as view as the instructor and as 

recorded in the audio data, all groups experienced a disagreement at some point in the study. 

However, the question specifically asked about disagreement related to the choosing of a main 

idea, so perhaps this was not a source of conflict for some groups. It could also be that it was 



 

 150 

easier to say a group had always agreed rather than detail the process of overcoming difficulties. 

Perhaps some students, aware of the collaborative emphasis of the work, felt that to admit to 

disagreements was to acknowledge some kind of failure. Another possibility is that from their 

perspective, there truly were no moments of disagreement and this leads us into the next point. 

 Consistencies and inconsistencies. One of the reasons I included the group numbers in 

the tables, was to see if there were consistent answers among a group. For the most part this was 

not the case. This underscores that experience of (group) process is personal and that although 

operating within a social framework of a classroom, studentsÕ individual characteristics, 

described by Tudge and Hogan as Òtheir directive beliefs, their activity level, their temperament, 

and their goals and motivationsÓ (2005, p. 105), still matter. I regard these inconsistent reactions 

to group process as a corroboration of the complexity of collaborative work. When diverse 

individuals are called upon to work in a collaborative activity, a network of complexities is set in 

motion. Ultimately, I believe this complexity is worth it, whether it takes place in the classroom 

or the workplace or the home, for as Jean-Luc Nancy said, ÒThe plurality of beings is at the 

foundation of BeingÓ (2000, p.12). This quotation comes from a chapter called ÒBeing Singular 

PluralÓ in which Nancy presents the case that we can only validate ourselves as individuals when 

we instinctively recognize the collective essence of our existence as humans. Working in a 

group, and in ways inconsistent with our personal preferences, exposes us to the plurality of 

individual characteristics that constitute the human experience.  

Student Reactions to the Cognitive Value of Tableau 

 The last question informed a component of the essential question: what did tableau do or 

not do to aid student learning? The actual question, as shown in Table 19, had two options Ð yes 

and no Ð and student responses, key words and related themes are presented in Table 19.  
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Table 19 

Student Responses and Themes for Question Five 

Reflection Question 
# 5 

Student Response Group 
Number 

Key 
Word(s) 

Related Theme(s) 

Did making a 
tableau help you 
understand the main 
idea of a science 
text?  
No Ð say why  
Yes Ð say why. 
 

Yes Ð it was pictures of things 
in a text 

5 
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Table 19 Continued 
 

Reflection Question 
# 5 

Student Response Group 
Number 

Key 
Word(s) 

Related Theme(s) 

Did making a 
tableau help you 
understand the main 
idea of a science 
text?  
No Ð say why  
Yes Ð say why. 
 

(Student circled no and yes and 
wrote one sentence)  
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perspective on being in a scene, ÒWhen you write, you kindaÕ get a visual picture, but theyÕre 

just words. And then when you actually shoot the film, you get to be in the action of seeing what 

youÕre doing and how itÕs gonnaÕ end upÓ (italics mine, p. 417). I believe the experience was the 

same for the five students who reported that being in the tableau helped them understand the 

informational text. Identifying a main idea by standing around a table and looking at a text is a 

very different kind of action from becoming a representation of that main idea. In this study, 

representation was about using the body to interpret and gesture a concept. There is much 

research about the use of gestures to strengthen cognitive functioning (Block, Parris & Whiteley, 

2008; Glenberg, Jaworski & Rischal, 2007; Lindgren & Johnson-Glenberg, 2013; Sadoski, 

2009;) and the idea that Òmeaning is tied to actionÓ (Glenberg at al. 2007, p. 223) and the student 

responses about action in this study confirmed that when they acted out an idea, they felt 

connected to it. And when one student responded, ÒYes Ð it gave me more energy in my brainÓ I 

believe this student exposed the importance of physically engaging with text and it reminded me 

of GlenbergÕs conclusion that Òbrains are for action!Ó (Glenberg et al., 2007, p. 222) This theory 

is built upon by Lindgren and Johnson-Glenberg, ÒIf physical movement primes mental 

constructs, such as language, then it may be that increasing an individualÕs repertoire of 

conceptually grounded physical movement will provide fertile areas from which new knowledge 

structures can be developedÓ (italics in the original, 2013, p. 446). By answering ÒyesÓ to the 

question about tableau and cognition, the student communicated that an energized brain was an 

engaged brain and an engaged brain, as the Lindgren and Johnson-Glenberg quote tells us, is a 

brain that is open to the development of new knowledge.  

 Purpose. One positive response about the reading of texts was coded as Òpurpose.Ó With 

the response, ÒI learned all about it because we read it and went over it,Ó I propose that the re-
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reading of text was undertaken because students were given a purposeful task to accomplish Ð 

the 
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a disconnect between their visual conception of a main idea and ones that were presented in a 

tableau. This could be construed as an argument against the concrete visualization of abstract 

concepts and is a useful reminder that ÒseeingÓ is not always helpful for some people, especially 

if what they see is unclear to them or does not fit a mental construct.  

Not real learning. One student said ÒnoÓ and ÒyesÓ to the question and then wrote, 

ÒBecause we learned it being funny and fun people were being too funny,Ó which makes it sound 

as if the fun both engaged and distracted the student. One of the other students also had a 

problem with ÒfunÓ in a learning context and their answer of Òno Ð because it seemed like funÓ 

was a clear rejection of the idea that learning could be fun. The other student who reported ÒnoÓ 

continued with Òbecause you just make a picture.Ó For this particular student, creating a tableau 

had been a simple task that had not helped them understand the main idea of a science text.  

Perhaps it was too far removed from their perception of what Òreal learningÓ should be like or 

perhaps they just didnÕt enjoy the experience that much. 

Summary 

 Based on the information provided in Table 19, the majority of students, 16 out of 21, 

reported that making a tableau helped them understand the main idea of a science text. From 

these 16 responses, nine students attributed their understanding to the presentation of a main idea 

as a visual image and I therefore claim the visual representation of abstract concepts as an 

important 
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main ideas corresponds with theory related to the effects of physical movement on cognition. 

Other positive responses included the purposeful re-reading of text and that tableau made the 

main ideas make Òmore sense.Ó Five students were either unsure or negative in their reactions to 

tableau as a learning experience and there was a sense that the experience did not correspond 

with their view of learning; they either experienced a disconnect between text and tableau 

representations or the ÒfunÓ factor arising from group work was distracting. However, as a 

summary of student reactions to the tableau work, the majority of students reported the visual, 

active and purposeful affordances of tableau assisted their understanding of main idea in science 

texts and this has implications for the teaching and learning of abstract concepts across the 

curriculum.  

Teacher Reactions to the Tableau Work 

Ten excerpts from the semi-structured interview with the class teacher were analyzed in 

order to answer the research question: What was the teacherÕs reaction to tableau as an embodied 

learning experience?  

Excerpt 1: Òthey really want to see what you are talking about.Ó When asked about 

her views on arts integration generally, Kay responded 

I think itÕs extremely important, it gives them, like you were talking about today, itÕs a 
hands on opportunity for these kids and you know most people are visual they really want 
to see what you are talking about so I think thatÕs really important. 

