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Abstract 

Currently, there is a gap in youth-centred dance research using experimental designs, 

quantitative, and mixed methodologies in the UK.  The gap widens in dance research on 

socioemotional traits and research involving ethnic minority populations.  This study 

examines the effectiveness of dance as an agent for social emotional learning (SEL) for 

underprivileged ethnic minority youth using a quasi-experimental, mixed-method 

approach.  Specifically, this study aims to investigate whether a causal link could be 

drawn between dance and improved self-esteem, social self-efficacy, social strengths and 

difficulties, and collaboration.  Participants who completed community-based dance 

classes in London, UK over 12-weeks were compared to a non-participating control group.  

Quantitative assessments included the Rosenberg Self-Esteem Scale, the Self-Efficacy 

Questionnaire for Children, the Strengths and Difficulties Questionnaire, and the Ana 

Fragoso Dance Collaboration Rubric.  Quantitative data was analysed using statistical 

techniques to detect changes and estimate causal effects.  Qualitative data from class 

observations, focus groups, and semi-structured interviews was analysed to elucidate 

their experiences and explain potential changes in SEL.  All data were triangulated to 

determine the socioemotional impact of dance on participants.  The global pandemic 

reduced the sample size and subjected the control group to differential social conditions 

which diminished statistical power and impacted control group results.  Despite these 

issues, there were significant quantitative improvements in the dance group's self-esteem 

and total SDQ scores in comparison to the control group.  The dance group demonstrated 

insignificant improvements in hyperactivity/inattention subscale scores.  Qualitative results 

revealed that participants experienced expanded perspectives, positive changes in self-

belief and self-understanding, and increased focus in dance classes and school.  

Quantitative results for social self-efficacy improved but not significantly, and qualitative 

findings suggest participants gained overall confidence and saw improved abilities to 

socialise, make friends, overcome shyness, and perform in front of others.  Apart from 

increased collaboration, there were no substantial quantitative or qualitative improvements 

in prosocial behaviours or peer problems.  
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Chapter 1: Introduction 

1.1  Chapter overview 

This study examines the socioemotional impact of community dance on ethnic minority 

youth who live in deprived areas.  More specifically, this study seeks to draw a causal link 

between community dance participation and improved social and emotional learning traits 

self-esteem, social self-efficacy, and social and emotional strengths and difficulties.  In 

this chapter, I present the rationale for this study and my approach to it.  First, I discuss 

what brought me to this research and provide a definition of community dance.  I then 

highlight the lack of research in this area, the factors that contribute to this dearth, and 

discuss the justification and need for this study.  I conclude the chapter with a clarification 

of the scope of this thesis and provide an overview of each thesis chapter. 

1.2 Personal narrative: how I came to do this PhD 

I came to this research topic through conglomerative experiences from previous personal, 

academic, and professional endeavours.  Since age 8, I have enjoyed learning and 

performing different dance forms in studio settings.  I double-majored in dance and 

psychology at Rutgers University in New Brunswick, NJ USA, but ultimately finished with a 

BA in psychology per my interest in pursuing a career in research.  After my 

undergraduate studies, I continued training in modern, contemporary, and ballet for 

pleasure and pursued a career based on my other interests.  In the earliest parts of my 

career, I had the privilege of working as a research assistant, coordinator, and data 

manager at research institutes and universities in New Jersey.  During this time, I honed 

my professional skills and interests and decided to pursue a career in quantitative social 

research involving vulnerable populations.  Specifically, I had interest in using quantitative 

research methods to solve complex social issues for marginalised, disenfranchised, and 

psychosocially vulnerable people.  This led me to pursue an MSc in Statistics and Social 

Research Methods at the University of Manchester.  From here, I joined the Center for 

Innovation through Data Intelligence (CIDI) at the New York City Mayor's Office as an 

analyst and discovered my interest in attempting to use data to quantify and solve 
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complex social problems faced by young people in the care system and underprivileged 

youth in general.    

 

My successes at City Hall led to an opportunity to join Bloomberg Associates, a newly 

formed pro-bono consulting firm aiming to help Mayors around the USA, and the world, 

'…improve the quality of life for residents, taking a strategic, collaborative and results-

oriented approach to make cities stronger, safer, more equitable and efficient' (Bloomberg 

Associates, 2022, no pagination).  In this role, I worked with the Mexico City Mayor's 

Office to help them develop their first ever citywide point-in-time street homeless count.  I 

also assisted Mayors' offices across various US cities develop disparity reports and multi-

agency, community-oriented, intervention-based action plans to improve social, economic, 

education, and health outcomes of underprivileged ethnic minority residents.  In this work, 

I often found myself wondering why dance-based or other arts-based activities were never 

considered as potential interventions that could support positive socioemotional 

development of young people.  Because of my own personal experiences of dance 

positively impacting my social and emotional wellbeing and hearing similar anecdotes 

from other dancers, I wanted to suggest dance-based or other arts-based activities as 

possible interventions.  However, I struggled to find well-designed, methodologically 

rigorous studies to base my recommendations on and felt limited to suggesting other 

evidence-based social programmes and interventions.  This compelled me to want to use 

the strong foundation of knowledge and skills I developed over my career in multi-

disciplinary research, multi-site research project management, cross-agency 

collaboration, statistical analysis, methodology development, and manuscript writing to 

potentially build this evidence in dance research.  With this motive, I joined the Centre for 

Dance Research at Roehampton University to do this PhD.   

 

Experiencing positive socioemotional effects of dancing is personal to me, but since the 

sensorial and emotional experiences of dancing are inherently subjective, this may not be 

the case for others.  Rigorous scientific study is needed to determine if there is a 
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measurable, repeatable, and generalisable socioemotional impact of dance on different 

populations.  Because of my academic and professional training and experiences in 

quantitative social research, I am keenly aware of the need and value of valid and reliable 

evidence when examining social phenomena.  I am also aware that the positive 

experiences I had with dance are potential sources of personal bias.   

 

To bracket potential biases that could impact my interpretations of findings, I designed a 

rigorous study, paying careful attention to each step of the research process and 

bracketed my past experiences and preconceptions throughout the entire research 

endeavour, from research question formation to presentation and discussion of results 

(Tufford and Newman, 2012, p. 88).  To do this in the early stages, I formulated research 

questions asking if dancing has a measurable impact on specific social and emotional 

learning (SEL) traits.  I then devised this study to have a rigorous experimental design and 

robust data collection methods.  To bracket potential biases and gather valid and reliable 

evidence during data collection, I sought use of validated scales for standardised 

measurement of SEL traits and multiple qualitative methods to get a more complete 

picture of participants' experiences.  Participant observation was used to gain insight into 

dynamics and phenomena that were specific to the dance classes in this study, and 

individual/focus group interview questions were formulated using recommended 

guidelines for reducing bias.  I also kept a fieldwork diary to reflect on different emotions I 

experienced in the field and occurrences that countered my past experiences (Lincoln and 

Guba, 1985; Cutcliffe, 2003).  To analyse data, I used a systematic approach to coding 

and theme formation, advanced statistical techniques, and triangulated qualitative and 

quantitative data for validation and falsification.  Further details on the design and 

methods used in this PhD study are provided in Chapter 3.  Finally, the narrative 

discussion of results focussed on participants' experiences with references to direct 

quotes and observations and included all results, whether they indicated dance had a 

positive, negative, or no impact on participants.   
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My past experiences have influenced what I chose to examine in this study and in what 

context it was to take place.  I continued to dance in my personal life alongside my career 

in research and government because when I danced, internally I felt present and joyful 

within myself, and interpersonally I felt a sense of belonging with others who connected 

with and enjoyed dance in the same way.  This gave me insight into the ways dance may 

impact others: emotionally and socially.  I also primarily danced with others who danced 

for enjoyment rather than vocation.  This is a common feature of community dance 

programmes and is one of the reasons I wanted to conduct this study in a community 

dance setting. 

 

1.3 Community Dance: definition 

 
The still debated question of ‘what is community dance’ has various answers.  This is 

perhaps because of the ‘…different geographical areas, funding structures, populations 

and aspirations of practitioners’ (Jasper, cited in; Amans, 2017a, p. 5).  People Dancing: 

the UK foundation for community dance states:   

Community dance is about professional dance artists working with people. What 
makes 'community dance' distinct from other kinds of participatory dance is 
determined by: 

• The contexts in which it takes place (where, with whom, and why) 
• Approaches to dance practice that are informed by a set of beliefs and 

philosophies 
• The values that it embodies and promotes 

(Bartlett and Stenton, 2009, para. 13)  

Bartlett and Stenton describe community dance as a value driven dance practice defined 

by the beliefs and philosophies of the people involved and the context in which it takes 

place.  Some of the beliefs, philosophies, and values alluded to in this definition are 

highlighted by community dance practitioners who have alternatively defined community 

dance as (Amans, 2017a):  

• People using different types of dance and movement in communities for 

enjoyment, self-expression, learning, and connection with others 
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• Dance led by professional and non-professional artists in communities  

• Dance opportunities for everyone regardless of socioeconomic 

characteristics, ability, or understanding of dance  

While each definition has a different focus, each supplements the other.  And collectively, 

these definitions provide a description of community dance as a philosophy and practice 

applicable to my PhD.  My PhD focuses on community dance programmes that aim to be 

inclusive and diverse environments for people to engage in dance activities for learning, 

enjoyment, and building relationships with others in their community.  Further, my PhD 

seeks to examine if participating in such community dance programmes has a positive 

social and emotional impact on ethnic minority youth in deprived areas.   

1.4 Lack of research: intersectional social factors 

 

Most dance research involving young people has not taken place in a community dance 

context and has focused on physical benefits rather than the social and emotional benefits 

of dance.  Of the limited research that exists, most found that participating in community 

dance or (more commonly) recreational dance positively impacts different aspects of 

social and emotional learning like self-esteem, confidence, social relationships, and 

emotional symptoms (Minton, 2000; Connolly, Quin and Redding, 2011; Romero, 2012; 

Zander et al., 2014; Duberg, Möller and Sunvisson, 2016; Burke, Utley and Astill, 2018; 

Kreutzmann, Zander and Webster, 2018).  Only a few dance research studies have used 

experimental designs to causally link dance participation with these effects, and notably, 

no known UK study has focused on ethnic minority youth populations and the social and 

emotional experiences they have in community dance programmes.  There are several 

issues contributing to this dearth in research involving underprivileged ethnic minority 

youth which I discuss below.   

 
Approaches to multiculturalism policies and related arts funding policies dating back to the 

1970’s impacted how public community arts programmes and therefore community dance 

programmes, were funded and operated.  In The Arts Britain Ignores, Naseem Khan 
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argued that the arts of ethnic minorities, as the title suggests, were disregarded, 

underfunded, and their cultural value unrecognised (1976).  As a direct response to the 

report, there were increases in funding for ethnic minority artforms and artists (Owusu, 

1986) that have been mostly maintained through various streams up till present day 

(Daboo, 2018; Arts Council England, 2021).  Although there were improvements in 

funding for ethnic minority arts and artists, approaches to multiculturalism influenced how 

arts initiatives were funded and the purpose they served.  Earlier approaches to 

multiculturalism in the 1980’s and 1990’s arguably led to ethnic minority artists and 

community arts initiatives being primarily funded to redress issues of social unrest and 

racism (Owusu, 1986, pp. 42-43; Julien and Mercer, 1988) and exhibit exercises of 

cultural representation (Julien and Mercer, 1988; Badejo, 1993; Dewdney, Dibosa and 

Walsh,2010) wichh all had the ultimate aim of social cohesion.  Approaches to 

multiculturalism in the 2000’s under the Labour government continued this aim in a 

different way, as they:   

…oscillated between the desire to increase visibility of ethnic minorities in public 
spaces in the early years and the need to protect the white British population from 
experiencing a diluted sense of national identity…  (Mitra, 2015, p. 16) 

 
More recent approaches to multiculturalism in the 2010’s shifted toward a focus on 

hybridity, which Royona Mitra argues was ‘integral’ to the former coalition government’s 

policies for managing cultural diversity that influenced the arts sector (Mitra, 2015, p. 18).  

While they differed, these approaches to multiculturalism primarily instrumentalised ethnic 

minority community dance artists and programmes as vehicles for social cohesion.  For 

the past four decades the emphasis of policies and funding for the arts and therefore 

community arts and community dance, has not been on the impact of these initiatives on 

participants or their experiences within them, but on increasing visibility and cultural 

representation for ethnic minorities and bolstering social cohesion.  Consequently, there 

has not been a mandate for, or priority placed on examining these programmes and their 

potential social and emotional impact on ethnic minority youth, which in turn affects the 

degree to which these programmes and populations have been researched.  
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There are several more reasons for the dearth in research on the socioemotional benefits 

of community dance for underprivileged ethnic minority youth.  People in deprived areas 

have less access to and lower participation in arts activities (Mak, Coulter and Fancourt, 

2021), as do ethnic minority youth, particularly within dance activities (Donnelly et al., 

2019).  Both groups are under-researched in general, and ethnic minority youth are 

underrepresented in dance research.  The union of these issues impact the chances of 

these populations being involved in community dance programmes and thus community 

dance research.  Hence, underprivileged ethnic minority youth are effectively invisible in 

this research domain.  Additionally, and more broadly, there is little cross-disciplinary 

dialogue between community dance and social psychology disciplines coupled with limited 

research on the socioemotional benefits of community dance.  All these factors, 

individually and jointly, explicate the need for this study and provide the impetus for my 

approach to it. 

 

1.5 The need for this research 

 
1.5.1 Growing populations: demographic profile of ethnic minority populations in the UK 

 
Populations of non-white ethnic minorities in the UK have been growing substantially 

since the British Nationality Act 1948 granted UK citizenship to ‘British Subjects’ in British 

colonies after World War II (Parliament of the United Kingdom, 1948; Owen, 1995).  

These ethnic minority groups have been forming communities in the UK despite a number 

of legislative actions taken in 1962, 1968, and1971 that effectively limited non-white 

migration from the commonwealth to the UK (Karatani, 2004; Gentleman, 2022).  

Recently, the Nationality and Borders Act 2022 has been criticised for continuing this 

practice (Shah, 2022; Husain, Pobjoy and Mitchell, 2022).  Despite these efforts, these 

communities have continually expanded, arguably because of Britain’s ‘convivial’ culture 

(Gilroy, 2004) and mixed success of discourses and policies on multiculturalism.  While 

the success of political multiculturalism – value, coexistence, and equality of different 
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cultures and races in the UK (Parekh, 2006) - is highly contested (Farrar, 2012; Heath and 

Demireva, 2014; Mathieu, 2018; Cameron, 2011), the UK is undoubtedly a multicultural 

society where ethnic minorities are among the fastest growing populations (Rees et al., 

2016; GLA Intelligence, 2017) and yet are under-researched in this domain. 

 

It is estimated that there were 105,000 people of ethnic minority backgrounds in the UK in 

1951, and in just 60 years this number grew to almost 8.1 million, a 7,614% increase.  In 

relative terms, ethnic minorities went from 0.21% of the whole population in 1951 to 13% 

of the total population in 2011 (Owen, 1995; Office for National Statistics, 2017).  Nearly 

all (95%) of these individuals reside in England and are primarily concentrated in London 

(43%) (Office for National Statistics, 2020).  For this reason, and because census data 

broken out by age and ethnicity are only available for England (and Wales), the following 

demographic breakouts are for England only.  According to estimates based on the 2011 

census1, the population of England is about 53 million, comprised of 45.3 million people 

(85%) considered white (English, Welsh, Scottish, Northern Irish, British, other white) and 

7.7 million people (15%) considered ethnic minorities (African, Caribbean, black British, 

other black, Asian, Indian, Pakistani, Bangladeshi, Chinese, other Asian, mixed 

ethnicities, or other ethnicity) (Office of National Statistics, 2018).  Ethnic minorities make 

up 40% of the 8.1 million people residing in England’s capitol city (see Figure 1.1). 

 
1 At the time this was written, more recent 2021 census data on ethnicity and age were not 
available for the UK, England, and London. 
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There are roughly 9.9 million young people under 16 in England, 21% of which are ethnic 

minorities (~2.1 million; see Figure 1.2).  Ethnic minority youth under 16 make up about 

one third of the total 7.7 million ethnic minorities in England.  42% of ethnic minority youth 

in England live in London (871,315 out of 2,073,777) and make up 53.6% of the entire 

population of young people under 16 in London (see Figure 1.2).   

 

So, while the term ethnic minority accurately represents these groups in the wider 

England and UK contexts, ethnic minority youth are a considerable and growing 

population in England, particularly in London.  My PhD is focused on youth based in 

London, so much of the remaining discussion is centred on this region.  The Greater 

London Authority estimates a 36% increase of ethnic minority populations in London by 

the year 2041, which includes youth populations (GLA Intelligence, 2017).  As these 

populations grow, so does the mandate for understanding issues affecting ethnic minority 
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youth and the necessity to expand the knowledge on practices and activities that support 

positive youth development, particularly for youth in deprived areas since such large 

populations of ethnic minority youth reside in these areas.  

1.5.2 Overrepresentation in deprived areas 

 
Ethnic minority youth are overrepresented in the most deprived areas in the UK where 

there is less access to cultural opportunities (Arts Council England, 2011; Brook, 2016)  

and other socioeconomic benefits.  England’s official measure of deprivation, the Index of 

Multiple Deprivation (IMD), is based on seven domains: income, employment, health 

deprivation and disability, education/skills training, crime, barriers to housing and services, 

and deprived living environment (Ministry of Housing, Communities and Local 

Government, 2019).  32,844 neighbourhoods in England (LSOAs) are given a score for 

indicators in each domain and these scores are strategically combined to get an overall 

score of deprivation.  All scores are ranked into deciles (10 groups) to get a sense of 

relative deprivation and identify the most deprived and least deprived neighbourhoods.  

The most deprived areas are those in the first decile, or the 10% of neighbourhoods with 

the lowest IMD.  

 

In 2019, of the 5.2 million people living in the 10% most deprived neighbourhoods in 

England, ethnic minorities made up 22% while being only 15% of the total population 

(Ministry of Housing, Communities, and Local Government, 2020).  To look at this another 

way, 15% of all ethnic minorities live in the 10% most deprived areas, as compared to 9% 

of the white majority population.  The disparity is even greater when looking at the 20% 

most deprived areas.  About 18% of the majority white population live in the 20% most 

deprived areas, and roughly a third of all ethnic minorities (32%) live in these areas when 

this figure should mathematically be closer to 20%, if all was equal.  Conversely, 11% of 

the white majority population live in the 10% least deprived area compared to only 4% of 

ethnic minorities who live in these areas.  This means that ethnic minorities are 
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overrepresented in the most deprived areas and underrepresented in the least deprived 

areas.   

 
Exact demographic breakouts are not available for London, where this study takes place, 

but ethnic minorities are overrepresented in the five most deprived boroughs in London: 

Barking and Dagenham (49%), Hackney (49%), Islington (30%), Newham (68%), and 

Tower Hamlets (54%), and collectively make up about 52% of the population in the five 

most deprived boroughs in London (Domman, 2019; Ministry of Housing, Communities 

and Local Government, 2019; Office for National Statistics, 2019).  Conversely, ethnic 

minorities make up 24% of the five least deprived areas: Richmond Upon Thames (13%), 

Kingston-upon -Thames (31%), Bromley (19%), Merton (35%), and Sutton (28%), which is 

low, given that ethnic minorities are 44% of the population of London.  The exact number 

of ethnic minority youth in deprived areas in London is also not available, however there 

are an estimated 440,631 children under 16 in the top 20% most deprived boroughs in 

London.  This is 25% of the estimated 1,763,513 children under 16 in all of London  

(Ministry of Housing, Communities & Local Government (MHCLG) and Greater London 

Authority, 2019).  So, ethnic minorities are overrepresented in the most deprived areas in 

England and particularly in London where ethnic minority populations are most 

concentrated.   