 
This reaction supported those of her students who appreciated the visual component of tableau as 

a representation of main idea. I was reminded of one student comment in particular, Òthe tableau 

was an activity and I do best when I get to see what IÕm supposed to be doing.Ó In this excerpt 

she also spoke positively about the Òhands on opportunityÓ of tableau and as a result underscored 

both the active and student directed nature of the work. 
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Excerpt 2: ÒGet up and do something.Ó 

Margaret: What do you think about the work that I have been doing with your students?   
 

Kay: I think itÕs really cool, um, itÕs a great opportunity for them to get up and do 
something which is important, um, I never thought to do it with science, that just wasnÕt 
something that I, I mean I did it with language arts before but not with science so to me 
that was something that I was able to learn um from you and I think that thatÕs awesome, 
I think it, I think its just a positive thing IÕm like excited to hear what you gain from your 
research, so I think thatÕll be interesting to see. 
 

KayÕs positive response to the work affirmed the unusual combination of drama with 

science and the opportunity for the students to Òget up and do something.Ó KayÕs affirmation of 

the active nature of the work correlated with those student who named the opportunity to be 

active as an important factor in helping them understand main ideas in text.  

 Excerpt 3: ÒAre they just playing or really getting it?Ó 

 This excerpt continues from excerpt 2 but was significant enough to be analyzed 

separately: 

Kay: Because at a certain point you are not sure if they are just playing or if they are 
really getting it? You know I was really proud of them today. 
 

Compare KayÕs words above with the following quote by Gavin Bolton (as cited in Duffy, 2014, 

p. 89) 

 
What a teacher has to appreciate is the children taking part in drama do not set out with 

an intention to gain new insights, to break habits of conceptions and perceptions. It is in 

this respect that drama education differs fundamentally from traditional pedagogy. The 

participantÕs mental set in entering drama is not Ôan intention to learn.Õ It is an intention 

to create or take part in or solve something.  
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KayÕs hones



 

 159 

through any other means than by acting as the moon first. I believe it is examples like this that 

Kay was referring to (although I wish I had asked her for a specific example of what she meant). 

 Excerpt 5: ÒMy shy student did well today.Ó KayÕs comment here speaks to an idea 

that drama can be particularly liberating for students described by their teachers as Òshy.Ó The 

following excerpt continues from excerpt 4 and Kay speaks in more detail about the Òshy 

student.Ó 

Kay: Some of their tableaux I thought were really interesting, er, it was a lot deeper than I 
was expecting some of them. But I have this really outgoing group, soÉ 
 
Margaret: What do you mean by outgoing? 
 
Kay: They like to participate, they like to um kind of be in the spotlight so this was 
perfect for them because this is something they enjoy doing. My shy student did well 
todayÉ heÕs typically pretty shy um but he did really well throughout this, the last couple 
of weeks. HeÕs really shy with people he doesnÕt know, so if somebody were just to come 
in heÕs gonna decide whether he likes you or not and then if he doesnÕt like you he would 
have been like that the entire timeÉ but he was the only one I was kind of nervous about, 
he would really participate, he did he enjoyed it, he was an active participant the entire 
time. 
 

Downey (2005) believes the silent aspect of tableau makes it particularly suitable for ÒshyÓ 

students and as a creation that is borne out of Òteam effort,Ó Tortello makes the claim for tableau 

as helping to build the self-esteem of Òeven the shyest of childrenÓ (2004, p. 207). As a former 

drama teacher I would support both of these claims and add that in my experience, the more 

reserved children were often the ones who positively flourished in drama class.  

 
 Excerpt 6: ÒBut it was mostly about how they were going to show.Ó I was interested 
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talking about main idea or did there seem to be a lot of off topic conversations going on, 
do you think? 

 
Kay: I wasnÕt paying a lot of attention, because I was back here and I had the (inaudible) 
here but you know there were some, sometimes they were arguing but it was mostly 
about how they were going to show, how they were going to do the tableaux, so you 
know clearly they were arguing about the main idea whatever, they were talking but I 
didnÕt hear a lot of off talk conversation which is extremely common, especially with this 
age group, so itÕs gonna be interesting to hear what you hear because it could be 
anything, they could be talking about the weather. 

 

She was right, there was a lot of arguing at times and students did get frustrated with each other, 

but her comments support the audio data; most of the disputes were about the mechanics of the 

task they had been given, Òhow they were going to do the tableaux.Ó Therefore I would say the 

majority of arguments derived from the purpose of the task and were not Òoff talk conversationsÓ 

that would have indicated a level of boredom with the work.  

Excerpt 7: ÒI would definitely try tableau work.Ó I asked Kay if she would ever try 

tableau herself in the classroom, to which she responded, 

I would definitely try tableau work um I would, you showed me I could do it in science 
so I, I would more than likely use it in language arts, especially with their books that we 
are reading, but like you know, youÕve shown you can use it in different areas too, so I 
think that itÕs something that I learned, and IÕll, and IÕll incorporate into my teaching 
style. 

 

Her answer suggested that having seen for herself how tableau can be used with science, she 

would try it in the future. I think this says something very important about drama that goes back 

to its experiential quality. You can talk about drama and read about drama but you have to see 

drama being used in the classroom to experience its power as a pedagogical tool. Writing about 

drama does not adequately communicate the noise, the energy, the engagement of the students. 

Experiencing drama does.  
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Excerpt 8: Òthis is something that they are gonna remember.Ó The following excerpt 

comes from a discussion where I explained that two school districts had turned down my 

application to do research in their schools. She replied,  

That really is sad because yes it took a long time and it was teaching time but it was an 
experience for the kids, this is something that they are gonna remember, um you know 
when you are like little you remember certain things about school and this I think was 
really important to the kids and so who am I to take that away from them, thatÕs crazy. 

 

KayÕs reaction speaks again of the experiential quality of the drama work and how it remains 

with the participants. Theatre director Peter Brook writes, ÒMore than ever, we crave for 

experience that is beyond the humdrumÓ (1968/1984, p. 53) and in an era of high stakes testing, 

drama may satisfy this craving even more so because of those ideas captured in the student 

reactions - the action, the playfulness, the purposefulness, and the collaboration that led to a 

sense of  Òwe created this.Ó Dorothy Heathcote reminds us that Òbeyond humdrumÓ experiences 

do not have to be based on fantastical ones, because what drama does is to Òmake ordinary 

experiences significantÓ (1984, p. 24). It is work of significance that Heathcote believes students 

crave the most, ÒThe ones I meet are not asking for less work, or easier work, they are asking for 

more meaningful workÓ (p. 30). Kay believed the students would remember the tableau work 

because it was Òan experienceÓ that was Òreally importantÓ to them.  

Excerpt 9: ÒitÕs more than just science concepts though.Ó Aware of the realities of 

teachers being held accountable for student learning, I asked Kay the following question, 

Margaret: Do you think that theyÕve learned anything about the science concepts? 
 

Kay: I do, I definitely do, um itÕs more than just science concepts though, itÕs working 
together, itÕs self control, you know itÕs not just did they get the information about stars, 
you know I think that thereÕs, thereÕs lots of different things they could have learned from 
this opportunity. 
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all came, it all came back, but no I thought they were, I thought they were great. I really, 
really did enjoy working with them. 
 

KayÕs reaction (and mine) says a lot about teacher expectations and experience. When visitors 

come in, teachers are anxious that students behave and are respectful. As the visiting instructor, I 

did not want her to Òfeel badÓ about the way some of her students behaved when under my 

supervision. I was also concerned that the nature of the tableau work would be held responsible 
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know at the time what purpose they would serve but as Ôunrestrained writingÕ they give a Ôbehind 

the scenesÕ look at research as a process and subjective experience. As a Ôdata sourceÕ for the 

modifications that took place and evidence of my agency as a researcher and instructor, I felt it 

was important to analyze this subjective voice to see what it might contribute to the essential 

question: What did tableau do? 

 Duncan (2004) wrote of her autoethnographical writings as spaces to acknowledge the 

often ÔunacknowledgeableÕ aspects of research. This concept became the overarching theme for 

the analysis of my asides and I specifically applied her four purposes for reflexive writing as a 

priori constructs to the asides and the poem. I present each of the four themes separately and then 

draw the findings together to determine what drama did for all the participants, myself included. 

Externalized Assumptions and Reactions 

 The asides were places where I vented emotions and reactions seldom mentioned in 

empirical research. I was troubled that the students didnÕt say things that would Òanswer the Ôso 

what?Õ questionÓ of research (aside 01/21/14). This shows that I was already thinking ahead to 

the reporting of data and how the lack of Òamazing, deepÓ student quotes would frustrate my 

attempts to use their words to support my findings. Interestingly, Kathleen Gallagher is critical of 

such an approach, ÒToo often this Ôreality syndromeÕ of empirical classroom-based research is 

devoid of the imagination and theoretical probing necessary to produce new knowledge in the 

fieldÓ (2007, p. 130). She appeals instead for researchers to let student words, Ònot simply 

ÔillustrateÕ but also interact with the complexities of the research, the philosophical dimensions 

of our inquiry, and our own theoretical constructions as researchersÓ (p. 130). This is a powerful 

challenge to the assumption I had at the time that the Òso what?Ó of research would be found in 

the studentsÕ words rather than in my theorizing of them. 
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In the same aside (01/21/14), I abandon any pretense to an assumed researcherÕs 

objective stance and describe how happy I felt when the students called my name as I walked 

into the cafeteria. This is followed by, ÒOf course I want them to like meÓ; an admission that 

speaks of the relational ÔvariableÕ in classroom research that often goes unacknowledged. The 

relationship I had with the students was important to me because I believed a positive 

relationship would improve the experience of the study for them and for me. As an advocate for 

drama in the classroom, I also felt a responsibility towards drama as a pedagogical tool and I 

wanted the students to like Ôthe messageÕ as well as Ôthe messenger.Õ  

This Ôneed to be likedÕ removes assumptions of researcher distance and is part of a bigger 

discourse on the performativity of unbiased research. Gallagher writes about the struggle of 

researchers trying to remain neutral in a heated discussion on sexuality in a high school 

classroom. In the end, the traditional researcher stance left them feeling Òculpable, disappointed 

in ourselves that we hadnÕt intervened more. We were struggling with some futile notion of 

Ôobjectivity,Õ and with our position as researchers in the classroomÓ (2007, p. 123). She kept 

reflexive notes in which she documented that after Òa 76-minute class on reasoned, justified, 

hatred of gaysÓ she and the other four researchers Òinstinctively brought the five chairs together, 

emotionally drained; each in our own turmoil but collectively carrying the burden of witnessingÓ 

(p. 124). In the reflexive space she was able to externalize the ÔselfÕ that she had felt unable to 

present in the classroom. In looking back on her ÔobjectiveÕ researcher stance, she alludes to the 

performance of being a researcher and asks, ÒHow did I not break down every second?Ó In 

traditional empirical research, relational and emotional distance is considered a reliability factor 

when making claims to knowledge. However, I would argue that in educational research, an 

acknowledgement of the complexities of classroom life and an explication of a researcherÕs ÔselfÕ 
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in relation to the students reveals Òthe expertise and cultural familiarity of the authorÓ (Wall, 

2006, p. 8) and therefore strengthens any claims to knowledge.   

Inner Dialogue of the Creative Process 

 In my asides I refer only once to the science content of the lessons and on 01/28/01, I 

express a personal interest in the ÒmysticalÓ elements of a solar eclipse. I write, ÒI wish I could 

go with that,Ó meaning I wanted to stay with that particular text and explore more fully the 

creative potential of showing the solar /lunar spectacle. As a teacher I may have been able to do 

that but as the researcher I was aware that the defined data collection period limited my creative 

choices. 

On 01/29/14 I reflect on the tableau work and conclude that having the students move is 

not as Òsuccessful visuallyÓ as having them be still. This links to the lesson six modifications in 

chapter three where I record, ÒThis was the final session of the research study and I returned to 

the original format of tableau as a silent, still representation of main idea.Ó In this instance the 

aside became a useful data source for tracing the origin of a decision about the creative process. 

The asides gave me a space to comment on the ambience and quality of the creative work 

without feeling the need to qualify my judgments. Comments such as ÒDefinitely a better vibe in 

the roomÓ and ÒQuality didnÕt feel so good today Ð I think they have ÔpeakedÕ!Ó convey a 

perception of being attuned to the non-tangible elements of creative work that are felt rather than 

empirically observed.  

Defining and Resolving Inner Conflicts 

 In my asides I express inner conflicts about my identity as a researcher. I wonder if 

examples of procedural incompetence reveal I am not Òa proper researcherÓ and why we donÕt 

read about procedural mistakes more often in research reports. I also wonder if my Òsense of 
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relief that I am not a classroom teacher anymoreÓ is common to classroom researchers who were 

former teachers? There is a sense of the confessional in these statements and a hope that by 

confessing them, I will discover that Òit canÕt just be me.Ó Since writing those words I have 

found that it isnÕt Ôjust me.Õ Kathleen Gallagher writes about a drama teacher who was very 

dedicated to the work and her students but struggled to maintain order in the classroom. 

Gallagher reflects, ÒAs researchers we head off, back to the university, feeling almost guilty 

about the world we leave behind. It is a privilege and a challenge to watch a teacher work so 

hardÓ (2007, p. 96). While Ms. Kay did not struggle with maintaining order, I was aware of the 

privileges that the research afforded me as a visiting instructor and this did leave me with a sense 

of guilt.  