 
1.5.3 Racial abuse and alternative sources of inclusion 

 
There is evidence that suggests participating in the arts has a positive socioemotional 

impact on health and well-being (Fancourt and Finn, 2019).  However, since there is little 

research involving underprivileged ethnic minority youth, the impact on these populations 

is largely unknown.  Young people from poorer backgrounds have lower rates of 

participation in extra-curricular cultural activities (Holloway and Pimlott-Wilson, 2014) and 

ethnic minority youth have lower rates of participation in extracurricular music and dance 

activities (Donnelly et al., 2019).  There is no public data on the number of community or 

recreational dance programmes in deprived areas or rates of participation in them, so it is 
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undetermined if low participation is due to less opportunities or low interest.  Either way, 

there are diminished opportunities for research involving underprivileged ethnic minority 

youth in these types of programmes and therefore less knowledge on how these activities 

impact their social and emotional learning.  Hence the need for the current study to build 

knowledge in this area. 

 

There is a need to examine if community dance programmes have a positive 

socioemotional impact on ethnic minority youth and could be deemed as alternative 

sources of inclusion that counter negative experiences of racial abuse and racial bullying 

many ethnic minority youth are subject to.  According to a 2019 National Society for the 

Prevention of Cruelty to Children (NSPCC) freedom of information request, hate crime 

incidents have been on the rise since 2015  (NSPCC, 2019; Dodd, 2019).  In England and 

Wales in 2015/2016 there were 8,683 racial, religious, Islamaphobic, or anti-semitic hate 

crimes against young people reported to police, 9,752 in 2016/2017, and 10,571 offenses 

reported in 2017/2018, a three-year increase of 21.7% (Dodd, 2019).  Across these years, 

50% of these crimes were racially-based, and of these racially-based hate crimes, 22% 

occurred in Greater London (NSPCC Information Service, 2020).  Greater London 

consistently had the highest proportion of racially motivated hate crimes on all age groups 

with 27%, 26%, and 22%, of all hate crimes in England and Wales occurring in Greater 

London each respective year. (Home Office, 2016; 2017; 2018).  These considerable 

proportions could be due to the overall high population of London (15% of England and 

Wales population) as well as the high population of ethnic minorities in London versus 

England and Wales broadly (42% of all ethnic minorities live in London)(Office for National 

Statistics, 2020).  Regardless of the reasons, much of the racial abuse of young people 

occurs in London, where this study takes place.   

 

These crimes were reported to police, but it is suspected that many more racial abuse and 

bullying incidents occur daily but go unreported (Dodd, 2019).  According to this report, 

many incidents of racial abuse involved derogatory comments relating to skin colour, 
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which seemed to be the central factor in racial abuse incidents.  While reports of 

Islamophobic comments and other comments rooted in xenophobia are prevalent, abuse 

and bullying seemed to be directed toward young people of a non-white ethnic 

background.  In some incidents young people were called 'slave', the 'n-word', 'terrorist', 

and were teased for having ‘dirty’ or ‘yellow’ skin (Dodd, 2019).  Young people that 

experienced these abuses expressed that being bullied for their skin colour, race, or 

ethnicity, made them feel ashamed, sad, burdened, left out, ‘really down’, and afraid of 

being attacked, and some even resorted to bleaching their skin to stave off racial abuse.   

 

Negative experiences of discrimination like these can result in feelings of exclusion and 

isolation and have a broad range of well-documented negative psychological and 

emotional effects (Franklin, Boyd-Franklin and Kelly, 2006; Wright, 2010; Lee and Ahn, 

2011; Fabbre et al., 2019).  However, there is a healthy body of research suggesting that 

the degree to which individuals are negatively affected depends on multiple factors (Major 

and Eccleston, 2005).  Some of these factors are resolute beliefs that one’s group is 

victim to pervasive oppression or discrimination (Major, Quinton and McCoy, 2002), the 

structurality, ubiquity, and severity of discrimination (Allison, 1998; Clark et al., 1999; 

Jang, Chiriboga and Small, 2008) and having a strong ethnic identity and connection to 

one’s ethnic community  (Heim, Hunter and Jones, 2011; Neblett, Rivas-Drake and 

Umaña-Taylor, 2012; Romero et al., 2014).  Major and Eccleston point out that an 

important coping strategy for mitigating the negative emotional impacts of being 

stigmatised and excluded is finding alternative sources of inclusion (2005).  This means 

that seeking out new social settings that offer extra-curricular social and cultural activities 

where one is more likely to be included and accepted could counter experiences of being 

discriminated against elsewhere.  Community dance programmes may serve this function 

for ethnic minority youth broadly, and for those who may have experienced discrimination 

or other difficulties at school or other settings.  This is not to suggest that the solution to 

these issues is strengthening the resilience of victims of racism and discrimination.  Of 

course the central focus should be to address issues of racism and discrimination in 
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communities and institutions.  Though while these issues remain in society, it is essential 

that young people subjected to inequalities get ample opportunities to experience 

activities and relationships that may aid positive socioemotional development.  However, 

because of the lack of research involving these populations in the UK, the impact 

community dance programmes have on aspects of their social and emotional wellbeing is 

largely unknown, hence the need for this study.  

1.6 Scope of this thesis  

 
The aim of this study is to examine the impact of community dance on social and 

emotional learning of underprivileged ethnic minority youth.  Specifically, I seek to draw a 

causal link between community dance and improvements in self-esteem, social self-

efficacy, and social and emotional strengths and difficulties.  Previously discussed social 

factors that foment the gap in community dance research involving ethnic minority youth 

and justify the need for this research, are relevant to the populations involved in my study.  

But these issues are not the focus of my PhD.  On account of global social movements 

like Black Lives Matter which resurged after police murdered George Floyd in public view 

during the summer of 2020 (Garza, 2014; France24, 2020), social issues like racism, 

inequality, identity, etc. have become more visible in recent years.  There may be an 

increased interest in research into these areas, however my PhD does not seek to answer 

questions centred on these topics.  This study is not an examination of race, ethnicity, 

identity, or poverty, but instead centres the social and emotional experiences of 

underprivileged ethnic minority youth in community dance programmes – a narrative that 

is absent from the dance research domain because of the intersectional impact of these 

socioeconomic and cultural issues.  Simply put, my PhD is an investigation of community 

dance and socioemotional learning of under researched social groups, not an examination 

of the social problems often associated with these groups.  These social issues and their 

implications may emerge as significant to the social and emotional experiences of ethnic 

minority participants and are examined if they do.  Further research needs to be done for 

in-depth analysis of these specific topics in dance research. 
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1.6.1 The approach to this thesis 

The body of research on the social and emotional impact of recreational or community 

dance in the UK has only involved majority groups or groups of unknown ethnicities.  My 

PhD seeks to add to this domain and uses similar research methods and analytical 

approaches employed in previous studies on a new unexamined population.  This is done 

to optimise comparability with findings from previous research.  In upcoming analysis 

chapters, I reference literature on issues of ethnicity, identity, and power in dance 

sociology and anthropology that may be relevant to my findings.  However, I do not 

approach the entire analysis or interpret subsequent findings from a culturally- or 

ethnically-specific theoretical viewpoint.  My PhD involves participants from ethnic minority 

backgrounds, but the dance programmes they take part in are not culturally-specific to any 

particular ethnic group.  These programmes have their own cultural and community 

practices that shape the context of participants’ experiences, so I ground the analysis in 

the cultures of the community dance programmes and classes within them.  The 

programmes include different dance forms (e.g., hip hop, popping and locking, 

contemporary dance, Bollywood, and ballet) and music styles from many cultural 

backgrounds, but no focus is placed on the cultural significance in each respective culture 

or how they relate to specific ethnic identities.  The primary aims of these programmes are 

to expose all young people to these popular dance forms, enhance their dance abilities, 

build an inclusive community, and provide young people with opportunities for enjoyment 

and development.  This serves my PhD well because my objective is to determine if 

underprivileged ethnic minority youth experience the same social and emotional benefits 

described in previous studies that investigated similar community-based dance 

programmes but only involved white or ethnically unspecified participants.  My aim is to 

replicate some of the methods, settings, and findings of previous research, and do a 

deeper and more robust analysis of the socioemotional benefits of community dance on a 

new, under researched population.   
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One could argue that viewing dance and its impact on ethnic minority youth through an 

ethnically-based cultural lens might uncover richer and more explanatory findings.  

However, the same would be true for white (or unspecified) participants who also have 

ethnic and cultural identities, yet most of these previous studies do not explore these 

identities nor apply such a lens on the analysis of how dance impacts social and 

emotional learning of white (or unspecified) populations.  While I acknowledge that I too 

may be missing out on valuable explanations for my findings by not emphasizing the 

influence and relevance of the anthropology of dance within different ethnic cultures and 

how this may impact participants’ experiences, it is important to model current research as 

closely as possible for parity of methodologies and interpretation of findings.  For this 

reason, and to avoid 'othering' ethnic minority participants by anticipating there is 

something inherently special or different about their social and emotional learning 

because they are racialized groups, I do not approach the entirety of this thesis with a 

specific ethnically-based cultural viewpoint.  I, instead, focus on the cultures of the 

community dance programmes and how they impact and possibly facilitate social and 

emotional learning of ethnic minority participants.  By examining the cultures and 

dynamics of community dance programmes and participants’ experiences within them, 

this thesis can garner a deeper understanding of the impact of community dance on 

underprivileged ethnic minority youth and possibly draw a causal link between these 

programmes and social and emotional learning.   

1.7 Overview of thesis chapters 

 
Chapter Two: Literature review and conceptual and theoretical framework 

This chapter provides a review and critique of current literature and discusses the 

theoretical and conceptual framework of this thesis.  Literature examining the impact of 

dance on aspects of social and emotional learning for young people is reviewed, including 

scientific literature that makes causal links between dance and improved socioemotional 

traits.  Also included is a more pointed discussion of the limited research that involves 

ethnic minority youth.  The gaps in the literature on the impact of dance on self-esteem, 
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social self-efficacy, social strengths and difficulties of young people and gaps in the 

literature on underprivileged ethnic minority populations are critiqued.  Also discussed are 

the social challenges affecting ethnic minority youth in deprived areas, how they relate to 

aspects of social and emotional learning, and an argument for why the community dance 

context might support positive changes in these traits.  The theoretical and conceptual 

framework of this thesis is presented with a discussion of the application of the 

communities of practice framework and supporting concepts: legitimate peripheral 

participation, self-efficacy theory, experiential learning cycles, and embodied learning. 

Chapter Three: Methodological approaches 

Chapter Three presents the methodological approaches taken in this PhD.  It explains the 

need and rationale for experimental mixed method research in this area and discusses the 

axiological, ontological, and epistemological underpinnings of this study.  Research 

questions, study aims, study designs, and data collection plans are also presented.  A 

discussion of the intended random control design is provided, along with description of the 

quasi-experimental safety net design that was ultimately used to enrol participants.  Also 

included are overviews of the study participants, data collection methods, and qualitative 

and quantitative analytical methods.  Chapter Three concludes with a discussion of ethical 

considerations of the methods used in this study. 

Chapter Four: Context and cultures of community dance programmes 

Chapter Four discusses the social context within the community dance programmes.  The 

structure and content of classes are described and the cultural values, practices, and 

social dynamics that took place in the classes are discussed.  Organisational cultures and 

values are explored and examined, along with the pedagogical approaches employed in 

the dance classes.  Also discussed are how community developed, the ways classes 

functioned as communities of practice, and how individuals became a part of the 

community.  Included in this is a discussion of the social dynamics that enabled or 

hindered processes of knowledge exchange that may have affected social and emotional 

learning.  
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Chapter Five: Social self-efficacy 

The first analysis chapters, Chapters Five and Six, focus on the interpersonal aspects of 

social and emotional learning.  Chapter Five presents the findings on the impact of the 

community dance programmes on social self-efficacy.  Descriptions of data preparation, 

quality checks, and imputations of social self-efficacy subscale data are provided.  Results 

of the statistical analysis are presented and discussed.  Qualitative findings from class 

observations, interviews, and focus groups and how they relate to quantitative findings are 

discussed to determine how participation in the dance programmes impacted social self-

efficacy and other forms of confidence that emerged.  Discussion of the limitations of the 

findings includes a reflection on how the global pandemic impacted this study and its 

findings.  Conclusions are drawn and recommendations for use of alternative scales in 

future research are made.   

Chapter Six: Social strengths and difficulties  

Chapter Six examines the impact of dance participation on interpersonal social strengths 

and difficulties.  This chapter explains the Strengths and Difficulties Questionnaire (SDQ) 

and how it has been used in prior research.  Results of the statistical analyses of total 

SDQ scores and subscale scores for peer relations problems and prosocial behaviours 

are presented and discussed.  Qualitative findings related to these measures are 

discussed along with the ways participants collaborated with each other.  Limitations of 

the findings are discussed, as are the ways the pandemic impacted findings of this 

chapter.  Concluding this chapter is a discussion of the findings and recommendations for 

future research.   

Chapter Seven: Emotional strengths and difficulties 

Chapters Seven and Eight examine the impact of dance on intrapersonal aspects of social 

and emotional learning.  Chapter Seven presents and discusses the findings on emotional 

difficulties, hyperactivity/inattention, and the ability to focus.  Results from the statistical 

analysis of the SDQ subscales for emotional symptoms and hyperactivity/inattention are 
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presented and discussed along with related qualitative findings.  There is a discussion of 

the emotional experiences of participants’ and how they relate to the quantitative results. 

Also discussed is the impact of the dance programmes on participants’ ability to focus and 

the ways class dynamics may have supported or hindered it.  Data discrepancies and the 

impact of the pandemic on chapter findings are discussed, and recommendations for 

additional measures and scales to be examined in future research are provided.   

Chapter Eight: Self-esteem 

This final analysis chapter discusses findings on the ways community dance participation 

impacted participants’ self-esteem and self-perceptions.  A description of the Rosenberg 

Self-Esteem Scale and how it has been used in previous research is provided.  Results 

from the quantitative and qualitative analyses on self-esteem and other relevant themes 

are presented and discussed.  There is also a discussion of the ways dance participation 

impacted other self-perceptions and the processes involved in these transformations.  

Concluding this chapter is a summary and discussion of the impact of the pandemic on 

self-esteem findings. 

Chapter Nine: Conclusion 

In this concluding chapter, the original research questions and aims are revisited with a 

summary of findings and a discussion of the interpretation of findings.  Study limitations 

and contributions are also discussed.  Recommendations for further research are 

provided upon reflection of the empirical findings of this study and the insights gained from 

establishing and conducting this study. 
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Chapter 2:  Literature Review and Theoretical Framework 

2.1 Introduction 

 
My PhD seeks to determine if participation in community dance programmes positively 

impacts social and emotional learning amongst underprivileged ethnic minority youth.  

Social and emotional learning (SEL) is the process of acquiring and applying attitudes and 

skills that develop social and emotional competencies like self-awareness, healthy 

identities, management of emotions, maintaining positive relationships, and responsible 

decision-making (Collaborative for the Advancement of Social and Emotional Learning, 

2003; Zins and Elias, 2007).  There are many aspects to SEL, but my PhD focuses on 

self-esteem, social self-efficacy, and social and emotional strengths and difficulties.  In the 

first part of this chapter, I provide a review and criticism of current literature on 

recreational and community dance involving underprivileged ethnic minority youth and 

young people in general, to examine if and how other research has drawn a link between 

dance and these aspects of SEL.  

 
In section 2.2, I provide an overview of the scientific literature on the impact recreational 

and community dance has on young people.  I then review literature that examines how 

dance impacts social and emotional learning traits in all young people and underprivileged 

ethnic minority youth more specifically.  In section 2.3, I discuss the gaps in the literature 

in dance research on self-esteem, social self-efficacy, social strengths, and difficulties, 

and ethnic minority youth.  In section 2.4, I describe some of the social challenges affecting 

ethnic minority youth in deprived areas and how they relate to self-esteem and social self-

efficacy.  In section 2.5, I give an overview of the values, principles, practices of 

community dance and how it impacts other populations.  I also discuss how and why 

community dance might facilitate and support social and emotional learning for 

underprivileged ethnic minority youth.  In section 2.6, I present my theoretical and 

conceptual approach to examining community dance and social and emotional learning.  I 

define and describe how I use the communities of practice framework and supporting 

concepts legitimate peripheral participation, self-efficacy theory, experiential learning 
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cycles, and embodied learning in my PhD.  I conclude the chapter with a brief summary of 

material discussed in the chapter.    

2.2 What is the impact of recreational and community dance on young people? 

2.2.1 Review of findings from current dance research involving all young people 

 
I begin with a review of the scientific literature that investigates the impact of dance on 

SEL and seeks to make a causal link between them.  A wide search for literature was 

conducted via the searchable archive of Animated Magazine on the 

CommunityDance.org.uk website, various databases (Web of Science, PsychInfo, 

JSTOR, PubMed, Ebsco, Google scholar), and the Roehampton University online 

catalogue which combined searches of 158 databases.  Included in this review is all the 

literature found on young people and recreational or community dance that examined 

some aspect of social or emotional wellbeing.  Literature on Dance Movement 

Psychotherapy, videogame dancing, or vocational/professional training that involved 

young people was excluded from this review.  From these efforts, 19 studies were 

identified.  Most of the literature reports positive findings, though differences arise in some 

studies – primarily those that focused on the physical benefits of dance rather than its 

impact on socioemotional traits2.  Of the 19 studies in this review, 7 out of the 11 that used 

quantitative methods had significant positive results. 2 out of the 4 that did not report 

significant quantitative results focused on physical benefits, one had positive yet 

insignificant results, and the other study did not report the quantitative results.  The 

remaining 8 studies were qualitative, so statistical significance was not applicable, but 

they all reported positive results.  The most informative of these studies examined 

community dance specifically and its effect on young people’s social and emotional 

learning.  The studies with the strongest positive findings tended to be those that used 

quantitative or mixed methods, had a concerted conceptual approach to examining the 

 
2 I use the term ‘traits’ to generally refer to the different social and emotional aspects of the self 
(self-esteem, self-efficacy, etc.).  In this context, I do not mean ‘trait’ as a fixed characteristic.  This 
study is based on the understanding that these concepts are malleable and can change over time. 
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effects of dance on SEL, and took place in a community dance setting.  There were no 

known UK-based studies that explicitly involved ethnic minorities.  There is some research 

that specifically looks at social and emotional traits of young people in professional dance 

training regimes, however these types of programmes have completely different 

objectives, structures, and outcomes compared to community dance programmes since 

vocation is the primary aim and not community and socioemotional well-being.     

 
There is a limited amount of dance research on the social and emotional impact of 

recreational or community dance involving mainstream young people similar to those of 

interest in this study - 11–16-year-olds considered to be physiologically, cognitively, and 

psychologically healthy.  Several studies involving young people with physical disabilities 

and young people who have neurodevelopmental conditions or identify as neurodivergent 

have found school- and community-based dance programmes qualitatively improved 

relationships and social and emotional traits like collaboration, self-confidence, self-

esteem, self-expression, and independence amongst participants (Kaufmann, 2006; 

Zitomer and Reid, 2011; Cheesman and Bliss, 2018; Evans, 2018; Hughes, Ryan and 

Lennerth, 2018; Zitomer, 2016).  However, these studies, and others focused on disabled 

and neurodivergent populations, were not included in this review because the dance 

activities function quite differently than the community dance programmes of interest in 

this study.  Dance activities in these projects are often intended to impact outcomes 

related to participants’ physical disabilities and/or neurodevelopmental conditions.  For 

example, the 'I can…' inclusive community dance project led by dance artists with 

disabilities had overarching aims to develop confidence and self-esteem amongst 

participants with disabilities, but the activities in the workshops and subsequent 

performances were based on overcoming obstacles related to having a disability (Evans, 

2018).  Additionally, these programmes usually involved clinicians and/or condition-related 

specialists facilitating alongside the dance teachers (Zitomer, and Reid, 2011; Burridge, 

2018).  These factors yield differences in the structure, functionality, social dynamics, and 

outcomes of the dance activities, and therefore are less comparable to community dance 
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programmes without these special considerations.  For these reasons, studies focussed 

on neurodivergent young people or young people with disabilities are not included in this 

review. 

Much of the research on recreational and community dance has focused on the physical 

benefits of dance and primarily occurred in school settings (Burkhardt and Brennan, 

2012).  Within these studies, a few also looked at the social and emotional impact of 

recreational dance on young people.  While this was not the main focus of these studies, 

a few looked at self-esteem (positive regard for oneself as a whole) (Rosenberg, 1965b).  

Hampshire Dance and Trinity Laban (Quin, Fraser and Redding, 2006; Quin, Redding and 

Frazer, 2007) conducted a pre-post observational study to assess the impact of the NRG 

Youth Dance and Health Project, a 10-week creative dance programme on the 

physiological and psychological health of 226 11-14 year-old children in 9 schools across 

Southampton, Hampshire, Isle of Wight, and Portsmouth (SHIP).  The study found that 

physical fitness (lung capacity, flexibility, aerobic capacity) significantly improved for girls, 

and boys experienced statistically insignificant increases.  In terms of the socioemotional 

impact, self-esteem increased for both girls and boys, though these increases were not 

statistically significant.  In response to this study, dance 4 your life (Connolly, Quin and 

Redding, 2011) was launched to assess the impact of contemporary dance on the same 

physiological and psychological characteristics of 55 14 year old female students from 

nine schools in North Kent.  Physiological results were not as strong as the previous 

study, as only upper body strength and aerobic capacity increased significantly.  However, 

the psychological measure of self-esteem was much stronger, with Rosenberg Self-

Esteem scale scores increasing significantly after the six-week dance programme.  

Neither of these studies successfully incorporated an experimental design with a control 

group3, which weakens the quantitative findings, because they can only be correlated with 

the dance programme, and not causally linked to the intervention.  Commentary on the 

 
3 A replication study conducted in West Sussex in 2010 included a control group and found similar 
results, but the self-esteem measurement was dropped from this study. 
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robustness of the literature being reviewed appears in section 2.3, and further discussion 

of methodological issues in dance research take place in Chapter Three. 

 
The only two studies that found that dance had no effect on self-esteem also primarily 

focused on the physical benefits of dance rather than its socioemotional effects.  The first, 

one of the very few experimental dance studies, was conducted by Jago et al.  (2015) 

across 18 secondary schools in Bath, Northeast Somerset, Bristol city, and North 

Somerset.  This cluster randomized controlled trial assessed the effect of 75-minute after 

school dance classes of unspecified varied forms on moderate to vigorous physical 

activity and psychosocial measures of 571 year 7 girls (11-12 years old) over 20 weeks.  

Unlike my PhD, this study took place in a school setting and primarily focused on physical 

activity.  This rigorous study found that dance participation did not significantly increase 

weekly physical activity, motivation for physical activity, or self-esteem, possibly because 

of low attendance, poor timing of data collection (during rehearsals), low intensity of dance 

classes, and ‘low intervention theory fidelity’ (Jago et al., 2015, p. 12), meaning the 

intervention did not go as planned (intensity of dance sessions were lower than they 

anticipated).  In fact, the intervention group had lower scores than the control group with 

respect to motivation and self-esteem, but the authors explicitly state that it is not possible 

to use the data to assess the effect of dance on self-esteem because only a small portion 

of the sample met attendance criteria.  The other study, a quasi-experimental inquiry by 

Blackman et al. (1998), compared 16 female high school students in Alabama, USA taking 

part in either a dance team (experimental group) or physical education classes only 

(control group).  Researchers found significant improvements in the experimental group’s 

cardiovascular fitness, diastolic blood pressure, skinfolds, bodyfat percentages, and 

physical self-concept, but no significant improvements in flexibility, body weight, or 

measures of self-esteem.  However, there were significant improvements in social self-

concept scores measuring how connected and supported participants felt, their comfort in 

social situations, and their ability to enter and maintain friendships.  These two studies 

were primarily designed to assess the impact of dance on physical well-being and did not 
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employ robust theoretical or methodological approaches toward examining how dance 

affects traits of social and emotional learning.  Hence, it is not surprising that they had 

mixed results.  On the contrary, all other studies that focused on the effect dance has on 

SEL attributes found some positive relationship between them. 

   
Some studies have specifically focused on the socioemotional impact of dance 

participation. In contrast to the previously mentioned study, a larger quasi-experimental 

study found that 116 students who took dance classes at their USA-based high schools 

had higher self-esteem scale scores than the 109 non-dancing students (Minton, 2001).  

Participants who took dance classes demonstrated significantly higher scores on general 

self-esteem (self-worth) as well as subscales measuring their most intimate feelings 

around self-worth (feelings about self-worth) and their perceptions on the quality of their 

social relationships (social self-esteem).  This study may have been successful at drawing 

these links because they did not have the same attendance issues as the previous study.  

More crucially, unlike the previous study, this intervention was focused on socioemotional 

measures and used a more robust measure for self-esteem – the well-validated Culture-

Free Self-Esteem Inventory (CFSEI).  This is a critical distinction between these two 

studies, and the difference in their results points to the importance of including well-

validated and appropriate measures when assessing the impact of dance on self-esteem. 

 
One quasi-experimental study of a community-based dance programme in a deprived 

area in Leeds, UK found that the programme had positive socioemotional effects on 

participants in several ways (Burke, Utley and Astill, 2018).  57 young people aged 11 – 

19 years who took part in weekly contemporary dance classes over a 10-month period 

were compared to a control group of eight youth who did not take part in the dance 

programme.  Participants completed surveys that assessed resilience, stress, mental well-

being, physical self-concept, and physical activity, however quantitative results were not 

explicitly reported for the dance group nor the control group.  Researchers made 

observations over the duration of the project and conducted interviews and focus groups 
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of participants, teachers, parents, and practitioners.  The study found that the dance 

programme helped young people build self-confidence that extended into other areas of 

their lives, gave them opportunities to freely express themselves, fostered positive 

feelings and emotions, and relieved stress.  The dance programme also gave participants 

opportunities to give and receive support and build new social connections that extended 

beyond the dance programme.  This study is particularly relevant to my PhD because it 

took place in a similar socioeconomic context as my study and employed similar mixed 

methods.  However, my analysis expands on the quantitative results and triangulates 

them with themes from the qualitative data from interviews and focus groups to determine 

if and how community dance programmes impact aspects of social and emotional 

learning.  Similarities and differences in findings from this and the current study are 

discussed in analysis chapters Five and Seven.   

 
Another quasi-experimental study examined the impact of dance on peer relations and 

social networks with respect to gender (Zander et al., 2014).  In their study of 421 

students across 23 classrooms in Berlin, Germany, researchers found that dance 

participation decreased homophily, the tendency for people to only socialize with those of 

the same gender, ethnic, or age group (McPherson, Smith-Lovin and Cook, 2001; 

Goodreau, Kitts and Morris, 2009).  After the dance intervention, boys in the experimental 

group were more willing and better able to socialise and collaborate with female study 

participants and female classmates outside the study.  Another German study that used 

sociometric measures and network analysis found that the group that took dance classes 

for two semesters reported a higher sense of belonging and received more acceptance 

from their peers  (Kreutzmann, Zander and Webster, 2018).  Feelings of belonging and 

acceptance were also takeaways from the study conducted by Duberg et al. (2016; 2020).  

In this randomised controlled trial, the intervention group of 13-18 year old girls who 

regularly experienced headaches, stomach aches, tiredness, nervousness, stress, or 

anxiety from 21 Swedish schools took part in twice-weekly afterschool jazz, African, and 

street dance classes in a centrally-located studio for 8 months.  Emotional and somatic 
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symptoms decreased in the intervention group in accordance with their hypotheses, 

however qualitative inductive content analysis of 24 interviews led to additional 

unexpected findings.  Researchers found that the intervention group experienced the 

dance project as an escape from stress, a source of enjoyment, empowerment, emotional 

expression, and supportive togetherness.  These experiences cumulatively led to 

participants finding acceptance and trust in their own abilities, separate and apart from 

how they measured up against other people.  These unexpected findings may have come 

about because of the mixed methods employed by this study.  Adding rich and subjective 

qualitative data to valid and reliable quantitative data might be an advantageous approach 

to exploring the effect of dance on young people, hence the use of mixed methods in my 

PhD. 

 
Research in both school and community settings have made connections between dance 

and stress-relief (Hanna, 2017) enhanced creativity and self-expression (Stinson, 1997; 

Vicario, and Chambliss, 2001; Jounghwa et al., 2013), feelings of support and belonging 

(Green, 2000; Minton, 2000), and improved peer relationships at school (Vicario, 

Henninger and Chambliss, 2001). Increased confidence in social settings (social self-

efficacy) in young people is one of the more common anecdotally reported benefits of 

dance.  However, there is a limited amount of empirical evidence on how dance impacts 

social self-efficacy – the ability to socialize and deal with social challenges (Bandura et al., 

1999).  Research that has been done, focused on self-efficacy as it relates to the dance 

activity rather than general self-efficacy.  There is qualitative (Hauseman, 2016) and 

quantitative (Vicario and Chambliss, 2001; Romero, 2012) evidence that recreational 

dance increases young people’s confidence in their dance ability.  There is also some 

qualitative evidence (Gardner, Komesaroff and Fensham, 2008; Beaulac, Kristjansson 

and Calhoun, 2011; Scrantom and McLaughlin, 2019; Lai et al., 2020) that dance 

participation increases overall confidence in other social settings, but no quantitative 

evidence of the like.  What is compelling about these findings is most of these studies took 

place in community settings.  While not always deemed ‘community dance’, many of these 
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programmes were created with the intention to provide young people with opportunities to 

express themselves through dance, make connections with others, and develop pride in 

themselves and one another.  These intentions are at the core of community dance 

practice, along with inclusivity, collaboration, skill development, and celebrating diversity 

(Amans, 2017b).  Thus, it is not surprising, in theory, that participants in these community 

dance and community-based programmes experienced increases in confidence as well as 

other socioemotional attributes.  

2.2.2 Review of findings from current dance research involving underprivileged 

ethnic minority young people 

 
The subjects of my PhD are ethnic minority youth in deprived areas, who are generally 

underrepresented in dance research.  Only three of the aforementioned studies 

specifically focused on ethnic minority populations (Green, 2000; Beaulac, Kristjansson 

and Calhoun, 2011; Romero, 2012).  Beaulac et al. (2011) explored the impact of 

community-based physical activity and hip-hop dance on the well-being of 11-16 year olds 

from deprived areas in South-East Ottawa, Canada.  Of the 67 participants, 18 were 

black, 14 were Arab/East Asian, 13 were white, 11 were ‘other’ races/ethnicities, and 5 

had mixed ethnicities.  Thematic analysis of participant interviews revealed that young 

people thought the programme improved their dancing skills, psychological well-being, 

social relationships, school performance, and increased positive behaviours and respect 

for diversity.  The most prevalent findings were improved social relationships, increased 

positive behaviours, and improved psychological well-being.  Participants, staff, and 

parents alike, perceived improvements in social relationships.  All but one participant felt 

they made new relationships, which was echoed by reports from staff and parents.  

Several parents said their children gained better social skills with their peers and had 

more positive parent-child interactions.  Some young people also reported more positive 

interactions with teachers.  Most of the participants expressed that dance classes lead to 

more positive behaviours like being more active outside of the programme, dancing more 

at home, and trying new activities with more confidence.  Some parents also saw more 
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positive behaviours at home, as their children watched less television, played fewer video 

games, committed more to their chores, read more, and inspired siblings to become more 

active.  Improved psychological well-being was experienced by many of the participants.  

Half reported improvements in their mood, and some felt dance increased their self-

esteem and confidence.  Finally, parents and a few youth expressed that the programme 

helped the participants develop respect and value for diversity.  The opportunity to meet 

and work with people from varied backgrounds improved participants level of 

understanding of others and helped them recognize the value each person brings to the 

group. This sentiment is echoed in other community dance research involving ethnically 

diverse populations (Green, 2000), a benefit that might be unique to community-based 

programmes with ethnic minorities.      

 
Value of diversity was also expressed by parents and participants of US-based Summer 

Dance Connections, an inner-city community dance project targeted toward 9 - 13 year 

old ‘at-risk’ youth without financial resources or ‘access to social power’ (Green, 2000, p. 

56).  The programme aimed to provide dance classes and mentoring to young people who 

may not have access to arts programmes in their schools or communities, however young 

people from more privileged middle-class background heard about the programme and 

wanted to take part.  The author did not state how many participants were at-risk and how 

many were middle class, but she estimated that 60% of participants were ‘Caucasian’, 

35% African American, and 5% Vietnamese, based on assumptions from their names.  

Participants and parents were interviewed, and transcriptions were analysed for themes 

and patterns.  Three main themes emerged: service and support, learning and 

collaboration, and learning and social change.  Parents thought the programme provided 

emotional support and an opportunity for their children to be included in something.  

Young people not only received mentoring for learning dance and making choreography, 

they also received support with struggles around family issues.  Participants also 

expressed that learning and making dance in a collaborative way was important to them.  

They, and some of their parents, thought it was valuable to be a part of a collective effort.  
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Finally, participants learned about diversity in dance and communities.  Some expressed 

that the programme changed their perceptions and expanded their knowledge of what 

dance can be, debunking the stereotype that dance must be 'graceful and pretty and 

everything' (Greene, 2000, p. 61).  Participants expressed how much they enjoyed 

learning about different cultures, and some parents thought their children benefitted from 

working with children from different places.  The author also shares valuable reflections on 

difficulties faced in the programme, which are valuable to my study as well.  The findings 

from this study demonstrate that participating in community dance programmes has the 

potential to expose young people to new experiences that could expand their previously 

held perspectives.  I seek to identify if participants in my PhD have similar experiences in 

community dance programmes and if these translate into changes in perceptions of 

themselves and how they relate to others.    

 
The other study that focused on underprivileged ethnic minority youth explored the impact 

hip hop dance has on physical activity, self-efficacy, and perceived neighbourhood 

barriers of Mexican American adolescents in the USA (Romero, 2012).  Latin Active 

involved 81 young people aged 11-16 from a predominately Mexican-American low-

income neighbourhood.  75% of participants were Mexican/Mexican-American, 9% white, 

6% mixed, 4% American Indian, and 4% other.  Analysis of pre-post surveys found that 

the programme significantly increased physical activity and dance, girls’ dance self-

efficacy, and decreased boys’ beliefs that there were problems with access to parks, 

playgrounds, and sports facilities in their neighbourhood.  The author did not provide a 

deeper discussion of these findings but recognized the need for a randomized design and 

open-ended questions to provide insight into the value and appeal of the programme.  My 

own critique of all of the above-mentioned studies follows.      

2.3 Gaps in & critique of current literature (UK context) 

 
As previously discussed, there are associations between recreational and community 

dance and positive socioemotional outcomes for young people.  Thus, it is reasonable to 
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proceed with the notion that dance positively affects social and emotional learning, 

particularly when recognizing commonalities of the most successful studies.  These 

studies used rigorous study designs and robust qualitative and quantitative inquiry of 

social and emotional outcomes.  This includes the use of validated instruments and 

qualitative methods that seek to explicate participants’ personal experiences.  

Furthermore, studies with some of the most consistent and robust findings took place in 

community settings.  Thus, continued research on the impact of community dance on SEL 

might furnish more positive results, so long as the above considerations are implemented 

into the endeavour.  And there is much need for more research in this area since several 

gaps remain in the literature.  In the UK, much of the research on dance and young 

people has taken place in school settings and focused on physical health benefits rather 

than social and emotional benefits.  An overview of the settings, findings, and methods of 

each study are provided in Tables 2.1 and 2.2.  There is very little robust research on the 

socioemotional benefits of community-based dance as it relates to mainstream young 

people (11-16 year-olds without cognitive, physical, or developmental disabilities), and 

there is also a lack of research on underprivileged ethnic minority populations.  Finally, 

there is very little experimental dance research involving young people in the UK and 

abroad, which limits the possibility of drawing causal links between dance participation 

and changes in socioemotional traits.  These gaps make it impossible to infer how dance 

affects SEL for underprivileged ethnic minority youth.  Hence, the primary aim of my PhD 

is to assess how community dance affects their self-esteem, social self-efficacy, and 

social and emotional strengths and difficulties.  Discussion of the gaps in dance research 

on these socioemotional attributes and underprivileged ethnic minority youth, broadly, 

appears in the next section.
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Table 2.1 – Dance Research Examining Socioemotional Traits of Young People 

Author(s) Year Setting Dance  
Form(s) 

Research 
Design 

Methods Soc-emotional 
Measures 

Effect Country Had a 
Control 
Group 

SES and 
Ethnicities 

Beaulac 2011 Community Hip hop Observational Qualitative Confidence, 
self-esteem 

+ Canada No Low, medium, 
high SES; 
Arab/Asian, 
black, white, 
mixed, other  

Blackman 
et al. 

1988 Schools Dance team Quasi-
experimental 

Quantitative Self-esteem none USA Yes Not reported 

Burke, et 
al. 

2018 Community Contemporary Quasi-
experimental 

Mixed Self-concept, 
resilience, 
psychological 
distress, mental 
well-being, and 
physical activity 

+ UK Yes ‘Disadvantaged’; 
in deprived area 
of Leeds; 
ethnicities not 
reported 

Connolly et 
al. 

2011 Schools Contemporary/ 
creative 

Pre-post 
Observational 

Quantitative Self-esteem +* UK No Not reported 

Duberg et 
al. 

2016; 
2020 

Community African, jazz, 
street dance, 
improvisation 

RCT Mixed Somatic & 
emotional 
symptoms, 
stress relief, 
self-trust 

+* Sweden Yes 93% born in 
Sweden 

+ = positive change; +* = positive significant change 
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Table 2.1 – Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Year Setting Dance  Form(s) Research 
Design 

Methods Soc-
emotional 
Measures 

Effect Country Had a 
Control 
Group 

SES and 
Ethnicities 

Gardner et 
al. 

2008 Community Ballet, ballroom, belly-
dancing, flamenco, 
Greek, hip hop, tango 

Observational Qualitative Confidence in 
social 
relationships, 
respect 
between older 
and younger 
people 

+ Australia No Not 
reported 

Green 2000 Community Creative, modern Observational Qualitative Support, 
collaboration 

+ USA No ‘at-risk’ 
youth; 
assumed 
ethnicities:  
Caucasian, 
Afr. Amer. 
Vietnamese 

Hanna 2017 Various  Various Literature review n/a Stress-relief n/a n/a n/a n/a 

Hauseman 2016 Community Breakdance Observational Qualitative Confidence in 
dance ability 

+ Canada No Not 
reported 

Jago et al. 2015 Schools Varied/ unspecified Cluster RCT Quantitative Self-esteem none UK Yes Not 
reported 

Jounghwa 
et al. 

2013 School Creative Observational Qualitative Self-
expression 

+ South 
Korea 

No Not 
reported 

 

 



46 

Table 2.1 – Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Year Setting Dance  
Form(s) 

Research 
Design 

Methods Soc-emotional 
Measures 

Effect Country Had a 
Control 
Group 

SES and 
Ethnicities 

Kreutzmann 
et al. 

2017 Schools Contemporary Quasi-
experimental 

Quantitative Social 
belonging 
Social networks 

+* Germany Yes SES 
collected 

Lai et al. 2020 Schools Street dance Pre-post 
Observational 

Mixed Self-efficacy, 
pro-social 
attitudes 

+ Hong 
Kong 

No Young 
people from 
‘low-quality 
schools’; 3 
South Asian 
minorities 

Minton 2000 Various Aerobic, ballroom, 
creative, 
ethnic/folk 

Literature 
review 

n/a Self-esteem, 
acceptance, 
belonging 

n/a n/a n/a n/a 

Minton et 
al. 

2001 Schools African, ballet, hip 
hop, jazz, modern, 
musical theatre 

Quasi-
experimental 

Quantitative Self-esteem +* USA Yes Not reported 

Quin et al.  2007 Schools Creative Pre-post 
Observational 

Quantitative Self-esteem + UK No Not reported 

+ = positive change; +* = positive significant change 

 



47 

 

Table 2.1 – Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Romero 2012 Community Hip hop Pre-post 
Observational 

Quantitative Dance self-
efficacy 

+* USA No ‘low-income 
adolescents’; 
Mexican, 
white, mixed 

Scrantom 
et al.  