Several of my inner conflicts are related to the recording equipment and my inability to 

use it effectively, ÒI gave recorder #5 to group 3 and vice versa. Typical. I was getting too 

confident, something had to humble me.Ó I seem to be unsure at what or who I should direct my 

annoyance Ð the equipment or myself? I also express self-consciousness when listening to myself 

on the recorder and comment on my accent and tone of voice. I felt disappointed that I was 

irritated with the students in the first place and that the irritation was detectable. While I knew I 

could not stop the feeling of irritation, I resolved not to ÔshowÕ it in my voice again. But for 

whose sake was I seeking to improve my ÔperformanceÕ as a patient teacher? I had become the 

audience to my own research and it was not always a comfortable experience.  

Turning Points 

 In the asides I experience personal turning points, ÒthatÕs when you know you are making 

an impact,Ó research related turning points, ÒThe Ômain ideaÕ idea has almost become 

unimportant, the kids are excited just to move and interpret and presentÓ and creative process 
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turning points, ÒBut to me, the movement piece wasnÕt as successful visually as the tableau.Ó 

These turning points convey the phenomena of unexpected data that emerge in the drama 

classroom, a place that Gallagher describes as a Òspace of many chances, many possible 

directions, many aborted plans, many reconsidered chancesÓ (2007, p. 23). Such unanticipated 

happenings are not generally associated with other school subjects, an observation that prompts 

Gallagher to ask, ÒDoes drama, by nature, stand for something different in the highly disciplined 

and regimented routines of ÔschoolÕÓ (Gallagher, 2007, p. 109). 
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The Poem 

Written in the car on a cold, wet, January afternoon, I wanted to capture how my 

yearning for research ÒmagicÓ was off set by the more mundane realities of research. Anne 

McCrary Sullivan uses poetry as representations of knowledge (2005) and writes of the 

importance of Òincorporating highly concrete observationsÓ in poems to enhance the Òaccuracy 

and power of traditional field notesÓ (p. 287). I believe the kinds of concrete details I include in 

the poem describe the vagaries and mundane aspects of research that are often unacknowledged 

in research documents. These include the effects of inclement weather on mood (researcherÕs and 

participantsÕ), the physical challenges (of carrying equipment to the study site), the small 

annoyances (such as being locked out) and the unexpected happenings (for example when a 

student fell off a chair and the lesson had to be brought to a standstill). By describing these 

incidents, they ceased to be less mundane and became instead sources of data that acknowledged 

my embodied reactions to them.   

Regarding the students, I list their actions in bursts of short active sentences, 

 ÒThey work  

They read 

They argue 

They create tableau and get loudÓ  

and by doing so, I depict classroom life as ecologically complex and rich in sentient experiences. 

However, aware of assumptions about what counts as Òproper researchÓ and affected by the 

apparent disorderliness of the students as they create tableau, I voice a concern that the research 

is really just about Òkids having fun.Ó But, this self-deprecation is actually my way of 

acknowledging a belief in myself as researcher and the research itself; for to name the fun and 
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the mayhem is to take responsibility for it, knowing that ultimately I will be able to make 

significant claims about the study. When I ask at the end Òwhere is the magic?Ó (in having to 

stop a lesson because someone has fallen off his/her chair), I know that I have already answered 

the question, for what could be more magical than Òkids having funÓ in a classroom?  

Summary 

 In summarizing my researcherÕs voice, I also ask the essential question, What did tableau 

do in that third grade classroom? According to the poem, the drama caused the students to Òget 

loud,Ó and fall off chairs, leaving me to wonder where the ÒmagicÓ was?  But I do I believe the 

drama caused ÒmagicÓ to happen on 01/28/14 when I write the most subjective of statements, ÒIt 

felt good.Ó But what was ÒitÓ? The answer to that question can be found earlier in the aside, 

The Òmain ideaÓ idea has almost become unimportant Ð the kids are excited just to move 

and interpret and present. Harry showed me excitedly his science book which had 

pictures of the planets Ð thatÕs when you know you are making an impact. The kids are 

loosening up and beginning to play more. It felt good. 

The implementation of tableau caused the students to be engaged, collaboratively and 

individually. They were excited to be away from their desks and to move about as they worked 

on their tableau interpretations. Ironically, perhaps the tableau didnÕt do anything in the 

classroom for Harry, but it did do something for him outside of the classroom; it caused him to 

do extra research at home about the solar system and for me this was evidence enough that the 

drama Òwas making an impact.Ó    
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Chapter 5: What Did Tableau Do? 

 
Clearly we need to create spaces in elementary schools for a range of expressions, 

especially because each form of representation communicates its own unique meanings 

and integrates its own assemblage of skills Ð skills that also directly relate to the CCSS.Ó 

(Lenters & Winters, 2013, p. 228) 

 

I have chosen this epigraph to open the chapter because it summarizes many of the points 

I wish to make in the conclusion of the study. I use the phrase Ôcreate spaces,Õ to guide my 

concluding points. The headings are intended to answer the guiding question for this research: 

What did the tableau do in the third grade classroom?  

The Tableau Created A Space ForÉ 

 Literally and metaphorically, the tableau work created space for the studentsÕ bodies and 

minds. Literally we pushed aside the desks and chairs and reconfigured a traditional classroom 

space into a space for students to move, practice and represent. Metaphorically the study created 

space to fulfill Helen NicholsonÕs call from chapter one for drama in schools to be Ôeducationally 

beneficial.Õ I elaborate on this claim by describing the educational spaces created by this study. 

Expanded Notions of Literacy 

 Lenters and Winters write that ÒCurrent research in the area of literacy and 21st century 

learning urges elementary educators to expand notions of literacy teaching and learning beyond 

the focus on reading and writing with paper-based print textsÓ (2013, p. 227). They describe non-
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print based texts as Ônonlinear textsÕ and believe that students must gain proficiency in 

ÔinterpretingÕ such texts because they are increasingly surrounded by them. The corollary of an 

expansive view of literacy is that students be exposed to a wide variety of texts and expansive 

conceptions of what constitutes a text (Varelas, Pappas, Tucker-Raymond, Kane, Hankes, Ortiz 

& Keblawe-Shamah, 2010). I believe this notion was introduced to the students through 

exposure to tableau Ð a three dimensional text. Although I did not refer to their tableaux as texts, 

the study introduced the students to the idea that their tableaux conveyed both content and 

meaning (Barthes, 1977) and they could be ÔreadÕ by others.  

Chiasmatic Reading Practices
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tool to use with informational texts because it gave a purpose for a close and interpretive reading 

of text. Fisher and Frey recently commented on the importance of motivating close reading 

through having a clearly defined purpose, ÒClose reading should result in somethingÓ (2014, p. 
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pressure on individual group members to conform to the ideas of other group members. While 

acknowledging this as a negative outcome of the group work, I believe it confirms the need for 

more collaborative activities in elementary schools so that students can learn how to talk and 

work together (Mercer, 2002). I would also say that collaborative work in the classroom is not 

only desirable but necessary considering that, ÒThe plurality of being is at the foundation of 

BeingÓ (Nancy, 2000, p. 12). Mercer reminds us that as social beings we Ògain much of what we 

know from othersÓ (2002, p. 153) and to create the tableaux, the students were exposed to the 

ideas of others. The transcripts showed that the sharing of ideas was a dynamic element of the 

creative process that led to final tableau representations.  