2017 Community Contemporary/intercultural,  Pre-post 
Observational 

Qualitative Confidence + UK No 8/10 
participants 
born outside 
of N. Ireland 

Stinson 1997 Schools Unspecified Observational Qualitative Self-
expression, 
fun 
Concentration 
Freedom 

+ USA No Not reported 

Vicario et 
al. 

2001 Schools Ballet, jazz, modern, 
pointe, tap 

Quasi-
experimental 

Quantitative Dance 
efficacy, body 
image, 
emotional 
expression, 
communication 

+ USA Yes Not reported 

Zander et 
al. 

2014 Schools Contemporary Quasi-
experimental 

Quantitative Social 
networks, 
homophily 

+* Germany Yes 52% foreign 
nationals; 
SES 
collected but 
not reported  

+ = positive change; +* = positive significant change 
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Table 2.2 – Methods and Outcomes of Dance Research Examining Socioemotional Traits of Young People 

Author(s) Research 
Design 

Intensity and 
Duration 

Methods Data collection methods Tests and 
methods of 
analysis 

Effect Socioemotional Outcomes 

Beaulac Observational 1 (75 -minute) 
class per 
week over 13 
weeks 

Qualitative • Demographic 
questionnaire 

• Family Affluence Scale II 
• Interviews 
• Focus groups 

Personnel survey 

Content and 
theme 
analysis 

+ Improved confidence, self-
esteem, and mood; improved 
social relationships with peers, 
siblings, parents, and teachers; 
learned the value of and gained 
respect for diversity  

Blackman 
et al. 

Quasi-
experimental 

1 – 10 hours 
per day, 4-5 
days per 
week for 4 
months  

Quantitative • Coopersmith Self-Esteem 
Inventory 

• Tennessee Self-Concept 
Scale 

• Body Cathexis Scale 

One-tailed t-
tests 

Mixed*  Significant positive change in 
social self-concept, no 
difference in self-esteem 

Burke, et 
al. 

Community 1 (1.5-2 hour) 
class per 
week for 10 
months 

Mixed • Scales not reported 
• Surveys: repeated 3 times  
• Observations 
• Interviews 
• Focus groups 

Parametric 
and 
inferential 
statistics  

+ Improved confidence, helped 
manage stress, experienced 
authentic self-expression, 
fostered positive relationships, 
feelings, and emotions, felt 
physically healthier 

Connolly et 
al. 

Pre-post 
Observational  

5 – 12 hours 
over 

6 weeks  

Quantitative • Rosenberg Self-Esteem 
• Physiological assessment 
• Children’s Effort Rating 

Test 
• McAuley Dunchan and 

Tammen Intrinsic 
motivation inventory 

Paired t-
tests 

Pearson 
Correlations 

+* Significant increase in self-
esteem; no change in intrinsic 
motivation 
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Table 2.2 – Methods and Outcomes of Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Research 
Design 

Intensity 
and 
Duration 

Methods Data collection methods Tests and 
methods of 
analysis 

Effect Socioemotional 
Outcomes 

Duberg et 
al. 

RCT 2 (75-
minute) 
classes per 
week for 8 
months 

Mixed • Collated questionnaire on health, 
family, school, sleep, exercise, 
and previous dance experience 

• Questionnaire on somatic 
symptoms and emotion distress 
 

Two-tailed t-
tests  

Pearson 
correlations 

+* Significant decrease in 
somatic symptoms and 
emotional distress; 
experienced stress relief; 
increased self-trust 

Gardner et 
al. 

Observational Not 
reported 

Qualitative • Semi-structured in-depth 
interviews 

Coding and 
grouping data; 
identified 
themes 

+ Gained confidence in their 
bodies: gained confidence 
in social relationships; 
more comfortable with 
others; more comfortable 
with intimacy; felt proud to 
contribute to their 
community/culture; gained 
respect and appreciation 
for older people; gained a 
sense of achieve 

Green Observational ‘daily 
classes’ 
over 1 
month 

Qualitative • Interviews 
• Observations 
• Videotaped classes & 

performance 

Bogdan and 
Biklen ‘cut-up-
and-put-in-
folders’  

+ Increased feelings of 
support, change in 
perspectives, increased 
value of collaboration 
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Table 2.2 – Methods and Outcomes of Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Research 
Design 

Intensity 
and 
Duration 

Methods Data collection methods Tests and 
methods of 
analysis 

Effect Socioemotional 
Outcomes 

Hauseman Observational Weekly 
sessions 
during 
‘summer 
months’ 

Qualitative • Observations 
• Interviews 
• Focus groups 

Constant 
comparative 
analysis 

+ Increased confidence in 
dance ability 

Jago et al. Cluster RCT 2 (75-
minute) 
classes per 
week over 
20 weeks 

Quantitative • Harsh Self-Description 
Questionnaire II (self-
esteem) 

• CHEERS checklist for 
estimating programme cost  

• Tobin motivation and 
behavioural regulation 

• McAuley and Tammen 
intrinsic motivation 

• Standage et al. self-
determination scale 

• Willie et al. Health-related 
quality of life 

Multi-variable 
mixed effects 
linear 
regressions 

none* No change in self-esteem 
in intervention group; self-
esteem significantly higher 
in control group 

Jounghwa et 
al. 

Observational 2 (50-
minute) 
sessions 
per week 
over 8 
weeks 

Qualitative • Observations/field notes 
• Student reflections and 

logs 
• Video recordings of classes 

Content 
analysis  

Constant 
comparative 
analysis 

Analysis of 
drawings by 
art therapists 

+ Enhanced positive 
perceptions of creative 
dance and their bodies; 
new ability to express 
selves through the body; 
expanded self-expression 
of emotions; strengthened 
communication between 
peers 
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Table 2.2 – Methods and Outcomes of Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Research 
Design 

Intensity 
and 
Duration 

Methods • Data collection methods Tests and 
methods of 
analysis 

Effect Socioemotional 
Outcomes 

Kreutzmann 
et al. 

Quasi-
experimental 

1 (90-
minute) 
class per 
week over 
14 weeks 
or 28 
weeks 

Quantitative • UCINET 6 social network 
software 

• Sense of belonging scale 
• Demographic info (gender, 

age, socioeconomic status) 

Social 
network 
analysis - 
Multilevel 
longitudinal 
mediation with 
ancova 

+* Significant increase in 
feelings of belonging; 
intrapsychic and 
interpsychic sociometric 
measures mediated 
feelings of belonging; 
longer interventions had 
greater effect 

Lai et al. Pre-post 
Observational 

1 rehearsal 
per week 
for 1 year 

Qualitative • In-depth interviews 
• Participant logs 

Thematic 
analysis 

+ Increased self-efficacy; 
increased self-trust; 
increased pro-social 
attitudes; happiness 

Minton et al. Quasi-
experimental 

6 hours per 
week over; 
duration 
unreported 

Quantitative • Culture-Free Self-Esteem 
Inventory (CFSEI) 

T- tests, 
(repeated 
measures) 
Correlations 

+* Significant increase in 
total self-esteem score 
and subscales (general, 
social, and personal) 

Quin et al.   Pre-post 
Observational 

1 (1-1.5 
hour) class 
per week 
over 10 
weeks 

Quantitative • Rosenberg Self-Esteem  
• Qualitative attitudes toward 

dance 
• Intrinsic Motivation Inventory 
• Physiological assessment 

T-test + Insignificant increases in 
self-esteem; significant 
increases in intrinsic 
motivation 

Romero Pre-post 
Observational 

2 (50-min) 
classes per 
week over 
5 weeks 

Quantitative • Survey based on California 
Healthy Kids Survey and 
ambient hazards scale 

Paired sample 
t-tests 

+* Significant increase in 
dance self-efficacy 
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Table 2.2 – Methods and Outcomes of Dance Research Examining Socioemotional Traits of Young People (cont’d) 

Author(s) Research 
Design 

Intensity 
and 

Duration 

Methods Data collection methods Tests and 
methods of 
analysis 

Effect Socioemotional Outcomes 

Scrantom et 
al.  

Pre-post 
Observational 

2 (1.5 hour) 
rehearsals 
per week 
over 6 
weeks 

Qualitative • Semi-structured interviews Inductive 
thematic 
analysis 

+ Increased confidence & cross-
community friendships; 
increased inter-cultural 
awareness; participants of 
colour had awareness of race 
and racism; white participants 
did not  

Stinson Observational  1 class 4 – 
5 days per 
week for 8 
weeks – 1 
semester 
(~12 
weeks) 

Qualitative • Observations 
• Interviews 

Interpretive 
thematic 
analysis 

+ Increased self-expression; 
self-expression experienced as 
increased self-esteem; fun; 
some participants felt bored; 
improved concentration; felt a 
sense of freedom; feelings of 
transcending space and time 

Vicario et al. Quasi-
experimental 

Not 
reported 

Quantitative • Researcher-derived likert 
scale on self-esteem, body 
image, dance ability, peer 
and parent relationships 

• Eysenck Personality 
Inventory Extraversion 
subscale 

Frequency 
distributions  

T-tests  

+ Positive relationship between 
dance experience and self-
esteem, dance self-efficacy, 
and body image; believed self-
discipline improved; dance 
helped with release of feelings 

Zander et al. Quasi-
experimental 

1 (90-min) 
class per 
week over 
14 or 28 
weeks 

Quantitative • UCINET 6 social network 
software 

• Demographic info (gender, 
age, socioeconomic 
status) 

Social 
network 
analysis, 
Multiple 
regressions 

+* Significant increase in 
collaborative friendships; 
decreased homophily 
(tendency to associate only 
with like group members) 
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2.3.1 Gaps in the literature on dance and self-esteem 

 
Although a number of studies have assessed the impact of recreational dance on young 

people’s self-esteem, there are inconsistencies in study findings and methods.  Some 

studies found that self-esteem was significantly improved after dance interventions, while 

a couple others saw no change in self-esteem (see Tables 2.1 and 2.2).  It is unclear why 

this is the case, however it could be related to methodological differences between the 

studies, differences in how classes were delivered, when classes occurred, and who 

taught and participated in the classes.  Across four studies, three different quantitative 

tools were used to measure self-esteem (Rosenberg Self-Esteem Scale, Culture-Free 

Self-Esteem Inventory, and Self-Description Questionnaire-I).  The Rosenberg scale has 

been used most frequently, though it is only present in two of the discussed studies with 

mixed results (Quin, Redding and Frazer, 2007; Connolly, Quin and Redding, 2011).  The 

Culture-Free Self-Esteem Inventory (CSEI) was used one time and successfully detected 

changes in participants.  The CSEI is perhaps the most sensitive instrument, but it is the 

least practical due to its cost and length (it takes about 20 minutes to complete).  The Self-

Description Questionnaire-I was used in one study where it captured lower self-esteem 

scores for the dance group than the control group.  Qualitative evidence of increased self-

esteem has been more consistently presented in the literature, however because of 

issues of replicability, these findings are subject to scrutiny.  There are no studies that 

triangulate quantitative and qualitative data to assess self-esteem, so there is a need for 

more research using both methods.   

2.3.2 Gaps in the literature on dance and social self-efficacy  

 
Increased social confidence in young people is one of the most commonly reported 

benefits in recreational and community dance research, but studies have measured social 

self-efficacy in limited ways.  Most studies only measured self-efficacy as it pertains to the 

dance activity, and while these findings are consistently positive, they do not extend 
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beyond dance to other activities or social situations.  Only one study (Blackman et al.., 

1988) used a validated instrument to capture overall social self-concept (perceived social 

support, comfort in social situations, and ability to make friends).  In this instance, social 

self-concept was the only sub-scale measure of the Tennessee Self-Concept Scale that 

significantly improved after the dance intervention.  Unfortunately, in the known research, 

no other studies have used validated instruments to assess the impact of dance on young 

people’s overall abilities to socialize and face social difficulties.  There is certainly 

qualitative evidence that participating in dance helps young people to feel more socially 

confident in general, however these findings would be strengthened if triangulated with 

data from validated assessment tools.  My study will be one of the first to assess social 

self-efficacy of underprivileged ethnic minority youth in this way.   

2.3.3 Gaps in the literature on dance and social strengths & difficulties 

 
One of the major gaps in the literature is the impact of community dance on young 

people’s prosocial behaviours and ability to deal with social difficulties.  No known 

research study has assessed the effect of dance on young people’s perceptions of how 

well they concentrate, mitigate emotional symptoms, get along with their peers, and 

support others.  The Strengths and Difficulties Question (Goodman, 1997) is one of the 

most commonly used validated instruments for collectively assessing these faculties in 

young people.  The SDQ measures overall strengths and difficulties via five subscales:  

1) Hyperactivity-inattention (i.e. restlessness, attentiveness) 
2) Emotional symptoms (i.e. worrying, physical symptoms)  
3) Conduct problems (i.e. fighting, cheating, stealing) 
4) Peer problems (i.e. being like, having friends) 
5) Prosocial behaviours (i.e. helping others, caring for others) 

 
While the efficacy of the SDQ is well-documented, no known dance research study has 

used the SDQ.  My PhD seeks to fill this gap.  More thorough discussions of the SDQ and 

the subscales appear in Chapters Six and Seven. 
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2.3.4 Gaps in the literature on dance and underprivileged ethnic minority 

populations 

Underprivileged ethnic minorities are under researched populations in social science and 

arts research broadly (Knight, Roosa and Umaña-Taylor, 2009; Martiniello, 2015).  This is 

also true in dance research involving young people.  As mentioned above, only three of 

the discussed studies focus on underprivileged populations or racial/ethnic minorities in 

their respective countries (Green, 2000; Beaulac, Kristjansson and Calhoun, 2011; 

Romero, 2012).  One study (Lai et al., 2020) focused on youth from 'low-quality schools in 

Hong Kong' (p. 2) and included, but did not focus on, three ethnic minority (South Asian) 

participants that made up 13.6% of the majority Chinese study sample.  It is quite possible 

that the remaining 16 studies included ethnic minorities, but for the most part, 

demographic breakouts were either not collected or not reported.   

 
Two studies reported socioeconomic status of participants (Zander et al., 2014; 

Kreutzmann, Zander and Webster, 2018) and three provided some data on participant 

nationalities.  Duberg et al. (2016) reported that 7% of participants were born outside of 

Sweden, 52% of the sample in Zander’s 2014 study was born outside of Germany with 

Polish, Turkish, and other unnamed nationalities, and Scrantom (2019) had a diverse 

sample with 8 out 10 participants from countries other than Northern Ireland.  Alas, no UK-

based studies explicitly report socioeconomic status, racial, or ethnic backgrounds of 

study participants.  It is worth mentioning that the UK-based studies discussed in sections 

2.2, 2.2.1, and 2.2.2 took place prior to 2016, before the government shifted from a 

‘colour-blind’ approach (United Nations, 2015; The Runnymede Trust, 2016) to more 

concerted efforts to examine ethnic and racial disparities (Cabinet Office, 2018).  This 

could have influenced historical practices of overlooking or omitting race/ethnicity 

demographics in research.  However, whether this stems from attempts to minimize 

distinctions between ethnic groups in the name of multiculturalism or more troubling 

reasons like discomfort or refusal to discuss race/ethnicity, the outcomes are the same.  
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Underprivileged ethnic minority youth are effectively erased from the literature, and 

opportunities to gain visibility into how dance impacts these populations are lost.  Hence, 

there is a need for more research in this area.  In the next section, I discuss some of the 

social issues impacting ethnic minority youth in deprived areas and why it is important to 

investigate how community dance programmes could serve as socioemotional supports 

for these populations.   

2.4 Context: Social and emotional conditions and outcomes of ethnic minority 

populations in deprived areas  

 
As stated in the introduction, ethnic minority youth are overrepresented in deprived areas, 

as roughly a third of all ethnic minorities in the UK (32%) live in the 20% most deprived 

areas (Ministry of Housing, Communities, and Local Government, 2020).  Children and 

young people in the most deprived areas have less access to cultural opportunities (Arts 

Council England, 2011; Brook, 2016; Mak, Coulter and Fancourt, 2021), poorer long-term 

physical and mental health outcomes (Graham and Power, 2004), and an increased risk 

of developing mental health issues and addictions (Fone and Dunstan, 2006; Dashiff et 

al., 2009) while having delayed access to mental health treatment (Schaffalitzky et al., 

2015).  They are also subject to more family stressors  (Spijkers, Jansen and Reijneveld, 

2012; Schaffalitzky et al., 2015), low education attainment (Cooper, Lloyd-Reason and 

Wall, 2003), exposure to violence (Sutherland, Brunton-Smith and Jackson, 2013; Greater 

London Authority, 2018), and inequalities in health across a range of physical health 

issues (Graham and Power, 2004; Hagell and Shah, 2019).  As discussed in Chapter One 

section 1.5.3, some ethnic minority youth are also subject to racial abuse and bullying.  

According to the previously mentioned NSPCC freedom of information request, incidents 

of reported hate crimes on young people have increased every year since 2015 at a rate 

of 21.7% over three years (Dodd, 2019; NSPCC, 2019).  Young victims of these crimes 

shared experiences of being bullied for their skin colour, race, or ethnicity and as a result 

felt ashamed, sad, burdened, afraid of being attacked, and left out.  It is well documented 
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that experiences like these as well as acts of discrimination and othering often lead to 

feelings of exclusion and a broad range of negative psychological and emotional 

outcomes (Franklin, Boyd-Franklin and Kelly, 2006; Wright, 2010; Lee and Ahn, 2011; 

Fabbre et al., 2019).   

 
There is limited data and research on the relationship between socioeconomic status and 

levels of participation in extra-curricular cultural activities in the UK.  However, a few 

studies have found that young people from poorer backgrounds have lower rates of 

participation in these activities broadly (Holloway and Pimlott-Wilson, 2014), and ethnic 

minority youth particularly have lower rates of participation in extracurricular music and 

dance activities (Donnelly et al., 2019).  This is unfortunate because while they are not a 

resolution to these serious social issues, these activities may strengthen social 

relationships and help improve long-term social outcomes by disrupting early 

disadvantages that lead to future social exclusion (Abrams, Hogg and Marques, 2004). 

 
Living in a deprived area does not guarantee poor emotional, social, economic, or 

physical outcomes in the long-term.  There is ample evidence that suggests support from 

family, community members and organisations, and schools have a substantial influence 

over emotional and social outcomes, particularly for ethnic minority youth in deprived 

areas (Stansfeld et al., 2004; Archer and Francis, 2006; Blanden, 2006).  Also, contrary to 

previous assumptions that young people from low socioeconomic backgrounds have 

lower academic, occupational, and economic aspirations (Sewell and Shah, 1968), more 

recent research finds that young people from disadvantaged backgrounds have similar, 

and sometimes higher aspirations than their more privileged counterparts (Croll, 2008; 

Social Exclusion Task Force, 2008; Frostick et al., 2016).  These phenomena imply that 

broader socioeconomic conditions and structures do not necessarily beget negative 

outcomes if these settings also include positive interactions with supportive structures like 

healthy family relationships and community organisations.  Community-based dance 
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programmes expose underprivileged youth to arts and culture and provide new 

opportunities to learn about themselves and others.  Such interactions, particularly within 

inclusive community dance programmes, could cultivate a sense of belonging, enhance 

self-expression, and deepen young people’s relationships with themselves and other 

people.   

 
Having more positive experiences of feeling included and building relationships in different 

social setting can mitigate the negative effects of previous exclusions and other adverse 

social experiences.  The potential protective function of activities and environments 

specifically designed to be agents for self-expression and serve as alternative bases of 

inclusion is an important concept underlining this thesis.  It is my aim to investigate if such 

activities and environments in the form of community dance programmes serve as a 

protective mediator for social and emotional learning, specifically self-esteem, social self-

efficacy, and dealing with social difficulties, for these attributes all have positive 

relationships with desirable social outcomes.  In the next section, I discuss the ways in 

which these psychosocial attributes relate to social outcomes in general and for ethnic 

minority youth more specifically.   

2.4.1 Self-esteem, social self-efficacy, and social outcomes 

Morris Rosenberg, developer of the most widely used self-esteem scale, defines self-

esteem as the evaluation of and attitude toward the self and how one feels about 

themselves (Rosenberg, 1965a).  Self-esteem is a critical part of one’s self-concept 

(perceptions and beliefs about oneself) that has been linked with many aspects of 

emotional and social well-being.  High self-esteem has been found to be positively related 

to psychological health (Boyd, Otilingam and DeForge, 2014), the ability to adjust 

appropriately in social situations (DuBois et al., 1998; Romera, Gómez-Ortiz and Ortega-

Ruiz, 2016), and generally influences important life domains such as relationships, 

physical health, academic performance, employment status, and job success (Orth and 
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Robins, 2014).  Social self-efficacy – belief in one’s ability to navigate social situations and 

develop relationships (Bandura, 1997), also influences important life outcomes.  High 

social self-efficacy has been linked to resilience over peer victimization (Raskauskas et 

al., 2015), better management of stressful situations (Maciejewski, Prigerson and Mazure, 

2000) and interpersonal stress (Matsushima and Shiomi, 2003), less social phobia (Muris, 

2002) better social adjustment (Connolly, 1989), lower levels of depression (Bandura et 

al., 1996; Bandura et al., 1999; Hermann and Betz, 2006), and other positive social and 

emotional outcomes.  Thus, it is quite evident that high self-esteem and social self-efficacy 

are critical to positive youth development.   

2.4.2 Self-esteem and social self-efficacy among ethnic minority youth 

 
The impact of self-esteem and social self-efficacy on social and emotional outcomes is 

well documented.  However, much of this research has focused on majority populations, 

so literature on self-esteem and social self-efficacy of underprivileged ethnic minority 

youth is scarce, particularly in the UK.  The bulk of UK-based research was conducted in 

the 1970’s and 1980’s and came to mixed results.  Two studies found that measures of 

self-esteem for minority and majority groups were generally the same (Louden, 1981), one 

study found that 'West Indian' boys had lower self-esteem than other groups (Bagley, 

Verma and Mallick,1982), and another found that 'British' (white) pupils had higher self-

esteem than Indian (Indian-British) pupils in the Midlands (Hogg, Abrams and Patel, 1987; 

Butler, Snook and Buck, 2016).  There are no UK studies on social-self-efficacy of ethnic 

minority youth, but there is additional self-esteem research from other regions.  A few 

studies have found that underprivileged ethnic minority youth had lower self-esteem than 

the majority group (Frable, Platt and Hoey, 1998; Cramer and Anderson, 2003), but most 

research finds that ethnic minority youth generally have similar or higher levels of self-

esteem than majority groups (Gray-Little and Hafdahl, 2000; Twenge and Crocker, 2002; 

Bachman et al., 2011).   
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These findings are contrary to early yet enduring assumptions that minority groups 

internalize the majority group’s racism, discrimination, or negative stereotypes about 

ethnic minorities and therefore suffer from a lowered sense of self (Kardiner and Ovesey, 

1951).  This does not mean experiencing racism or discrimination has no effect on self-

esteem, but it does mean that self-esteem in ethnic minorities is more nuanced.  Some 

have found that racial or ethnic discrimination has more of an effect on collective or ethnic 

self-esteem – regard for one’s ethnic group (Luhtanen and Crocker, 1992), than on global 

or overall self-esteem (Verkuyten, 1998; Verkuyten and Thijs, 2006).  However, one study 

found no relation between discrimination and ethnic self-esteem (Phinney, Santos and 

Madden, 1996) and another found that perceived discrimination is related to both personal 

self-esteem and ethnic self-esteem (Cassidy et al., 2004).  So, it is unclear how 

discrimination affects ethnic and global self-esteem, or if ethnic self-esteem and global 

self-esteem are related.  More recent research has found that healthy global self-esteem 

among underprivileged ethnic minority youth is influenced by how strong their ethnic and 

cultural identities are (Bhugra, 2001; Umaña-Taylor, 2004; Umaña-Taylor and Shin, 2007; 

Rose et al., 2019), how segregated their environments are (Gray-Little and Hafdahl, 2000; 

Umaña-Taylor, 2004), and how discriminated against they feel (Verkuyten, 1998).  This 

means that without opportunities to connect with others from similar cultures in inclusive 

non-discriminatory environments, ethnic minority youth face a higher risk of suffering low 

self-esteem.  Hence, these experiences may serve as protective factors in development of 

a healthy self-concept for ethnic minorities.  This notion is central to my PhD which seeks 

to determine if participating in community dance programmes that are expressly designed 

to be inclusive and diverse, do in fact support positive changes in self-esteem and/or 

social self-efficacy.  Research on social self-efficacy (confidence and ability to navigate 

social situations) among underprivileged ethnic minority youth is extremely limited.  There 

is some research on academic and career self-efficacy, but no known research has 

focused on the social component of self-efficacy.  My study will be the first to examine 
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social self-efficacy among underprivileged ethnic minority youth who take part in 

community dance classes.   

 
Because of the lack of literature on self-esteem in underprivileged ethnic minority youth in 

the UK and social self-efficacy of these populations at large, there is a considerable need 

for more research in these areas.  My PhD seeks to build this body of knowledge for the 

ultimate purpose of investigating potential ways to support positive development of self-

esteem and social self-efficacy of underprivileged ethnic minority youth.  Analyses and 

further discussion of these concepts are discussed in Chapter Five and Chapter Eight.  

This chapter continues with a discussion of community dance and how it may be a vehicle 

for social and emotional learning.   

2.5 Why it is important to do this research in a community dance context 

My aim is to examine the socioemotional impact of dance on underprivileged ethnic 

minority youth within dance programmes that have guiding principles, practices, and 

ambitions that are centred on individual and community wellbeing.  Community dance 

programmes and practitioners often claim to promote such aims through values of 

inclusivity, diversity, enjoyment, learning, empowerment, building positive relationships 

between people and their communities, and making dance accessible to everyone.  

Community dance also aims to build positive self-worth, self-confidence, and well-being, 

foster creativity, self-expression, and self-reflection, connect people, contribute to 

communities, and promote collaboration as a practice (Bartlett and Stenton, 2009; Barr, 

2013; Buck and Snook, 2018; Amans, 2017b).  These principles and practices are ways of 

building community and supporting socioemotional well-being for individuals. 

2.5.1 Impact of community dance 

 
Community dance has been found to support social and emotional needs of many 

different groups of people.  Studies have linked community dance participation with 
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improvements in emotional and psycho-social well-being of people of all ages who have 

cancer (Butler, Snook and Buck, 2016), cognitive and physical disabilities (Smith, 2018; 

Burridge and Nielsen, 2018; May et al., 2019), complex neurological disorders like 

dementia (Coaten, Heeley and Spitzer, 2013; Vella-Burrows and Wilson, 2016) and 

Parkinson’s disease (Houston and McGill, 2013), and people at risk of social exclusion 

including the elderly  (McKinley et al., 2008; Rabbia, 2010; Amans, 2012), marginalized 

groups (Houston, 2005), and young people with psychological and behavioural difficulties 

(Miles and Strauss, 2008; Optimity Advisors, 2016).  There is no known research on 

community dance for underprivileged ethnic minority youth in the UK, but as discussed in 

section 2.2 in this chapter, existing research on young people in general links dance with 

improved emotional support, communication skills, and social relationships, increased 

creativity and expression, feelings of empowerment, and development of self-esteem and 

self-efficacy.  Because of the guiding principles and practices of community dance and its 

core value of inclusion, this artform offers a rich opportunity to engage and support young 

ethnic minorities who live in deprived areas (Green, 2000).   

2.5.2 Inclusivity in community dance 

 
To whom and how community dance is offered is as diverse as the practices and dance 

styles of its practitioners.  However, one of the core values and aims throughout all 

community dance projects is inclusivity to promote belonging, collaboration, and agency.  

Inclusivity in community dance is not only a value.  It is also a way to facilitate programme 

formation, operations, participation, and dance making with an openness to and value of 

people of all abilities and backgrounds at the point of entry, throughout the engagement, 

and as a part of continued practice beyond the community dance experience (Khan, 2004; 

Bartlett, Ken, 2008; Houston, 2009; Burridge and Nielsen, 2018).   
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2.5.3 Approaches to inclusion in community dance 

 
There are different approaches to inclusion in community dance.  Jill Green (2000) 

describes the importance of inclusion in the intensive community dance summer 

programme for ‘at-risk’ youth aged 9-13.  Social inclusion was the primary intent of this 

project and artistic value was a secondary priority.  Sara Houston (2009) discusses how 

two community projects realised inclusivity by reversing these priorities.  Both Dancing 

Inside, which took place in a prison, and the Water Project, based at homeless service 

centres, prioritised artistic value while making the setting a gateway to inclusive 

participation.  Houston explains that, ‘By approaching choreographic projects in social 

exclusion settings as vehicles for creativity rather than as instruments for social inclusion, 

choreographers…are able to establish a different relationship with participants than might 

otherwise have occurred’ (Houston, 2009, p. 210).  This latter approach suggests that 

inclusion does not have to be the main focus of a programme.  The act of inclusion 

without the primary focus on doing social good ‘…avoids such moral paternalism…’ 

(Houston, 2009, p. 212) which might be a more useful way to engage underprivileged 

ethnic minority youth in a community-based setting.  It is paramount that programmes in 

my study have a clear approach to inclusion as a value and a practice, but they can use 

either of these approaches.  In my study, I prefer that programmes use different 

approaches so I can assess the relationship between participant experiences and 

socioemotional outcomes and the style of inclusion employed by the programme.   

2.5.4 Purpose & value of inclusion 

 
Inclusivity is the entry point and vehicle for community dance to facilitate social and 

emotional learning.  Inclusive entry points (opportunities) afford diverse groups of young 

people access to participation.  Inclusive project facilitation and dance making 

(collaboration) optimizes participation because value is placed on including diverse 

participant backgrounds, modes of expression, and contributions.  These practices can 
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then potentially facilitate empowerment and greater understanding between people and 

give agency to community dance participants (Houston, 2005; Bartlett, 2008; Deasy, 

2014; Khoury, 2014).  Such practices in community dance can promote self-belief, value 

of the individual, and identity assertion (Green, 2000; Houston, 2009; Robertshaw, 2014; 

Dunks, 2018; Connell, 2019).  It is through these practices that I suggest underprivileged 

ethnic minority youth can experience positive changes in self-concept and social 

functioning.  In the next and final section of this chapter are key theories and concepts 

that may explain how and why these changes might occur. 

2.6 Theoretical and conceptual framework  

2.6.1 Theory of Communities of Practice (CoP) 

 
Community dance programmes aim to provide opportunities for young people to partake 

in a dance activity with their peers in an inclusive social environment.  It is through the 

shared activity of dance that participants might learn about themselves and others and 

how to engage with their peers and authority figures.  Jean Lave and Etienne Wenger 

consider this type of learning social learning, as so described in their communities of 

practice theory (Wenger, 2010).  Communities of practice (CoP) is a theory of social 

learning that also has roots in apprenticeship studies, the study of learning by doing.  

Social learning theory and CoP focus on the social nature of human learning (Wenger, 

2010).  The theory describes ways in which people in groups or communities collectively 

learn about a shared interest.  CoP theory suggests that regular interactions between 

people of these specific groups or communities can result in learning and these 

interactions can impact if and how the learning occurs (Wenger, 1999; Wenger, 2010).  

So, in essence, the CoP theory posits that learning is a dimension of social practice that 

occurs through social interactions in a specific community or social group, and these very 

social interactions moderate our learning.  This type of learning is not new, however the 

formulation of the theory of communities of practice dates back to 1991 when Lave and 

Wenger expanded on social learning theories by focusing on informal participation (Lave 
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and Wenger, 1991).  They examined how this occurs in communities and subsequently 

how these occurrences cultivate learning, knowledge, and sociocultural practices.   

 
While CoP theory fundamentally explains the organic ways we learn in groups, it is not 

just a practice-based theory: communities of practices is a framework through which 

social learning can be understood.  CoP theory can apply to many fields and 

organizational settings in business, government, international development, formal and 

informal education, and social programmes.  The authors express that 'communities of 

practice are everywhere' (Wenger, McDermott and Snyder, 2005, p. 5) and exist in many 

forms.  They acknowledge the general nature of the theory and encourage those applying 

it to their field to incorporate other theories and concepts in attempts to explain discipline-

specific sociocultural learning and knowledge formation (Wenger, McDermott and Snyder, 

2002).  In the next section, I give an overview of how CoP has been used in other dance 

research and follow this with a discussion of the components of CoP and how they are 

used in my PhD in sections 2.6.1.2 through 2.6.1.5.  Further, I discuss my approach to 

using CoP theory and other supporting concepts within the overall theoretical and 

conceptual framework of my PhD in sections 2.6.1.6 through 2.7. 

2.6.1.1 Communities of practice in dance research 

 
Dance researchers and practitioners have primarily used CoP theory to explore 

community formation, albeit in different ways.  Jayne Stevens used the CoP model to 

explore and assess successful processes and techniques developed by community dance 

practitioners in the 1980’s (2013).  More recently, performer and lecturer Funmi Adewole 

Kruczkowska reflected on discussions with former director of the Association of Dance of 

the African Diaspora (ADAD) Jeanette Bain-Burnett about the value of communities of 

practice for growing the sector of dances of the African diaspora and organisations within 

it (2011; 2019).  Western Folklore used the model of CoP as a working concept for an 

entire issue to explore the dynamics of community formation across folk/social dance 
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groups and societies in North America (Feintuch, 2001; Horton, 2001) and Scotland 

(Shoupe, 2001).  Anthropologist Alicia Carmona (2008) used the model of CoP to 

investigate folkloric dance and soccer playing of Bolivian work migrants in Argentina, who, 

through these activities, developed a sense of belonging and increased emotional and 

social support for one another.  Each of these authors demonstrate how social dynamics 

between dance activity co-participants produce learning and knowledge that often goes 

beyond the dance activity itself.  This is particularly relevant to my PhD because I am 

proposing that dance activities, community dance programme and class settings, and 

social interactions impact participants’ socio-emotional learning in ways not prescribed by 

the pedagogies and structures of the dance classes.  

2.6.1.2 Justification for using communities of practice theory  

 
The theory of communities of practice acknowledges the intricacies and dynamics of 

group learning.  The model can serve as a framework that allows for inclusion of a 

constellation of methodologies and concepts suitable for explaining how social learning 

occurs in a specific community or community of practice.  In the case of my PhD, I use the 

CoP model to explore dynamic and complex social, psychological, and bodily phenomena 

that take place in community dance programme contexts.  In contrast to programmes 

strictly focused on vocational training, concert dance performance, choreographic 

practice, etc., community dance practices place emphasis on the social environment and 

the socioemotional benefits of dancing in this way.  For this reason, community dance 

programme participants are potentially provided rich opportunities for social learning.  If 

realised, participants use and learn to use their bodies as a means of self-understanding 

and self-expression, might learn how to creatively collaborate with one another, and could 

learn how to initiate and build relationships with peers and others that come from different 

cultures, schools, and social groups.  All of this may contribute to changes in perceptions 

about oneself, relationships to others, and one’s pro-social skills.  Below I further discuss 

how I use the CoP framework, and later in sections 2.6.2 – 2.6.4, I discuss how I use 
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supplemental concepts (David Kolb’s experiential learning cycle, self-efficacy theory, and 

embodied learning) to explore how and why these changes may or may not occur.   

2.6.1.3 Communities of Practice as a theoretical and conceptual framework 

 
The CoP framework suits my PhD because it provides a structure through which to 

explore social and emotional learning in a community-based programme.  This allows for 

inclusion of other concepts and theories that can more specifically explain how social 

interactions and dancing contribute to SEL.  Within my framework I focus on key 

foundational concepts of CoP theory.  Communities of practice theory in its entirety has 

various concepts and components that seek to explain social learning, however I focus on 

specific elements most pertinent to the structure and context of the programmes and 

activities of my participants.  My theoretical framework centres on the three foundational 

components of CoP (domain, community, and practice) and legitimate peripheral 

participation because of the programmes’ shared activity (dance), their focus on 

community and social well-being, the community setting of the dance classes, and the 

interactions that take place within them.  

2.6.1.4 Foundational Components of CoP: Domain, Community, and Practice 

 
Put simply, 'Communities of practice are groups of people who share a concern or a 

passion for something they do and learn how to do it better as they interact regularly.'  

(Wenger-Trayner and Wenger-Trayner, 2015, p. 1).  This describes the natural and social 

way individuals learn in groups when participating in an activity of shared interest.  There 

are three foundational components to communities of practice theory: domain, community, 

and practice. The domain is the shared interest of the group and assumed commitment to 

this interest (in my PhD this is dance).  According to the theory, this commitment gives the 

group an identity which gives participants a sense of purpose.  Within CoP theory, 

community refers to the interactions between members as they participate in activities of 

shared interest.  In my PhD this occurs in the dance classes.  Community is vital to 
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learning because it is where members interact with and learn from one another and where 

relationships are forged.  Within community, the theory suggests that members not only 

learn about the shared activity, but they may also build relationships, trust, value, and 

respect for one another.  Finally, practice is the set of tools, resources, ideas, and 

information developed, shared, and maintained by the group (in my PhD these are dance 

movements, pedagogical approaches, and group dynamics).  Theoretically, participants 

collectively develop resources and abilities (practice) to effectively take part in the domain 

(shared activity) through what the authors call legitimate peripheral participation.   

 
2.6.1.5 Situated learning and legitimate peripheral participation 

 
A fundamental claim of CoP theory is that learning happens or is ‘situated’ in a specific 

social and physical context.  Lave and Wenger (1991) argue that within this context, social 

learning occurs throughout the process of becoming fully participating members of a 

community.  This happens through interactions between 'old-timers' and 'newcomers' or 

more experienced community members and members with little or no experience in the 

community of practice.  The newcomer’s '…intention to learn are engaged and the 

meaning of learning is configured through the process of becoming a full participant in a 

sociocultural practice.' (Lave and Wenger, 1991, p. 29).  In other words, newcomers are 

participating with the intention to learn about the shared activity.  As they participate, they 

also engage in the process of learning the sociocultural norms and practices of the 

community and this shapes how individuals ascribe meaning to what they are learning.  

The author’s call this entire process legitimate peripheral participation and suggest that 

this is how newcomers gain more knowledge and become full members of the community.  

They argue that as newcomers learn more and ascribe more meaning to their 

experiences, their skills and sense of belonging increase, and they become fully 

participating community members.  In my PhD, the specific context is the community 

dance class, the old-timers might be the dance teachers and facilitators, and the 

newcomers are the young participants who learn dance and other sociocultural practices 
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of the group.  Hypothetically, youth participate in peripheral ways at first and as they 

interact more within the community dance classes, their dance abilities increase along 

with their abilities to socialize and transform how they feel about themselves.  In the 

upcoming analysis chapters I discuss how each component plays out in community dance 

classes, and how participants (may or may not) experience socio-emotional learning 

through legitimate peripheral participation.  I continue this chapter with a discussion of 

how I tailor CoP to support my research.   

2.6.1.6 My approach to CoP 

 
The three previously described components of CoP theory are relevant to the way 

community dance participants learn, however each component might function differently in 

my PhD.  First, the authors make a clear distinction between community and practice, 

however these two components may not be as distinct when observing and examining 

participant experiences in community dance programmes.  Community and practice are 

both cultivated in these programmes.  Participants and facilitators cultivate community by 

coming together to learn how to dance, express themselves, and build relationships.  