Expanded Comprehension Practices 

 In chapter two I explained how main idea has been viewed consistently as an important 

comprehension skill. In this section I position tableau within an expansive space of what it means 

to comprehend.  

Embodied comprehension. According to one student, the physical activity of creating 

tableau Ògave me more energy in my brainÓ which is a statement that I believe powerfully 

negates the mind/body divide that dominates education practice. Although tableau is a still art 

form, it comes into existence through participants trying out different positions and gestures as 

they practice. It does not involve sitting behind a desk. Kelner and Flynn (2006) make the case 

that creating a tableau is an act of comprehension, ÒThrough the planning and presentation of a 

tableau, students strengthen their ability to visualize the written words, develop and present 

sensory images, and thus gain a deeper understanding of the textÕs meaningÓ (p. 151). This study 

expanded what it is to comprehend text by having the students embody a new text based on 

information in the original text. More than transposing information, the students were 
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transforming information across media and showing comprehension i2rso.shoyo.
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commented on the response sheet that the tableau Òwas a movie of the passageÓ which suggests 

that although a tableau is a still representation, they had Ònarrative functionsÓ in them (Castle, 

2009). In one tableau decontextualized language about heat and energy became contextualized in 

a narrative familiar to students Ð wanting an ice cream on a hot day. An informational text about 

the power of the sun to sustain life was narrativized in tableaux through the inclusion of people 

and their relationships to one another. In this way, the students operationalized a chiasmatic 

understanding of the scientific and the aesthetic (Varelas, Pappas, Tucker-Raymond, Kane, 

Hankes, Ortiz & Keblawe-Shamah, 2010) and thereby blurred the false divide that has been set 

up between the arts and the science.  

Disrupting the Routine of Classroom Learning 

Òin the everyday life that surrounds us, creativity is an essential condition for existence and all 

that goes beyond the rut of routine and involves innovation, albeit only a tiny amount, owes its 

existence to the human creative process.Ó (Vygotsky, 2004, p. 11) 

 As VygotskyÕs words suggest, creativity is essential for confronting the routine. Learning 

shouldnÕt be routine but the reality of classroom life often is. Drama as an active and expressive 

art form gives space to disrupt the routine of classroom practice and often has the appearance of 

play. I believe the many student responses that commented on the experience being ÔfunÕ or 

ÔfunnyÕ were seeing analogies to playing in what they were doing, ÒBeing funny with my friends 

and deciding what we will do.Ó In this study, play was ÔlegitimizedÕ through role-playing that 

allowed students to  Òshed those roles that others assign them (e.g., that of child, student or 

pupil.)Ó (Heath & Wollach, 2008, p. 6, italics in the original). These words capture a sense of the 

expanded experience that comes with role-play, the opportunity to be someone or something else 

is a novel experience in an environment where you are traditionally expected to perform as a 
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student and not a Ôdisappointed birdÕ or a mother comforting her son because the world is 
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exploration of tableau as an embodied tool for representing main ideas. As described in the 

study, reading comprehension was operationalized as the interpretation of the texts in order to 

represent a main idea agreed upon by the group.  

Regarding the interpretation of texts, I made the methodological choice to not ask the 

students to explain their tableaux but to audio and video record their creative work in progress. I 

felt at the time this would be more likely to elicit revelations about student(s) process than if I 

asked them questions. I have my reservations about this now. Given the findings of the current 

study with regard to the focus on the body as an interpretive tool, I envision future studies using 

more expanded versions of text to examine more closely the reasons behind studentsÕ 

interpretive choices of main ideas. These studies would add to the growing literature on the deep 

connections between mind and movement (Tulk, 2015) and the body as a source for expressing 

and comprehending.  

And FinallyÉ 

I am choosing to end chapter five with an extract from the interview with the classroom 

teacher who was present for each session but did not intervene during them. According to a 

CHAT framework, we participate in an activity just by being present, and as a participant she 

says something important here about drama in the classroom: 

MB: OK, so do you have any reservations about the place of the arts in education, so just 
generally from what youÕve seen is there anything you wouldÉ 
 
KB: No, you should have more of it. 
 
MB: Really? 
 
KB: Absolutely, it just, itÕs, everybody learns differently and this seems like a way that 
the majority of the people are able to connect, to relate and learn so why not have more of 
it? 
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Why not indeed? 
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with Marion, Eric, Calandre and Katie, people I hardly know but expect much from! I had met 
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respond to that word. Then we walked around the room doing the movements and a dance was 

bornÉfrom ideas that emerged in our BODIES.  

01/14/15 

 Marion was sick and she canceled the dance class. Even dancersÕ bodies get sick and 

tiredÉ Although it is only January I already felt aware of the countdown to my defense in March 

and I hoped there wouldnÕt be many more canceled classes. 

01/21/15 

 Not so self-conscious this time warming up in front of the mirror and again it felt good to 

move, I even began to feel like a ÔrealÕ dancer when I successfully learned a short routine of 

steps. And then we began with a review of our movements from last time Ð movements that were 

meant to contrast dull individual learning with exciting and engaged group learning. But how 

should we transition from one to the other in an artful way? How do we make this presentation 

aesthetic as well as a re-presentation of research? Eye contact I suggested. Not very original but 

it could work. So we tried emerging from our individualized learning poses by making eye with 

each other. Never easy. Why is it so awkward to make eye contact? It suddenly becomes the 

most intimate of acts. But we did it and then Marion had the idea of showing some kind of 

boundary that was a threat to our newly achieved sense of group. Use chairs! Perfect - they are 

found in every classroom and represent a resistance to embodied work Ð their very presence 

suggests that students should sit and not move. So we made a line of chairs (see Figure 34) and 

practiced scrambling over and through them to get to the Ôother sideÕ where we showed our 

contrasting ÔgroupÕ movements. And that was as far as we got that night but when I left I said I 

would return next week with some quotes from the students in the study. 
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  I drove home thinking about the chairs and how perfectly their blockade represented so 

many blockages related to this study. 

 

Figure 34. The line of chairs 

01/28/15 

ÒDrama, the playful giant, is knocking at the door, but despite its protean wiles, it is barely over 

the threshold yetÓ (OÕToole and OÕMara, 2007, p. 215) 

 As I drove to the practice tonight my mind was back to the symbolic potency of the 

chairs and how our Ôborder crossingÕ idea from last week fitted perfectly with the quote above. I 

came across the quote when preparing for my dissertation proposal and I had been drawn to the 

juxtaposition of ÔplayfulÕ with ÔgiantÕ and the imagery of crossing thresholds. I felt the quote 

captured the historical restraining of drama in the classroom and the sense that if unleashed, all 

kinds of subversive behavior could result. IsnÕt that why totalitarian governments always lock up 

the playwrights and the poets?  

 I chose to open my proposal document with this quote because it gave context to the 

struggle that the arts, and specifically drama, have faced in being accepted as a teaching tool. But 

the quote soon came to represent the actual struggle that I had in trying, and failing, to get my 

study about drama across the threshold of two public school districts. While neither a political 
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poet nor playwright - access to conducting the research had been most definitely denied  - until a 

charter school welcomed me over their threshold.  

 After the warm up, we reviewed what we had done a week ago and I made a suggestion 

about the chairs. Could we try breaking through the chairs differently? Could one person be 

ÔbraveÕ enough to go first and then in turn help us all through? We tried it and it ÔfeltÕ good and 

from my position in the group it ÔlookedÕ good too. Once through the chairs, we practiced the 

movements that we do in unison, and I found it a challenge to remember what comes next. Is that 

because I donÕt have a dancerÕs muscle memory (yet?) Then I shared some of the quotes from 

the students when they were asked if the tableau had helped them understand the main idea. It is 

important to me for the studentsÕ voices to be present in this presentation and some of them are 

so evocative they need to be shared, particularly the one about the tableau work Ôgiving more 

energy to the brainÕ Ð what a fantastic endorsement of drama in the classroom! Narrating the 

quotes also gave me the opportunity to step out of the group and watch Marion, Calandre, Eric 

and Katie use their knowledge of movement to create and transition from one tableau to another. 

Marion guided them with suggestions about filling in Ònegative and positive spacesÓ and it was 

intriguing to watch them respond intuitively to these words. We were out of time but decided 

that next week we would continue to focus on embodying the quotes. I am happy with how 

things are going. We need to do more creating and embodying in our lives Ð all of us! 

02/04/15 

 No class tonight Ð Marion has family in town. So I sat at my computer for hours instead Ð 

active mind and active fingers and a stationary, aching bodyÉ 
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02/11/15 
 

 I arrived at the dance studio in a very bad mood. I had been to Staples on the way to pick 
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Marion started to play with the ÔboundednessÕ of our situation while we were seated. What if we 

all had backpacks to weigh us down? Backpacks full of printed texts as opposed to embodied 

texts that we escape to on the Ôother sideÕ of the chairs. Why do the ideas always seem to start 

flowing just before I have to leave to get back home to relieve the babysitter? Does this not show 

that the more we think representationally, the better we get at it? Think of all those ways of 

representing that are not being developed in children, second by second, hour by hour, time sat at 

desks, still bodies, aching to moveÉ 

02/18/15 

 I had received a text from Marion yesterday - she would not be able to make dance class 

because she had a rehearsal for a show she was doing, but she did not want to cancel the practice 

(phew!) She said that Eric, Katie and Calandre were happy to still meet. This will be interesting I 

thought. Marion is Ôour leaderÕ and the others are great to work with but quiet in terms of 

contributing ideas. However I was glad that we would still meet and hey Ð isnÕt that what the 

creative process is all about Ð Ôgoing with the flowÕ and adaptation? Who knows what might 

come out of this?  

 It was a cold night and the dance studio was freezing so, as a perpetually cold person, I 

was relieved that Calandre was quick to start the warm up. Katie was not there so it was just 

Calandre, Eric and myself but I felt relaxed and Calandre took us through some routines that we 

had been learning with Marion. Towards the end of the warm up Jada arrived. I had met her back 

in November when I had first approached the group about working with me on this project. I was 

glad that we had another ÔbodyÕ in the group but also a little concerned as to how that would 

affect what we had created so farÉ  
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 I took a moment to explain to Jada that in the movement piece we were contrasting 

individualized, Ôseat boundÕ learning with collaborative, active learning. We showed her what we 

had devised up to this point and then she practiced with us. Jada had an idea for the part when we 

break through the chairs Ð could we go through them like a tunnel? So we practiced pulling each 

other through the chairs. I asked Jada if I could hang on to her feet while she went through. Eric, 

who is in a wheelchair, was obviously not able to crawl through the chairs but kicked them out of 

his way before pulling the rest of us through.  

 After rehearsing what we had so far, the question became how do we end this piece? I 

had an idea that I thought might be a bit ÔcheesyÕ but decided to share it anyway. After we have 

picked up the chairs and are dancing around with them, we could mirror what we did at the 

beginning but the ÔtoneÕ should be different. This time we could be very aware of each other, and 

look at each other as we pass by. Jada made an interesting comment Ð ÒI want to use the chairs 

but not as chairsÓ Ð I love that. It recognizes that objects may suggest a certain affordance Ð but 

that doesnÕt mean we have to use them that way. If, as Vygotsky believed, tools mediate our 

thinking then the more open we are as to how we use tools, the more expansive will be our 

experiencesÉwe donÕt have to be limited to the obvious. So this time I made a conscious effort 

to move with the chairs in a way that negated their designed affordance for sitting. Finally, we 

ended up in a collective heap, making eye contact with each other, straddled across chairs rather 

than sitting in them. 

 I had learned a lesson - my concern about Marion not being present represented a 

bounded view of rehearsal. But tonight we had a different ÔdirectorÕ in Calandre and a new group 

member in Jada and both had brought different affordances to the creative process. 
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02/25/15 

 I had asked my friend Anne to come and video/photograph the session tonight and as I 

was getting in the car to go and pick her up, my phone pinged Ð a text. It was Marion, she was 

running late. That was ok, I was relieved to know she was coming. When we arrived, Calandre 

and Eric were already in the studio. Calandre led us in a warm up and I invited Anne to join in. 

When Marion got there we discussed what we had done last week in her absence. I asked if we 

could rehearse this week with the positioning of the ÔaudienceÕ in mind. Marion suggested we 

perform Ôin the roundÕ and I loved that idea. Why not do the entire defense Ôin the roundÕ Ð after 

all it is all a ritualized performance.  

 The knowledge that we would be performing in the round meant some adjustments to the 

movement piece. When we sit on chairs at the beginning, we should face in different directions 

and when we do the movements in unison, we should repeat them four times as we turn to face a 

different ÔsectionÕ of the audience. Another adjustment was that this week I had brought 

backpacks with me Ð stuffed fuperdf the a fau16ykpaupefCs324in doo 284.666 othrxepeion�le dould o12l425 of thee dwe s* (e d
e ditohitse  s*stuftcedkpaupefCs32shoo2hee dwe graph thee thee thee ti3S T 2stueCs324in doeerrion suggested ie )s32 we toueCsAnne to2come a301 TafCs324in doo 284.6kth6ykpa 
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Figure 35. ÔBoundingÕ the backpacks and their contents  

It was 8:30, time to leave. Anne and I said our goodbyes and left. I couldnÕt wait to ask her what 

she thought, so once we were in the car, almost my first words were ÒSo, was it alright?Ó She 

said it was and that she had really enjoyed seeing what we had been working on. She inquired as 

to how much context I was going to give the piece before we performed it. Her question led to us 

discussing the perils of being so involved in a project that you can miss the obvious and sheÕs 

right, I need to remember that although I have been living with this study for over a year now, 

there may be people at the defense who know nothing about what the performance piece is all 

about. But stillÉ after all the ÔtalkingÕ that the defense was surely going to involve, did I want to 

do more talking to introduce this piece? Not really. To be honest, I donÕt know if I care whether 

the audience Ôgets itÕ or not. I just want them to witness an event that reformulates the traditional 

dissertation defense and embodies those powerful words spoken by Bill T. Jones at the beginning 

of this chapter. I find those words so compelling that I want to share them as an introduction to 

the presentation, but beyond that and introducing the dancers, I want to discard the necessity of 

words Ð like we discarded the textbooks and pencil cases on the floor. Enough of words, letÕs see 

embodied representations of experiencesÉ 
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03/04/15 
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Figure 37. The phases of the moon for March 2015. (Image retrieved from: 
http://www.moonconnection.com/moon_phases_calendar.phtml) 
  