They cultivate practice by creating dance works and developing ways of collaborating and 

engaging with one another.  However, these activities are intertwined and inform each 

other.  Working collaboratively to create and learn dance works, builds community as well 

as practice.  This is perhaps because community dance programmes function to provide 

dance opportunities in an inclusive collaborative way, which can cultivate both community 

and practice.  Additionally, practice and domain might overlap, as the dance activity (the 

shared interest) is something that is also created and practiced by participants.  In my 

PhD, practice is more related to the processes of learning and making dance and building 

relationships, rather than sharing and maintaining information or resources.  Additionally, I 

propose that these three components lead to learning outcomes, which is not 

conventionally a part of the CoP theory.  
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The other concept of CoP theory I focus on is legitimate peripheral participation (LPP).  

LPP is the process through which new community members become knowledgeable and 

skilful by gradually increasing participation as they learn the social and cultural practices 

of a community (Lave and Wenger, 1991).  This concept generally applies to my research 

in accordance with the definition and functionality described by the authors.  However, the 

specific process of legitimate peripheral participation may function slightly differently in my 

PhD.  The boundaries between newcomers and old-timers might not be as stark as the 

theory suggests.  Roles of teachers and young participants are distinctly boundaried, but 

some of the young people may also take on the role of old-timer in some situations.  

Some of the young people that are slightly older or have been a part of the programmes 

for longer will have more knowledge about the domain and sociocultural norms of the 

group and might have more advanced social skills.  In this case, some of the participants 

might function more like old-timers, as the less experienced or younger participants would 

be learning from their more experienced counterparts.  Put another way, the level of 

‘expertise’ of community members may exist along a continuum, where some newcomers 

can also function like old-timers who guide some of the younger or less experienced 

newcomers. 

 

2.6.1.7 Criticism and limitations of CoP theory  

  
The communities of practice theory does not acknowledge the role power plays in the 

process of becoming a fully participating member of community.  In a community of 

practice there may be differences in power between members.  Those with more power 

may have more control over what happens in the community, and this may influence who 

is able to get to the centre of community and who remains in the periphery (Roberts, 

2006; Hoskins, Janmaat and Villalba, 2012).  These differing levels of participation may 

then impact the degree of SEL that takes place.  Within the context of community dance 

programmes there may be an imbalance of power between young people and adult 
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teachers and facilitators where the young people may have less influence on the 

development of community than the adults.  For example, teachers in leadership roles 

may be inflexible with how they run a class, they may not be receptive to suggestions from 

young people, or they may favour some young people over others.  Interactions between 

youth may be more equal, but it is possible that peer-based power differences in the form 

of cliques may emerge as well.  Should any of these or other imbalances in power 

transpire, some young people may challenge these dynamics and make attempts to 

assert themselves.  Through my observations of dance classes, these types of dynamics, 

and responses to them, will be identified and scrutinized to determine if and how they 

impact participant experiences and SEL outcomes. 

 
Communities of practice theory and social learning theories overall, generally do not focus 

on the role of the body in social interactions, how meaning attributed to our bodies and 

movement relates to how we navigate from peripheral participant to full community 

member, or how the body and movement impacts learning.  Even in relation to the main 

components, the theory does not consider use of the body or movement and the role they 

play in shared activities (domain), group dynamics (community), knowledge production 

and maintenance (practice), and subsequent social learning.  In the previously cited issue 

of Western Folkore, Rebecca Sachs Norris argues that communal bodily practices and 

bodily knowledge (as opposed to egoic identity and knowing) can enhance the sense of 

community and connection to others in folk dance communities (2001).  This may or may 

not be the case within community dance classes.  It is my aim to identify communal bodily 

practices that enhance connections between participants.  Interview and focus group data 

will also be used to potentially ground theory on the roles dance, movement, and bodily 

experiences may play in community interactions and subsequent socio-emotional 

learning.  Further discussion of my approach to grounding theory on the role of dance and 

the body in social and emotional learning appears in section 2.6.4.1.  
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2.6.2 Bandura’s social cognitive theory on self-efficacy 

 
Within the CoP framework I also include Albert Bandura’s social cognitive theory on self-

efficacy to potentially explain the ways social experiences within a community may impact 

social learning, particularly social self-efficacy.  Like CoP, Bandura’s social cognitive 

theory recognises the influence of the social environment on learning and behaviour 

(Bandura, 1986).  Social cognitive theory also emphasizes the importance and 

interconnection of behaviours, internal factors like emotions, beliefs, and cognitive 

processes, and external factors like the environment and exchanges with other people 

(Bandura, 1986; Bandura, 2001).  As a part of social cognitive theory, Bandura theorises 

that a person’s beliefs about their abilities – their self-efficacy – are altered by four types 

of experiences (Bandura, 1997).  Specific self-efficacies like social self-efficacy – a 

person’s beliefs about their ability to engage in social interactions for initiating and 

maintaining relationships  (Bandura, 1997; Bandura et al., 1999) – can be developed and 

enhanced by these four types of experiences.  The first is mastery experiences or past 

successes engaging in an activity.  The second is vicarious experience or watching others 

similar to oneself successfully perform an activity.  The third is social persuasion – 

significant others like teachers, peers, and family giving verbal encouragement and 

appraisal of one’s performance in an activity.  The fourth way is through intervention of 

emotional arousal/feedback to minimise negative emotional states and develop more 

accurate interpretations of experiences felt through the body (Bandura, 1997; Bandura et 

al., 1999; Bussey and Bandura, 1999).  In the context of this study, increased social self-

efficacy could come about if participants had positive social interactions and made 

friendships with others (mastery experiences), saw others doing so (vicarious 

experiences), received positive feedback for doing so (social persuasion), and/or 

experienced changes in how they interpreted or expressed emotional states while 

engaging with others (emotional arousal/feedback) in the community dance activity.  In my 

PhD, I draw from observations, focus group, and interview data to examine if and how 
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these types of experiences occur in the community dance environment, and explore the 

ways they may impact participants’ perspectives on their social abilities.   

2.6.3 David Kolb’s experiential learning cycle 

 
I propose that interactions between newcomers and old-timers (participants and teachers 

or more and less experienced participants) and experiences that can enhance self-

efficacy are the avenues through which social learning occurs in community dance 

classes.  Legitimate peripheral participation describes how social structures and 

relationships within a community setting may influence social learning.  Bandura’s theory 

of social self-efficacy describes how social experiences within a community setting 

(mastery experiences, vicarious experiences, verbal persuasion, and emotional 

arousal/feedback) may influence individuals’ confidence in their abilities to initiate and 

engage in social relationships.  To explain how learning may be happening on the 

individual level, another theory needs to be included within the CoP framework.  Another 

social learning theory, David Kolb’s experiential learning cycle, might more specifically 

explain how learning is happening within the individual as they engage in social 

interactions.  The experiential learning cycle has its origins in the works of John Dewey, 

Jean Piaget, Kurt Lewin, who theorized that learning occurs in cycles and involves the 

whole experience of the person or child as they interact with the environment (Kolb, 

2015).  Like CoP theory, Kolb’s experiential learning cycle is based on the assumption 

that we also learn by doing (not just by acquiring and memorizing information) and that 

learning is an ongoing process.  Theoretically, individuals make sense of and learn from 

their interactions with people and environments by grasping and transforming experiences 

into learning.  The theory proposes that there are four ways these processes occur: 

concrete experiences (CE), reflective observations (RO), abstract conceptualisations 

(AC), and active experimentation (AE) (see Figure 2.1).  The author suggests that the 

learning cycle is ongoing and does not necessarily start or end at any particular stage, as:
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This process is portrayed as an idealized learning cycle or spiral where the learner 
'touches all bases’ – experiencing (CE), reflecting (RO), thinking (AC), and acting 
(AE) – in a recursive process that is sensitive to the learning situation and what is 
being learned.       (Kolb, 2015, p. 51).   
 

Kolb also acknowledges that individuals may have different learning styles that favour 

certain processes over others, though ideally, the learner goes through all processes.  

They might make attempts to grasp a new tangible experience or concrete experience 

(CE).  From here, the learner might make reflective observations (RO) on the new 

experience, meaning they think about it and can observe it from many perspectives.  This 

process is a way of transforming the experience into learning.  The learner might also 

make abstract conceptualisations (AC) to further grasp the experience by thinking more 

deeply about it and then formulating an idea or theory about the experience.  These 

abstract conceptualisations then inform active experimentation (AE), when the learner 

makes further transformations, puts the new information into practice, and tries new ways 

of thinking or approaching an activity.   

Figure 2.1 - David Kolb's Experiential Learning Cycle (Kolb, 2015)  
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2.6.3.1 My approach to Kolb’s Experiential Learning Cycle 

The above processes are relevant to both SEL and learning dance movement.  In the 

community dance classes, participants are interacting with people from different age 

groups, backgrounds, schools, etc.  I hypothesize that these interactions can be seen as 

concrete experiences young people make reflective observations on, to assess how they 

and others interact with one another and navigate the social environment of the 

community dance class.  They then hypothetically make abstract conceptualisations and 

engage in active experimentation to figure out new ways of perceiving themselves and 

others and new approaches to making friends and having successful social interactions. I 

propose that a similar process takes place when they are being taught new dance styles, 

picking up choreography, and discovering ways of expressing themselves through 

movement (i.e. engaging in the dance activity).   

 
These dance activities are concrete experiences that young people first visually observe 

via instruction and then reflect upon to assess their own ability to capture and portray the 

movement.  This exploration continues as the young person might make abstract 

conceptualisations about the movement they are trying to embody or create.  They may 

further actively experiment with new ways of moving to ‘perfect’ the movement and 

enhance their ability to physically express the movement and themselves.  I hypothesize 

that because they are managing their own reflective and holistic learning processes, 

participants discover new ideas and perspectives of themselves and others, and new 

ways of socialising and expressing themselves through dance.  Furthermore, I posit that 

the learning that takes place within community dance classes translates into positive 

changes in their self-esteem, social self-efficacy, and social and emotional strengths and 

difficulties. 

 
In my PhD, I focus primarily on the CE, RO, and AE processes of the learning cycle and 

less on AC because the three former processes are more observable to me as the 
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researcher.  To examine the AC process of SEL and learning dance movement, I would 

have to know what participants are thinking as they take part in the dance activity.  Since 

this is not practical in the community dance environment, I draw from interview and focus 

group data where participants share thoughts that could be evidence of their abstract 

conceptualisations, however this will not be a central focus of my analysis.  In the 

upcoming analysis chapters I explore if and how learning processes occur among 

underprivileged ethnic minority youth in community dance classes and if the experiential 

learning cycle explains changes in their socioemotional abilities. 

2.6.3.2 Considerations for using Kolb’s Experiential Learning Cycle 

 
Like my approach to using CoP theory, I focus on a specific element of Kolb’s experiential 

learning theory, the learning cycle.  The larger theory seeks to explain learning styles 

(personal differences in ways of learning), knowledge creation (structure and formation of 

knowledge), and development (maturation and developmental achievements), and how 

they relate to experiential learning  (Kolb, 2015).  While these concepts are relevant to 

experiential learning in general, the learning cycle is the most relevant to my examination 

of individuals’ transformation of ideas about themselves and their social abilities, and 

therefore fits nicely within my communities of practice theoretical framework (Kolb, 2015).  

I am aware that the author points out that, taken out of context of the larger theory of 

experiential learning, the learning cycle can be misunderstood (Kolb, 2015).  I use the 

learning cycle as it is defined by the founder to explore how participants may be learning 

as they experience the dance activity and interactions with other community members, 

and I make no claims about the validity of the larger experiential learning theory.  

However, in instances where the cycle may have been taken out of context of the larger 

theory, critics have claimed that the experiential learning cycle is an oversimplification of 

learning (Seaman, 2008) and that it is cognitivist and separates the learner from the 

environment (Fenwick, Tara J., 2000).  One of the more common and perhaps well-

founded criticisms of the experiential learning cycle is that it is too ‘psychological and 
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individualistic’ (Kolb, 2015, p. 52) and ignores the social and cultural context of the learner 

(Hopkins, 1993; Fenwick, 2000; Michelson, 1997; Reynolds, 1997; Seaman, 2008).  The 

theory does focus primarily on the individual learner’s experience, while CoP theory by 

definition and design places emphasis on the sociocultural context in which learning takes 

place.  I include Kolb’s learning cycle theory within the framework of communities of 

practice because the two theories could work well together in my analysis of the 

participants’ experiences of SEL within the context of a community dance class setting.   

2.6.3.3 Situated and experiential learning theories and the body 

 
The previously discussed learning theories explore social and psychological processes 

that underpin how we learn, however like most psychological and sociological theories on 

learning, they pay minimal attention to or completely overlook the role of the body (Stolz, 

2015).  In general, discussions of the body and bodily experiences are surprisingly absent 

from the literature on situated and experiential learning theories (Michelson, 1998; 

Fenwick, 2003), even though they are grounded in experiences lived through the body.  

These authors, and others, attribute this to Cartesian mind/body dualism – the rejection of 

the body in favour of the mind as the primary agent of knowing that is at the ontological 

roots of western (Euro-American) approaches to understanding knowledge and learning.  

Elana Michelson (1998) identifies such dualisms underpinning experiential learning when 

she claims that precepts central to these theories ‘…reflection/experience, 

knowledge/skill, and theory/practice – are all versions of the mind/body split and the 

privilege of mind over body’ (Michelson,1998, p. 218).  This speaks to the paradox at the 

centre of experiential learning theories that acknowledge the importance of the senses 

and lived experiences, implying the importance of the body to learning, yet rely on 

‘…empiricist rules of evidence based on transcendence of social location and bodily 

specificity’ (Michelson,1998, p. 218).  And that current practices '… deny the 

connectedness of the knowledge to the body and thus lose sight of knowledge as a 

product of corporeally and emotionally grounded human life.' (Michelson,1998, p. 218).  In 
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concert, Steven Stolz concludes that 'subsequently, the problem with such psychological 

approaches to learning is that they are disconnected from the integral role embodiment 

plays in how we perceive ourselves, other persons, and other things in the world' (Stolz, 

2015, p. 477).  This inherently limits the utility of experience-based learning theories in 

efforts to understand how dance or other body-based practices relate to learning and 

knowing.  For this reason, I include embodied learning in my theoretical framework.   

  
2.6.4 Embodied learning 

 
Embodied learning emerges from some of the same psychological and sociological 

schools of thought as communities of practice and the experiential learning cycle, for it is 

still inherently a type of situated learning predicated on experiences of the body in certain 

contexts (Wilson, 2002).  Experiential and sensorimotor learning theories of Dewey 

(1998), Piaget (1952), and Vygotsky (1978) lie at its roots, but embodied learning is an 

approach to learning that centres the body and bodily experiences as a source of 

knowledge construction and transformation of beliefs and attitudes (Freiler, 2008).  Across 

the literature, this foundational definition is consistent across all approaches to embodied 

learning, but there are various discourses on how embodied learning functions as a way 

of knowing.  Some approaches emphasize the cognitive aspects of embodied learning, 

particularly how we use imagery of our bodies to spatially relate to objects and navigate 

environments and how we neurologically make sense of the world through our bodies 

(Lakoff, Johnson and Books, 1999).  Other approaches have a more philosophical or 

existential focus on how the accultured or socialized body experiences the world instead 

of viewing the body as a means of sensation, perception, or cognition  (Weiss and Haber, 

1999).   

 
2.6.4.1 My approach to embodied learning 

 
I attempt to use another approach that conceptualizes embodied learning as a way to 

holistically construct knowledge using the mind and body to explore how dance affects 
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socioemotional learning in young people.  Like the approach described by Tammy Freiler 

(2008), my attempted approach to embodied learning acknowledges the mind and body 

as interconnected ways of receiving and processing information, and that learning can 

arise from both objective and subjective experiences.  In the context of community dance 

programmes, objective knowledge construction could result from external experiences of 

receiving instruction from dance teachers or observing and adopting pro-social behaviours 

of peers.  Subjective ways of constructing knowledge could come from the young person 

reflecting on their personal feelings, thoughts about their experiences in dance classes, 

and knowing/learning through the body.  So theoretically, as the young person takes part 

in the dance activity, they engage both the mind and body as they learn new ways of 

seeing themselves and others through objective and subjective experiences. 

 
My approach is not based on one specific theory of embodied learning, for theories on 

embodied social and emotional learning among non-clinical populations are still emerging 

and do not have a strong presence in other dance studies.  Dance Movement 

Psychotherapy (DMP) research references embodiment theories that may explain how 

DMP impacts various aspects of social and emotional well-being.  In fact, some of these 

studies have very promising findings, however DMP is a therapeutic practice predicated 

on a collection of interrelated embodiment, psychoanalytic, neurological, and 

developmental psychology theories (Payne, 2017).  The various theoretical principles and 

associated psychotherapeutic techniques used in DMP are heavily intertwined, so it is 

unfeasible to separate specific embodiment practices from other psychotherapeutic 

practices and therefore associate any individual theory to the overall effects of DMP.  

Also, DMP is delivered in particular ways in accordance with the standards and 

regulations of various regulatory bodies, (ADMP UK, 2019) which organisations providing 

community dance opportunities do not do since they are not therapeutically based, and 

community dance artists are not therapists or clinicians.  For these reasons, and to stay in 

accord with my aim to develop evidence about community dance as a support for non-
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clinical populations of ethnic minority youth, I do not incorporate DMP theories or literature 

on DMP into my PhD. 

 
Studies that have explored the socioemotional benefits of dance do not reference specific 

embodiment theories centric to their findings, including all of the studies discussed above 

in section 2.2.  Even studies that found that dance led to improvements in socioemotional 

states and increased socioemotional skills do not indicate specific embodied learning or 

related theories that might explain how or why dancing leads to such changes.  

Researchers agree that there is a need for development and exploration of embodied 

learning in dance research (Ross, 2000; Nikitina, 2003; Anttila, 2018), other disciplines 

(Michelson, 1998; Tisdell, 2003), and the theoretical landscape of embodied learning in 

general (Freiler, 2008).  Freiler specifically suggests that ‘…the body as a site of learning 

need[s] to be seen in conjunction with the sociocultural influences and social processes in 

effect through experiential engagement’ (p. 44).  For these reasons, I am attempting to 

use the above-mentioned approach to ground my own theory of how embodied social and 

emotional learning may occur in underprivileged ethnic minority youth in community dance 

programmes. Specifically, I intend to draw from observed body movements, gestures, 

social interactions, and personal expressions from focus groups and interviews and apply 

a critical realist method of exploring phenomena and their meaning from preconceived 

concepts and categories (Oliver, 2012) to identify possible ways participants’ bodily 

experiences are connected to social and emotional learning.   

 
2.7 Summary of the theoretical & conceptual framework: Theory of Change 

 
Communities of practice theory is the overarching framework through which I use 

supporting concepts and theories (legitimate peripheral participation, self-efficacy, 

experiential learning cycles, and embodied learning) to explore SEL in community dance 

programmes (see Figure 2.2).  I theorize that community dance programmes function as 

and form a community of practice through which participants engage in social learning.  
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CoP members (young people and practitioners) all have a vested interested in dance, 

particularly learning to dance, creating dance movements, expressing themselves through 

dance, watching others dance, performing for their family and friends, and building 

community.  This shared interest (domain) might compel the group to participate in dance 

classes, and within these classes, community could form, and practice might develop.  

Community and practice might come about through interactions between young people 

and other community members as they dance and negotiate meaning of the interactions 

between 'newcomers' and 'old-timers' (legitimate peripheral participation).  Participating in 

dance activities, social interactions, and social negotiations may serve as mastery 

experiences that enhance their social learning skills as they build practice and form 

community in the dance classes.  Through these experiences, theoretically, they are also 

simultaneously engaging in cyclical and reflective learning processes – specifically, 

experiential learning cycles and embodied learning.  Participants might learn by having 

new (concrete) experiences, making reflective observations about the experience, 

creating ideas and theories about the experience, and trying out new ways of thinking or 

behaving (active experimentation).  At the same time, they are using their bodies to 

interpret dance teachers’ movements, mannerisms, and gestures, and possibly observing 

and adopting positive or negative social behaviours of their peers.  They may also be 

having their own internal, subjective emotional experiences as they engage in the dance 

activity.  Altogether, I theorize that community dance programmes function as 

communities of practice wherein, through legitimate peripheral participation, experiential 

learning cycles, and embodied learning, ethnic minority youth gain self-esteem, social 

self-efficacy, social strengths, and improvements in social and emotional strengths and 

difficulties.  
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Figure 2.2 - Theory of Change 

 

 

 

 

 

 

 

 

In subsequent analysis chapters, I examine if and how CoP, self-efficacy theory, learning 

cycles, and grounded embodiment theory, explain SEL among community dance 

participants.  Specifically, I triangulate data on participant experiences gathered from 

focus groups, interviews, and observations, and quantitative scale data to see if 

participating in community dance improves self-esteem, social self-efficacy, and social 

strengths and difficulties for underprivileged ethnic minority youth.   