 Calandre led the warm up and yes, it was good to do intentional, slow movements that 

brought focus to the expressive capabilities of my body rather than its reactive tendencies. We 

placed the chairs in the middle of the room and ran through the performance piece. We didnÕt 

change or add anything this week and it is definitely coming together. With the thought of the 

final defense in mind, I talked about the logistics of parking at USF as it is those kinds of details 

that worry me. (What if everyone is waiting in the TECO room for the presentation and none of 

the dancers arrive?) I feel my shoulders rising and my jaw clenching. 8:30 p.m. - time to leave. 

The moon is not ahead of me going home, but when I pull into the driveway and get out of the 

car, I take a moment to look up at the sky for a final glimpse before going into the house and 

again I am transfixed. I go into the house. My friend has accomplished homework with both the 

girls, put the younger one to bed and washed the dishes. My shoulders drop and my jaw relaxes. 

03/11/18 Ð The Final Rehearsal and the Problem with Words 

 For the first time I drove to the dance studio in the light due to the clocks changing. No 

moon to wax lyrical about this time but I love these lighter evenings and my body relaxes into 

the warmth. I was quite relieved that this was to be the last rehearsal because I felt we had got as 
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far as we could with the piece. I sensed that if we had faced more weeks of practice, the 

presentation would get stale. I remember having similar feelings towards the end of the study 

with the students and in my last aside I had written, ÒQuality didnÕt feel so good today Ð I think 

they have ÔpeakedÕ! I donÕt know.Ó I want us to peak next week, not tonight!  

 As I drove along 580, I mentally recalled the list of things to go over with the group Ð 

again all logistical stuff mainly related to parking and how to contact each other if there are any 

issues next week. I felt organized but I had a feeling that all would not go as planned tonight and 

that something would have to humble me! I decided not to stress over this feeling, and reminded 

myself that a few weeks ago I had confidently stated that accepting the unplanned for events was 

part of the creative process. 

 When I arrived at the dance studio with the four heavily packed backpacks to be used as 

props, unusually Eric was not there. Calandre and Marion expressed surprise too and Marion 

wondered whether the notice that was stuck to the door of the dance studio had made the driver 

of the community bus think that the class was canceled (see Figure 38). So she called the bus 

service and yes, her instincts were right. The driver had taken Eric back home to Tampa when he 

had seen the sign. I was disappointed and felt bad for Eric. He had been at every rehearsal and 

seemed very committed to the project. I really hope that he will be there next weekÉ 

 

Figure 38. Sign stuck to dance studio door 
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what Rosenblatt was basically saying about an aesthetic reading stance? We actively engage with 
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would tell me in front of him that she couldnÕt understand why he did so poorly in school 

because she had done so well. He would just stand there in silence but probably not listening as 

he had heard it all before. As well as being in my class, he was also in the drama club and our 

devised piece was selected for performance at a regional arts festival. This meant the drama club 

got to spend the whole day at the Symphony Hall in Birmingham, rehearsing our piece for the 

evening. Damian was so excited. He didnÕt have to go to school that day and he wasnÕt going to 

fail at anything. I saw him smiling a lot. But then so was I Ð as in equally excited not to be in 

school that day. Instead I had the opportunity to watch ÔmyÕ 10 and 11 year olds perform scenes 

that we had worked on for months, one of which had actually made a teacher cry when we 

shared it in the school assembly. We didnÕt win the regional competition but I remember having 

similar feelings to what I felt last night. We had shared something really special through the 

creative process and I loved them for it. It didnÕt change DamianÕs behavior in school or improve 

his academic performance but he had a memorable day. And maybe thatÕs the main idea about 

drama Ð the opportunity to create and represent important ideas alongside others Ð stays with 

you. 

 

Figure 39. Revolutions Dance group dancing the data 
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Appendix A 

Session 1 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 1 Text 
 
The sun is just one of millions of stars in the sky. Why does it look bigger and brighter 
than any other stars? The sun looks so large and bright because it is the nearest star to 
Earth. It is about 150 million kilometers (93 million miles) away. If you could drive to the 
sun in a car, it would take you about 177 years! That is much closer than the next nearest 
star system, Alpha Centauri. (National Geographic, 2011, p. 126) * 
 
 
Participants 

 
 

GroupÕs Main Idea 
Sentence 

Tableau Presentation 

Group 1 
 
Student 1 
Student 2 
Student 3 
Student 4 
Student 5 

ÒThe sun and the starsÓ 

 
Group 2 
 
Student 6 
Student 7 
Student 8 
Student 9 
 

ÒIs the sunÓ 
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Group 3 
 
Student 10 
Student 11 
Student 12 
Student 13 
 

ÒThe distance from the 
Earth to the sunÓ 

 
AGroup 4 
 
Student 14 
Student 15 
Student 16 
Student 17 
 

ÒAbout the sunÓ 

 
Group 5 
 
Student 18 
Student 19 
Student 20 
Student 21 
 

ÒThe sun and the stars! 
And how you get to the 
sun. It takes 177 years to 

get to the sunÓ 
 

 
 
* From National Geographic. National Geographic Science Grade 3 Teachers Edition Earth 
Science - Florida, 1E. © 2011 
Heinle/ELT, a part of Cengage Learning, Inc. Reproduced by permission. 
www.cengage.com/permissions 
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Appendix B  
 

Session 2 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 2 Text 
 
The sun gives out different kinds of energy. One of these forms of energy is light. We can 
see light all around us. Sunlight has the ability to warm things. Do you like the feeling of 
the sun on your skin? Energy leaves the sun and travels throughout the solar system. This 
means that other planets as well as Earth benefit from the sunÕs light.  
 
(National Geographic, 2011, adapted from pp. 129-
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Group 3 
 
Student 10 
Student 11 
Student 12 
Student 13 
 

ÒThe energy the sun 
gives offÓ 

 
Group 4 
 
Student 14 
Student 15 
Student 16 
Student 17 
 

ÒThe sunlightÕs energyÓ 

 
Group 5 
 
Student 18 
Student 19 
Student 20 
Student 21 
 

ÒThat the sun is very 
important to our solar 

system. If we didnÕt have 
the sun Earth would be 

dark and ice cold.Ó 
 

 
 
* From National Geographic. National Geographic Science Grade 3 Teachers Edition Earth 
Science - Florida, 1E. © 2011 
Heinle/ELT, a part of Cengage Learning, Inc. Reproduced by permission. 
www.cengage.com/permissions 
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Appendix C 
 

Session 3 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 3 Text 
 
Gravity is a force that pulls objects towards each other. Gravity between the sun and Earth 
pulls Earth towards the sun. Then why doesnÕt Earth fall into the sun? Think about 
twirling a ball connected to a string. You start the ball moving by throwing it out in a 
straight line. Then right away you pull on the string and the ball. That pull keeps the ball 
moving in a circle around you.  
 