Domain 
(entry point)
Participants have a 
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•Learning to dance
•Creating dance 
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•Expressing oneself 

through dance
•Performing for 

family and friends
•Making new friends
•Building community

Community 
(where learning occurs)
Participants engage in:

•Interactions & negotiations 
(experiential learning) 
•Newcomers and old-timers 

build relationships (legitimate 
peripheral participation)

•Mastery experience, vicarious 
experience, verbal 
persuasion, emotional 
feedback 

•Concrete experiences
•Reflective observations
•Active experimentation
•Dance movements & gestures 

(embodied learning)
•Watching others dance 

(embodied learning)
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(what is created)
Participants produce: 

•Original and 
interpreted 
choreography 
(embodied learning)

•Group dance 
performance 
(embodied learning)

•Structure & flow of 
the classes

Outcomes (observable changes) 

Participants potentially experience: 

• Changes in how confident they are with others (social self-efficacy) 
• Changes in how they engage with others (social strengths & 

difficulties) 
• Changes in emotional experiences (emotional difficulties) 
• Changes in ideas about themselves (self-esteem) 
• Changes in emotional experiences (emotional difficulties) 
• Changes in how confident they are with others (social self-efficacy) 
• Changes in how they engage with others (social strengths & 

difficulties) 
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2.8 Chapter Two conclusion 

 
I began this chapter with a review and critique of the literature on community and 

recreational dance, its impact on young people in general, and discuss the gaps in the 

research, particularly for ethnic minority populations.  I provide a snapshot of social issues 

relevant to underprivileged ethnic minority youth in deprived areas and how they relate to 

socioemotional attributes.  I define and discuss the principles and practices of community 

dance and its impact.  I also present my theoretical and conceptual approach to 

examining the impact of community dance on SEL traits of underprivileged ethnic minority 

youth.   

 
In sections 2.2 - 2.3.4, I establish that there is very little robust research looking at 

socioemotional benefits of dance, and no known research focused on underprivileged 

ethnic minority youth in the UK.  There is a limited amount of dance research on the social 

and emotional impact of dance on young people without physical, cognitive, or 

psychological disabilities.  Much of the research focuses on physical benefits of dance 

and are in school settings, rather than in communities.  Some studies included measures 

on socioemotional outcomes, while others focused on them more distinctly.  Though study 

designs ranged from random controlled trials to purely observational and qualitative, most 

studies found that dance had a positive socioemotional impact.  Two quantitative studies 

found significant improvements in self-esteem.  Other quantitative and mixed methods 

studies found significant improvements in belonging and social networks, emotional 

symptoms, and dance self-efficacy (ability).  The few studies that found no changes in 

self-esteem or self-efficacy focused primarily on physical effects of dance, had small 

sample sizes, attendance issues, and other operational issues.  There also may have 

been issues with the assessment instruments used to measure self-esteem.  The 

robustness of study designs varied greatly, but perhaps the most compelling results came 

from the quasi-experimental studies and the few mixed methods studies.  No known 

studies in the UK reported the socioeconomic or demographic characteristics of 
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participants, and the majority of other studies either provided vague demographic data or 

none at all.  Only three studies focused on ethnic minority populations.  These three 

studies did not have robust designs, but each found that dance had a positive impact on 

either self-esteem, social belonging, positive mood, cultural learning, or dance self-

efficacy (perceived improvements in dance ability).  No known studies have used the 

Strengths and Difficulties Questionnaire (SDQ) to assess the effect of dance on social and 

emotional difficulties and development of prosocial behaviours – my study will be the first.  

Throughout the literature there is evidence to support the claim that community dance can 

positively impact social and emotional learning, but there is a need for further research.  

Particularly, there is a need for research that integrates the methods and designs from the 

strongest studies that took place in community settings and used rigorous study designs 

and robust mixed methods to examine socioemotional attributes. 

 
In section 2.4, I provided an overview of social issues affecting ethnic minority youth in 

deprived areas.  I discussed how ethnic minorities in deprived areas face a number of 

socioeconomic challenges that may have a negative impact on long-term social and 

emotional outcomes, but that community-based programmes, strong ethnic identities, and 

ties to community have been shown to serve as protective factors for young people.  

These programmes may protect their self-esteem and counter negative effects of 

experiences like othering and racial abuse, an offense that over 10,500 young people in 

England and Wales reported to police in 2017-2018.  Such negative experiences often 

leave ethnic minority young people feeling isolated and socially excluded which may lead 

to even more social and emotional difficulties. However, opportunities to build 

relationships and partake in activities in more inclusive environments may help moderate 

the negative effects of being and feeling excluded in other settings, hence the potential 

efficacy of community dance to support underprivileged ethnic minority young people’s 

self-esteem, confidence, and ability to deal with social difficulties.    
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In section 2.5, I discussed community dance, its impact on different populations, and 

some approaches to inclusion used in community dance.  I discussed the values that 

inform community dance practices and how they have been shown to positively impact 

many different groups of people.  Also discussed are the ways community dance 

participation has been linked with improved psycho-social and emotional traits of people 

with cognitive and physical disabilities, people with complex neurological disorders, 

marginalized groups, young people with psychological and behavioural issues, and the 

elderly.  Much of this positive impact comes about because of inclusive entry points and 

inclusive practices, all of which increase opportunities, enhance creativity, enable 

collaboration, and maximize contributions of participants.  Combined, these experiences 

could influence and possibly improve self-concepts and social functioning of ethnic 

minority youth in deprived areas.   

 
In section 2.6, I present my theoretical and conceptual approach to examining community 

dance and social and emotional learning.  I propose that community dance programmes 

may function like communities of practice wherein participants engage in a shared activity, 

may learn to dance, and may learn how to relate to others through informal social 

interactions in a community setting.  Further, I propose that the learning that may occur in 

community dance programmes could be described through the framework of communities 

of practice – a framework through which social learning can be explored.  The 

communities of practice (CoP) model supports other concepts that may help describe how 

social learning occurs in community dance programmes.  I referenced previous dance 

research that has used CoP to explore community formation and found that the social 

dynamics within communities cultivated learning and knowledge that extended beyond the 

dance activity itself.  I concluded that all this makes CoP a viable and constructive model 

to use to answer my research questions, particularly if I focus on the components of CoP 

theory that align with the structure, focus, and function of community dance programmes - 

domain, community, practice, and legitimate peripheral participation.  I hypothesize that a 
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community of practice forms in the community dance programmes, and these components 

are the structures that support and facilitate SEL.  I include Bandura’s social cognitive 

theory on self-efficacy which may explain how experiences in social settings may impact 

individuals’ confidence in their ability to engage in social relationships.  I also employ 

David Kolb’s experiential learning cycle which may explain how individuals learn from 

social interactions, transform self-beliefs and perspectives, and learn ways of interpreting 

and expressing dance movements.  Theoretically, individuals make sense of and learn 

from social interactions and dance exercises through grasping and transforming 

experiences.  They may grasp experiences by having concrete experiences and making 

abstract conceptualisations about them, and they may transform the experiences into 

learning by making reflective observations and acting on reflections through active 

experimentation. 

I argue that these social, reflective, and holistic processes help participants to express 

themselves through dance and gain new perspectives; all of which increases self-esteem, 

social self-efficacy, and their abilities to overcome social difficulties.  I also argue that 

these experiential learning theories overlook the role of the body in learning, so they 

cannot explain how dance or using the body relates to learning.  For this reason, I attempt 

to ground my own theory based on a conceptualization of embodied learning that 

acknowledges the interconnection of mind and body as participants engage in objective 

experiences like observing others and subjective experiences like reflection on their 

personal thoughts and feelings.  Specifically, I identify ways in which participants’ body 

movements, gestures, social interactions, and reported personal and bodily experiences 

connect to social and emotional learning.  I concluded this section with a summary of all 

theories and concepts I use and proposed how community dance impacts SEL in 

underprivileged ethnic minority youth.  In the next chapter, I discuss the methodological 

approaches to how I go about investigating this in my PhD.  
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Chapter 3: Methodological Approaches 

 
3.1 Introduction 

 
In this chapter I present the methodological rationale and philosophical underpinnings of 

my research, along with the study design and research methods.  I first discuss the 

political impetus for using mixed methods and attempting to use a random control design 

to draw a causal link between dance and social and emotional learning (SEL) of ethnic 

minority youth who live in deprived areas.  I continue with the axiological basis of my 

research methods and the ontological and epistemological approaches underlining them. I 

present my study aims and research questions and set out the overall design for 

answering them.  I then discuss the components of my overall research design, including 

how the dance programmes were chosen, the intended recruitment and random allocation 

strategy, and the backup quasi-experimental design used in the study.  Next, I provide a 

description of the participants involved in this study.  This is followed by overviews of 

qualitative and quantitative methods of data collection and analysis.  The chapter closes 

with ethical implications of the methods used and the chapter conclusion. 

 
3.2 Methodological rationale: political impetus  

 
Public and private funders increasingly endorse evidence-based practices in social 

programming and arts programming (Amann, 2000; Arts Council England, 2014; BOP 

Consulting, 2017).  Funding for, and therefore the existence of, arts- and community-

based programmes has become more and more dependent on organisations’ abilities to 

evaluate and demonstrate their impact.  Policymakers and other decision makers often 

turn to evidence-based practices to decide how funds are allocated and if interventions 

are worthy of implementation (Amann, 2000).  Within the hierarchy of evidence-based 

practice, random control trials (RCTs), experimental and quantitative methods are 

considered the most reliable and scientifically sound in demonstrating the effectiveness of 

interventions, and therefore are preferred over observational or qualitative methods 
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(Nutley, Powell and Davies, 2013).  Exemplary qualitative studies in dance research are 

plentiful, however these methodologies do not pass muster in the evidence hierarchy.  

Without the rigorous methods of quantitative RCTs, it is difficult to determine the extent to 

which dance makes a measurable and significant impact on underprivileged ethnic 

minority youth.  While there is much criticism of whether this hierarchy should be applied 

to social and arts policies (Belfiore and Bennett, 2010; Galloway, 2009), the fact remains 

that unless they produce research that meets these standards, community-based arts 

programmes are not able to demonstrate their impact, and as a result, are overlooked and 

considered less valuable. 

 
As discussed in the literature review, there is a significant gap in dance research using 

experimental designs, quantitative or mixed methodologies, and therefore a lack of a 

healthy body of information for policymakers and decision makers to draw from (Arts 

Council England, 2014).  In The Politics of Evidence-Based Policy Making, Paul Cairney 

(2016) presents well-informed policy-making (or ‘comprehensive rationality’) as an ideal, 

rather than a reality.  In practice, policymakers often have to make decisions with limited 

information and limited means to process information, what Cairney calls ‘bounded 

rationality’.  As a result, decision-makers often turn to synthesised evidence, and as 

Dixon-Woods et al. (2005) point out, these synthesised sources often overlook qualitative 

evidence in favour of quantitative forms of evidence.  Whether policymakers achieve the 

ideal and make decisions with comprehensive rationality or (more likely) make decisions 

in bounded rationality, they are not equipped to consider dance as a viable social 

intervention.  Dance research that demonstrates positive impact using preferred forms of 

evidence is absent from both scenarios. This negatively impacts community-based dance 

programmes that are reliant on the ever-decreasing pot of public arts funds (New Local 

Government Network, 2016). Without the ability to demonstrate generalizable impact in a 

manner that fits within the preferred evidence-based framework, these types of 

programmes often struggle to secure funding for continued operations.  In addition to the 



89 
 
 

need for programmes to increase evidence of impact, Arts Council England recognise the 

imperative for filling these gaps in arts research more broadly.  In 'The Value of Art and 

Culture to People and Society – an evidence review', they insist that: 

When we talk about the value of arts and culture, we should always start with the 
intrinsic – how arts and culture illuminate our inner lives and enrich our emotional 
world. This is what we cherish. But while we do not cherish arts and culture because 
of the impact on our social wellbeing and cohesion, our physical and mental health, 
our education system, our national status and our economy, they do confer these 
benefits and we need to show how important this is.  

We need to be able to show this on different scales – on individual, communal and 
national levels – so that we can raise awareness among the public, across the 
cultural, educational and political sectors, and among those who influence 
investment in both the public and private sectors. We need this information to help 
people think of our arts and culture for what they are: a strategic national resource. 
       (Arts Council England, 2014, p. 4)   

Arts Council England not only calls for more evidence of the impact of the arts, they ask 

for a specific focus on how the arts impact our inner selves, how important this impact is 

on social well-being, and to be able to demonstrate this impact across different 

populations and sectors.  Specifically, Arts Council England make an appeal for more 

research on different populations, namely children and people from varying socio-

economic backgrounds.  They also call for more arts research using randomised 

controlled trials, advanced quantitative analysis, and other methods to make causal links 

between arts participation and outcomes.  Finally, they ask for more UK-based arts 

research, as research using these ‘gold standard’ methods mainly come from institutions 

in the USA (Arts Council England, 2014).   

 
While I acknowledge the preference for and therefore value of quantitative research, I am 

not implying that these methods are superior to qualitative methods.  In fact, it is my 

position that both methods are equally necessary to gain a deeper understanding of the 

potential impact of dance on social and emotional learning of underprivileged ethnic 

minority youth. Experimental quantitative methods and the data resulting from them are 

useful for detecting and describing changes in variables, inferring causal effects, and 

extrapolating results to larger populations (Brown and Melamed, 1990).  While quantitative 
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methods do not necessarily produce universal results, research that employ them are 

accepted into broader academic and political paradigms. However, quantitative results 

alone may oversimplify phenomena, fall short of explaining the experiences of 

participants, and certainly cannot articulate meaning, value, or importance as expressed 

by dance programme participants (Castro et al., 2010).  Anna Pakes (2006) asserts that 

dance activities have a ‘qualitative feel’ that is not well-described, explained, or even 

grasped by purely scientific or physical terms, that the value comes through experiencing.  

Therefore, to fully capture all the potential impact of dance, personal and subjective 

experiences of programme participants should be explored using qualitative methods.  It 

is through these methods we are able to gain a deeper understanding of the quantitative 

results and examine why dance participation is or is not impactful.  Dixon-Woods et al.  

(2005, p. 52) recognize the political imperative for using a multitude of research methods, 

arguing that 'there is an urgent need for rigorous methods for synthesising evidence of 

diverse types generated by diverse methodologies. These methods are required to meet 

the needs of policy-makers and practitioners, who need to be able to benefit from the 

range of evidence available.'  It is for this reason and those outlined above that the current 

study seeks to fill the gap in mixed method experimental dance research on 

underprivileged ethnic minority young people. 

 
3.3 Axiology, ontology, and epistemology 
 

 
In addition to the practical and political rationales for this study’s design, there are also 

important values underpinning this research.  I believe it is necessary to acknowledge my 

worldview and the cultural value system that influences my research.  In 'African-Oriented 

and Euro-American-Oriented World Views: Research Methodologies and Economics', 

Vernon Dixon (1977) presents different worldviews that stem from differences in cultural 

values.  He argues that African Americans generally lean toward holistic epistemological 

and methodological approaches and use diunital (both-and) logic to seek union of 

opposites, while Euro-American epistemologies and methodologies focus on parts of a 
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whole, object measurement, and either-or logic.  Alongside Dixon’s work, Edwin Nichols 

argues that the same is true with respect to pedagogical approaches – African centred 

approaches being holistic and Euro-American being dichotomous (either-or) (1974).  

While I do not believe there is a hard line between culturally influenced worldviews, I do 

believe that as an African-American, my values, logic, and worldview are similar to what 

he proposes.  In particular, the desire to seek union of opposites has a strong influence on 

my research, and I value reconciliation of seemingly disparate principles: practicality and 

exploration, the fixed and the ephemeral, the quantitative and qualitative.  This comes 

through in the choice to be inclusive with my research practices and give equal value to 

different ways of knowing.  

 

In After Method, John Law (2004) discusses how Euro-American tendencies toward 

dualism - division of concepts into two opposing parts - has determined what methods are 

considered proper methods in social research, and what methods are not.  He argues that 

accepted methods are good at what they are set out to do, but 'they are badly adapted to 

the study of the ephemeral, the indefinite and the irregular' (Law, 2004, p. 4).  The ability 

to capture the sensorial and affective aspects of participants’ experiences may fall outside 

of these standard methods and might exist within ‘ephemeral’ or ‘indefinite’ realms.  

Hence, if non-standard methods are accepted, using them to investigate ephemeral or 

indefinite realms will not be deemed a failure of the research design.  Law suggests that 

Euro-American social research paradigms assume ‘definiteness’, the (questionable) 

assumption that if the knowledge around a topic is vague, fluid, or elusive, then the inquiry 

has failed rather than considering vagueness, fluidity, or elusiveness might be legitimate 

characteristics of the topic (2004, pp. 24 - 25).  The current inquiry simultaneously uses 

qualitative methods to delve into phenomena that might be more indefinite than definite 

and employs quantitative methods that may yield precise, valid, and reliable results, so 

that each enriches the other. 
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As both ‘ends’ of the methodological spectrum are being used, it is important that the 

philosophical underpinnings allow for and promote the use of quantitative and qualitative 

methods.  The term epistemological chasm has been used to describe the presumed gulf 

between quantitative and qualitative social research methods  (Olsen, 2004; Teddlie and 

Tashakkori, 2003; Walby, 2001).  The notion that they are incommensurable and cannot 

be integrated stems from their disparate ontological and epistemological origins  (Guba 

and Lincoln, 1994).  Positivism, the philosophical view that there is one external objective 

reality that can be observed and measured independent of the researcher’s beliefs, gave 

rise to quantitative experimental research.  Interpretivism/constructivism, the philosophical 

precursor to qualitative methods, suggests that reality is interpreted or constructed by the 

individual and hence there are many ways of knowing reality.  It is understandable why 

methods from these paradigms have been seen as diametrically opposed and 

incompatible  (Sarantakos, 2012; Silverman, 2006).  Others argue that quantitative and 

qualitative methods are more compatible and interrelated than they appear.   

 

Newman et al. (1998) propose that quantitative and qualitative methods lie on either end 

of the methodological spectrum and mixed methods rests in the middle.  Alan Bryman 

(1988) posits that quantitative tools and techniques always come about through qualitative 

processes like literature reviews and conceptual exploration, and therefore rest on a 

qualitative framework.  Both Bryman (2016) and John Creswell (2014) suggest that mixing 

methodologies can provide a more thorough understanding of a topic than each of these 

approaches can provide on their own, therefore enriching social research.  I agree that 

quantitative and qualitative methods exist along a spectrum of inquiry and that each are 

useful for investigating different facets of a phenomenon, and therefore endeavour to use 

mixed methods to gain a comprehensive understanding of the impact of dance on 

underprivileged ethnic minority youth.  
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Careful consideration has been given to which ontological and epistemological 

approaches are best suited for effectively using mixed methods to investigate the impact 

of dance on underprivileged ethnic minority youth.  Critical realism pioneered by Roy 

Bhaskar and later developed by Andrew Sayer, argues that observed phenomena are 

affected by how they are perceived but they also have a real existence that is not 

completely dependent on the researcher’s perspective (Collier, 1994; Sayer, 2000).  This 

alternative to positivism and interpretivism (or constructivism) is a hybrid philosophy that 

draws from both paradigms. Sayer claims that 'critical realism proposes a way of 

combining a modified naturalism with a recognition of the necessity of interpretive 

understanding of meaning in social life.', and that: 

…compared to positivism and interpretivism, critical realism endorses or is 
compatible with a relatively wide range of research methods, but it implies that the 
particular choices should depend on the nature of the object of study and what one 
wants to learn about it.  (Sayer, 2000, p. 19) 
 

Wendy Olsen further endorses the suitability of critical realism as a philosophical basis for 

mixed methods, for 'in the realist view, constructionism and empiricism are not adequate 

theories of what exists, but as bundles of techniques they can be utilized in a pragmatic 

and well-grounded way' (2004).  The current study’s design incorporates the necessity of 

methods that attempt to capture the more ephemeral and constructed experiences of 

participants and reflects the practical imperative to use methods derived from empiricist 

and positivist philosophies to make this research visible within the Euro-American 

framework of decision making and resource allocation.  My PhD will use both quantitative 

and qualitative methods to answer study research questions which are outlined below. 