(National Geographic, 2011, p. 136) * 
 
Participants 

 
 

GroupÕs Main Idea 
Sentence 

Tableau Presentation 

Group 1 
 
Student 1 
Student 2 
Student 3 
Student 4 
Student 5 

ÒGravityÓ 
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Group 3 
 
Student 10 
Student 11 
Student 12 
Student 13 
 

ÒWhat gravity isÓ 

 
Group 4 
 
Student 14 
Student 15 
Student 16 
Student 17 
 

ÒGravityÕs forceÓ 

 
Group 5 
 
Student 18 
Student 19 
Student 20 
Student 21 
 

ÒGravity and how the sun 
pulls gravity from earth 

to the sun.Ó 
 

 
 
* From National Geographic. National Geographic Science Grade 3 Teachers Edition Earth 
Science - Florida, 1E. © 2011 
Heinle/ELT, a part of Cengage Learning, Inc. Reproduced by permission. 
www.cengage.com/permissions 
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Appendix D 
 

Session 4 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 4 Text 
 
A solar eclipse happens when the moon passes between the sun and the Earth. When this 
happens, the moon blocks the light from the sun and the sky becomes dark. This darkness 
usually lasts for a few minutes. Birds think it is nighttime and stop singing! During an 
eclipse only the sunÕs atmosphere can be seen shining around the dark circle of the moon. 
The next solar eclipse visible from the United States will be Monday August 21, 2017.  
 
(Simon, 1996, p. 17) ** 
 
Participants 

 
 

GroupÕs Main Idea 
Sentence 

Tableau Presentation 

Group 1 
 
Student 1 
Student 2 
Student 3 
Student 4 
Student 5 

ÒSolar eclipse and when 
ting! During an 
Student 1 
Student 2   

Student 1 
Student 2259 0 0Tj 0 -1.14 ( )Tj -1.334 -1. ( )Tj 0.0002 Tc 0 -1.16 TD (St6)Tj 0 Tc 1.334 0 Td (dent 4)Tj7( )Tj -1.334 -1.14 Td (Student8)Tj 0 Tc 1.334 0 Td (dent 4)Tj9cm 0 0 m 0.48 0 l 0.48 -0.48 l 0 -0nd whe262 0 and when 
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Group 3 
 
Student 10 
Student 11 
Student 12 
Student 13 
 

ÒSolar eclipseÓ 

 
Group 4 
 
Student 14 
Student 15 
Student 16 
Student 17 
 

ÒThe solar eclipseÓ 

 
Group 5 
 
Student 18 
Student 19 
Student 20 
Student 21 
 

ÒThe moon blocking the 
sun, sun, moon, EarthÓ 

 

 
 
** Simon, S. (1996). The sun. New York, NY: HarperCollins. 
Permission to reprint received in an email from HarperCollins on 10/13/14. 
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Appendix E 
 

Session 5 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 5 Text 
 
Have you ever walked on a blacktop surface on a sunny summer afternoon? ItÕs hot! Light 
energy from the sun has transformed to heat energy and warmed the blacktop. If you walk 
on the blacktop in the evening it is much cooler. This is because the sun is no longer 
shining on it. The blacktop has lost heat energy. When sunlight hits an object, the heat 
energy from the light energy causes the objectÕs temperature to go up. 
 
(National Geographic, 2011, adapted from pp. 132-133) * 
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Group 3 
 
Student 10 
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* From National Geographic. National Geographic Science Grade 3 Teachers Edition Earth 
Science - Florida, 1E. © 2011 
Heinle/ELT, a part of Cengage Learning, Inc. Reproduced by permission. 
www.cengage.com/permissions 
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Appendix F 
 

Session 6 Text, Participants, Main Idea Sentences and Tableau Presentations 
 

Session 6 Text 
 

The sun is very important to life on earth. It gives off energy in the form of light and heat. 
Plants need the light energy to grow. Animals, including humans, need plants for food. 
Without the sun0  scn /TT0 1 Tf 12 0 0 12 306 708.96 Tm ( )Tj 0 -1.14 25sants fo, sc/TT0 would notood. t enea 0 -1. would have nothitho fofn0  4 -1.14 Td [(Appn t enewe would gooutngry! Tm ( )Tj 0 -1.1j 0 017w )Tj 1.38245 -1.1ould be nod pl, nodrgy t enenod grow.1.3824 It gives livitho hithowould survligin t 0 -he formWe de-15.in t 0 -1.1j1 Tfourd pfe! 

NET onal Geographic, 2011, adapt0  from p. T152g) * 

Session 6 Texf 1.944 -scn 0 1595296.cm.944 m.9.4845 l.9.484-9.484lo 309.484loh f1 Tf 1.944 -scn 0 1595296.cm.944 m.9.4845 l.9.484-9.484lo 309.484loh f1 Tf 1.944 -scn  0 595296.cm.944 m.445.245 l.445.24-9.484lo 309.484loh f1 Tf 1.944 -s511296.595296.cm.944 m.9.4845 l.9.484-9.484lo 309.484loh f1 Tf 1.944 -s511296.595296.cm.944 m.9.4845 l.9.484-9.484lo 309.484loh f1 Tf 1.944 -scn 0 15952mpocm.944 m.9.4845 l.9.484-1384lo 301384loh f1 Tf 1.944 -s511296.5952mpocm.944 m.9.4845 l.9.484-1384lo 301384loh f1 T0  scn /TT0152mpocn /TT01f 1244.96 Tm ( )Tj 0 -1.14 TD ( )Tj 0 -54.26 TD ( )Tj 0.0227.445.06 112 ations 
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ÒThe sun keeps people 
alive and is very 
important to the solar 
system.Ó 
 

 
 
 
* From National Geographic. National Geographic Science Grade 3 Teachers Edition Earth 
Science - Florida, 1E. © 2011 
Heinle/ELT, a part of Cengage Learning, Inc. Reproduced by permission. 
www.cengage.com/permissions 
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Appendix G 
 

Semi-Structured Interview: Ms. Kay 
 

1. Tell me about your teaching background. 
 

2. What do you enjoy about being a teacher? 
 

3. What are the challenges? 
 

4. How do you feel about incorporating the arts into the classroom? 
 

5. Tell me about some experiences when you have done this. 
 

6. What is your opinion of the drama work that has been done with your class? 
 

7. Have you seen a different side to some of the students? 
 

8. Has anything about the way that the students have responded surprised you? 
 

9. In what ways do you feel that incorporating the arts in education is beneficial? 
 

10. Do you have any reservations about the place of the arts in education? 
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