 
3.4 Study aims & research questions   

Aims: 

1. To determine if community dance can support social and emotional learning and 

build the body of knowledge of the impact of dance on ethnic minority youth who 

live in deprived areas. 
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2. To build the body of knowledge on mixed-method dance research using advanced 

quantitative techniques and share knowledge on the challenges and best-practices 

of triangulating qualitative findings in dance research. 

3. To use a random control design to draw causal links between dance participation 

and social and emotional learning and share knowledge on the challenges and 

best-practices of implementing random controlled experiments in dance research.  

 

Research Questions: 

1. Does participating in a community-based dance programme improve interpersonal 

aspects of social and emotional learning for underprivileged ethnic minority youth? 

1.1. Does participating in a community-based dance programme improve social 

self-efficacy (confidence in one’s ability to initiate and sustain relationships)? 

1.2. Does participating in a community-based dance programme improve social 

strengths and difficulties (prosocial behaviours and peer relations)? 

1.3. Does participating in a community-based dance programme improve the 

ability to collaborate in dance classes? 

2. Does participating in a community-based dance programme improve intrapersonal 

aspects of social and emotional learning for underprivileged ethnic minority youth? 

2.1. Does participating in a community-based dance programme improve 

emotional difficulties?  

2.2. Does participating in a community-based structured dance programme 

improve ability to focus in dance classes? 

2.3. Does participating in a community-based dance programme improve self-

esteem? 
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3.5 Research design  
 

Experimental design in social research is a proven way of determining the effect a chosen 

factor has on a specified group (Jackson and Cox, 2013).  In their simplest form, 

experiments use repeated measurements of dependent variables to monitor the effect 

independent variables have on randomly selected samples in a controlled setting.  While it 

is often difficult to conduct pure experimental research in a social setting, close adherence 

to this tested method is needed to discern causality over correlation, or to determine the 

direct effects of specified factors on specified groups (Keppel, 1991).  As discussed in the 

literature review, the majority of youth dance research studies employ observational 

designs and other non-experimental designs.  While the results gleaned from these 

studies are valuable and highly informative, they cannot be stated as a direct result of 

dance participation nor can they be generalised to a larger population.  The overarching 

aim of this PhD is to draw a causal link between dance participation and SEL, so this 

requires control over as many conditions as possible.  Control, or isolation of variables 

and elimination of subject differences, is obtained by strategic design, administration, and 

randomisation (Keppel, 1991).  Each of these components were considered and a 

randomised wait-list controlled experiment was designed with careful deliberation of 

theoretical validity and practical feasibility.  A backup quasi-experimental study design 

was also prepared in case the random trial was unsuccessful.  In sections 3.5.2 – 3.5.4, I 

discuss both designs, how they were implemented, and which one was ultimately used in 

my PhD.  In the next section, I describe how programmes were selected to be in the 

study.   

 
3.5.1 Recruitment of dance programme and inclusion criteria for selection 

 

Instead of creating a new programme without an established community base, this study 

leveraged the work of existing community-based dance programmes.  A list of 

programmes that offered community-based dance classes for young people was compiled 
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through internet searches, information from OneDance UK and People Dancing: 

Foundation for Community Dance websites, and through networking with community 

dance practitioners and members of the People Dancing foundation.  Programme 

contacts were sent emails with a description of the study and criteria for participation.  To 

be included in the study, programmes were to offer high quality, low- or no-cost dance 

classes to youth aged between 11 and 16 years in London or other urban environments in 

the UK.  The programmes had to be community-oriented and situated in deprived areas 

and/or have established catchment areas in deprived neighbourhoods from which they 

recruit and enrol participants. To optimise participation of underprivileged youth, 

programmes were to have inclusive recruitment and enrolment procedures and not 

require previous dance training or a large fee for participation.  The programmes also had 

to be established and fully operational for at least one year so that any start up challenges 

were mostly worked out.  Classes were to be structured and facilitated by a trained 

practitioner of African, ballet, ballroom, classical Indian, contemporary, hip hop, jazz, tap, 

or other formalized dance techniques.  Programmes were to offer at least one class per 

week on a 10- to 12-week term-basis.  Programmes offering one-off or intermittent 

classes were excluded.  The administrative structure of programmes had to include one 

staff person available to be a liaison for study setup. Finally, programmes and any 

associated parent organisation were to, ideally, value the research, willingly collaborate to 

bolster successful completion of the study, and understood the value of research involving 

the target population. 

 
The target population of this study are young people between the ages of 11 and 16 

considered to be physiologically, cognitively, or psychologically healthy who identify as an 

ethnic minority (any non-white ethnicity) and reside in a deprived neighbourhood – an 

area with an Index of Multiple Deprivation that falls in the top 20% most deprived areas in 

England (Leeser, 2016).  According to a cross-reference of 2011 census data and the 

2015 English Indices of Deprivation, 44% of all black people and 33% of all Asian people 
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in England live in the 20% most deprived areas in the country (see Figure 3.1).  Since 

ethnic minorities are over-represented in these areas, only programmes that were situated 

in or served these areas were selected to ensure this target population was reached.   

 

The recruitment process took nine months wherein twenty-six programmes were 

contacted, and ultimately three programmes that satisfied the inclusion criteria were 

identified.  One programme subsequently did not have a liaison that could provide 

adequate support for coordinating meetings to discuss and implement research activities, 

so was ultimately not included in the study. Two programmes, whose names have been 

changed to DanceLondon and YouthDance for subject protection4, joined the study after 

being given informed consent (See Appendix 1).  They both agreed to commence study 

activities in September 2019.  Both programmes were eager to host the study but 

expressed trepidation of the random design.  While they appreciated the scientific value of 

a random control trial, they felt uncomfortable withholding opportunities for any interested 

youth to take part in classes.  They also did not want to harm the relationships they built 

 
4 Both programmes gave written consent to be named in publications, however I later made the 
choice to anonymize programme names and other identifying information to protect all involved 
parties. 
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Figure 3.1 - Percent of Entire Ethnic Group Population Living in the Top 
20% Most Deprived Areas in England, 2015

Source: Index of Multiple Deprivation and Domains of Deprivation, Office for National Statistics, 2018. 

Retrieved from: https://www.ethnicity-facts-figures.service.gov.uk/uk-population-by-
ethnicity/demographics/people-living-in-deprived-neighbourhoods/latest/downloads/imd-and-domains-
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with parents and potential participants by turning them away.  A randomised wait-list was 

proposed, but ultimately, it was not feasible given the programmes’ priorities to serve their 

communities and their desire to protect the relationships they already built with 

participants, parents of participants, and other community members.  Ultimately, the 

backup proxy design consisting of a convenience sample and matched control group 

described in section 3.5.4 was used in this study.  However, the next two sections lay out 

the original sample selection plan and randomisation strategy.   

3.5.2 Proposed random sample selection 
 

A random, representative sample is required to obtain population estimates and assess 

the accuracy of parameter estimates (Levy and Lemeshow, 2013), so a sampling plan that 

would get a large enough representative random sample that was feasible in a real-world 

context was drawn up.  Specifically, a single-stage cluster sampling design (Blair and 

Blair, 2015) was planned.  The proposed sampling frame was comprised of the catchment 

areas of the two community-based dance programmes.  A list of community centres local 

to the dance programme was drawn up and one community centre in the catchment area 

of each dance programme would then be randomly selected.  The randomly selected local 

community centre would serve as the central point of recruitment.  At the randomly 

selected community centre, the project would be explained to potential participants and 

consent forms would be given to all interested parties (see Appendices 1 – 3).  After 

parental/guardian consent forms were signed and returned, participants from each 

recruitment site would then be randomly allocated to the intervention group (referred to 

nearby dance programmes) or assigned to the control group (put on a waitlist and referred 

the next term).   

 

This sampling method was planned because it was not possible to get information on 

each of the sampling units across the entire target population of underprivileged ethnic 

minority youth across London, and the sampling frame could only identify pre-determined 
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groups based on geography.  Therefore, obtaining a simple or systematic random sample 

was unfeasible.  However, natural groups existed within the catchment areas of the 

community-based dance programmes, so the clustered sampling design described above 

was ideal to use in the real-world setting (Fahimi, 2008).  This proposed single-stage 

cluster sampling design differs from the commonly used cluster randomised design 

described in CONSORT 2010 guidelines wherein entire clusters are randomly selected 

instead of individuals, and two or more clusters are randomly allocated to each study 

group (Campbell et al., 2012) (see Figure 3.2).  A cluster randomised design would not 

have been ideal in this study because it would have been logistically difficult to work in 

four or more clusters as a sole doctoral researcher.  The more feasible proposed design 

for this PhD study was a controlled trial with single-stage cluster sampling (Levy and 

Lemeshow, 2013) where one cluster (community centre) per dance programme would be 

randomly selected.  All participants enrolled in each cluster (community centre) were to be 

included in the trial, and individuals within each cluster (community centre) would be 

randomly allocated to a treatment arm (referred to the local community dance programme 

or assigned to the wait-list control group)(see 'Proposed design' in Figure 3.2).  This 

proposed design may have been subject to cluster sampling bias where the set of clusters 

were not representative of the larger population of interest (Vaganay, 2016).  To mitigate 

this threat to external validity, clusters were to be randomly selected.  Had this design 

been implemented, sample demographics, results, estimations, and study protocols would 

have been reported in accordance with CONSORT 2010 guidelines for reporting 

randomised trials (Schulz, Altman and Moher, 2010). 
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3.5.3 Proposed random allocation 
 

Randomisation mitigates selection bias, eliminates subject differences, and ultimately 

strengthens internal validity (Cook and Campbell, 1979).  Participants were to be 

randomised so there was an equal chance of being in each group and to ensure study 

subjects within and between groups were essentially the same as one another or had the 

same variation of differences between one another (Keppel, 1991).  In other words, 

participants were to be randomised so all characteristics of study subjects are held 

constant.  This is necessary for linking changes in SEL measures solely to the 

independent variable (dance participation) and not some other systemic difference in 

study subjects.  Random allocation also balances known and unknown confounding 

variables and allows for replicability and statistical inference to a larger population (Altman 

and Bland, 1999; Suresh, 2011).   

 

Equal random allocation with a 1:1 ratio (or simple randomisation) was preferred to ensure 

equal probability of selection, however one programme, YouthDance, needed to maximise 

enrolment for each term per funding requirements, so a different strategy was proposed.  

YouthDance was required to meet 100% of their capacity each term, and a 1:1 random 

allocation ratio might have hindered this possibility.  Therefore, adaptive unequal random 

allocation of participants to the intervention and control groups was proposed.  For 

example, if YouthDance had a twenty-person capacity each 12-week term, at the 

beginning of each term a 2:1 ratio would be used to randomise participants.  So, out of 30 

participants recruited, 20 would be randomised into the intervention group and 10 to the 

wait-list control group.  The 10 participants on the wait-list would then be enrolled the next 

term.  Prior to the start of this next term, a 1:2 ratio would be used, so out of 30 recruited, 

10 would be randomised into the intervention group and 20 to the wait-list control group. 

This process could be repeated up to four times.   
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The mechanism to randomise participants was generated using a random sequence 

generator created by random.org (see Appendix 4). It is acknowledged that unequal 

random allocation could have had implications on statistical power and internal validity 

(Meinert, 1986; Hey and Kimmelman, 2014).  Much of the research on unequal random 

allocation is drawn from clinical trials in medical research, however this may still apply to 

the current study.  Studies with a 2:1 allocation ratio would require 12% more participants 

to detect the same effect as studies with a 1:1 allocation ratio (Meinert, 1986).  Had a 2:1 

allocation ratio been used, the enrolment target for this study would have been increased 

by 20% to mitigate the risk of diminished statistical power.  Hey and Kimmelman (2014) 

also caution researchers to consider the effects of unequal allocation on internal validity, 

as it ‘produces a justified post-randomization belief regarding allocation to the 

investigational treatment’ and this belief may effect assessor behaviour.  In other words, 

the researcher’s awareness of increased/decreased probability of allocation into a group 

may result in different behaviour toward participants, which may affect internal validity.  

This is not a blind study (participants know their allocation), so there was no need for 

concealed allocation, minimizing any risks to internal validity based on differential 

treatment between groups. 

 

Participants randomised to the control group were to be put on a wait list to partake in the 

dance programme the following term or a term later in the year.  Instead of outright 

denying youth the opportunity to participate, a wait list would have been used to 

incentivise the control group to stay in the study while they were not engaged in the dance 

activity.  Offering delayed participation provides assurance that control group participants 

were given the opportunity to take desired dance classes, and reduces resentful 

demoralization, lack of cooperation and motivation due to feelings of being denied the 

intervention (Cook and Campbell, 1979).  This, in turn, would have been a more ethical 

decision than allocating the control group to no condition and denying them participation.   
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Contamination may have been an issue in the proposed random control design.  To 

minimise the risk of contamination by between-group interaction, whole clusters were to 

be randomly selected (Howe et al., 2007).  Randomisation within clusters may increase 

this risk, as participants are geographically proximate and may socially interact in other 

unmonitored environments like school or the local community (Rhoads, 2011; Doyle and 

Hickey, 2013).  This kind of contamination was not expected in this study because the 

intervention is highly structured and hence not transferrable from one participant to 

another (Doyle and Hickey, 2013).  In other words, because classes are site-based and 

administered by a trained dance instructor, it is unlikely that the experimental group 

participants would transfer the intervention (structured dance instruction on a weekly 

basis) to control group participants.  Peter Schochet (2008) suggests that within-cluster 

randomisation is an appropriate design if ‘spillover’ between groups is ‘small’, therefore 

contamination between groups would not have been a major threat in this study.  That 

said, there was a risk of contamination by imitation (diffusion) of treatments, which occurs 

when the control group receiving some of the intervention (Cook and Campbell, 1979).  In 

the case of this study, control group participants taking-up other dance classes during the 

waiting period could have introduced contamination bias.  To prevent this, participants 

were asked to refrain from participating in formalised dance classes or any other 

programme that offers dance during the waiting period (Ehlers et al., 2016).  It was not 

impossible to prohibit the control group from dancing in school-based physical education 

dance classes, social or other informal settings, but individuals would have been excluded 

from analysis if they took any formal dance classes during the waiting period.   

 

Waitlist periods for each programme were to be equal to the active intervention period – 

the length of the previous term.  Ideally, all programmes would have had the same term-

lengths and therefore the same waitlist durations.  However, since this study was 

conducted in the real world where it was not possible to dictate the structure and term 

lengths of independent dance programmes, it was anticipated that waitlist periods may 
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have been different between programmes.  Differences in waitlist periods (and 

intervention periods) across programmes may have resulted in inter-cluster differences.  

Differences in treatment durations may have also produced different treatment effects.  If 

that was the case, intra-cluster correlation coefficients would have been used to quantify 

any cluster differences (Killip, Mahfoud and Pearce, 2004), and differing treatment 

durations would have been controlled for in the multiple regression models.  Careful 

consideration was given to mitigation of potential issues with the random control design, 

however, ultimately, implementation of the RCT was unsuccessful.   

 
As previously mentioned, it was not possible to implement the RCT because the 

programmes did not feel comfortable with random allocation, and the design was 

incompatible with their recruitment methods.  Both programmes invested time developing 

relationships with community members to increase enrolment into their programmes.  So, 

changing their recruitment strategy to include random allocation conflicted with the way 

they populated their classes and may have damaged the programme’s relationships with 

families and community members.  Failure to implement the random control trial was 

disappointing but it was a valuable experience that illuminated some of the key reasons 

RCTs are difficult to implement in real-world settings.  Further discussion of the insights 

garnered from this experience and subsequent recommendations for setting up RCTs in 

community dance programmes is in section 9.6.2 of Chapter 9.  In the next section, I 

detail the backup quasi-experimental design that was ultimately used in this PhD. 

 
3.5.4 Quasi-experimental safety net used in the study 

 
Employing a random control design is generally considered the gold-standard for 

determining a causal relationship between independent and dependent variables 

(Concato, Shah and Horwitz, 2000; Meldrum, 2000).  However, possible failure was 

anticipated since RCTs are difficult to implement for a sole researcher.  Even if the 

programmes were onboard with the design, coordinating recruitment efforts with multiple 

parties may have been challenging or unfeasible, which could have resulted in low study 
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enrolment.  To ensure enough data was collected for a robust final analysis, a proxy 

methodology of data collection was designed to run alongside the randomised control trial.  

 Below I discuss how this proxy design was ultimately used in this study. 

 
3.5.4.1 Data collection 

 
In the quasi-experimental design, all participants that wanted to take part in the dance 

programmes were offered a place in the study if they were interested.  During the first 

class of each term, the study was explained to parents and participants.  The following 

week, participants brought back signed consent forms to be enrolled into the study (see 

Appendix 3).  A matched control group was obtained from a secondary school in the same 

borough as one of the programmes.  The control group of year 9 and 10 pupils were also 

given consent forms to be signed and returned if they wanted to be included in the study.  

Surveys were administered to the dance group at the beginning and end of each term.  The 

same baseline and follow-up surveys were given to both groups.  Baseline surveys were 

collected from the control group in March 2020, just prior to the first national lockdown in 

response to the Covid-19 pandemic.  Follow-up surveys were collected during the 

summer into the autumn of 2020 via an online survey since schools were closed.  Control 

group participants were excluded if they received formalised dance training or participated 

in a structured dance programme between surveys.  Previous research suggests that 

providing small financial incentives to study participants helps to reduce attrition in social 

intervention studies (Wilkinson and Moore, 1997; Janson, Alioto and Boushey, 2001).  For 

this reason, all participants who completed the baseline and follow-up surveys were 

compensated with a £5 voucher for their time in the study.  Since schools were closed 

throughout 2020, vouchers were given to the school liaison to hand out to control group 

participants who completed both surveys once schools opened in Spring of 2021. 

 

Observations of 53 out of the total 75 classes and rehearsals were made during the 2019 

Autumn and 2020 Spring terms.  Greater details about the structure and content of 
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classes are provided in sections 4.2 and 4.3 in Chapter Four.  Interviews, focus groups, 

and follow-up surveys were administered during the last weeks of the Autumn term after 

participants completed 12 weeks of dance classes.  Interviews and focus groups were 

conducted during the penultimate week of Autumn term with only YouthDance participants.  

No DanceLondon participants were interviewed because participants were only available 

during class-time, and they could not miss any part of the rehearsals at the end of the term.  

Interviews and focus groups at YouthDance were scheduled for Spring 2020 but could not 

go forward because of the global pandemic that halted all further data collection.   

 
The original study enrolment goal was n=100.  G*Power was used to conduct an a priori 

power analysis for determining the sample size needed to achieve statistical power (Faul 

et al., 2009).  A sample of n = 97 would be needed to achieve statistical power at the 

conventional 80% power level (Cohen, 1992) for detecting a medium effect (Cohen’s f2 = 

.15, R2=0.13) at alpha level .05 for multiple linear regression analyses (Cohen, 1988; Faul 

et al., 2009).  In this PhD study, 80% power was sought for a greater chance of detecting 

true effects and practical differences between groups which might be more difficult to 

achieve with lower power (Ioannidis, 2005; Button et al., 2013), and a medium effect was 

assumed due to a lack of known similar studies reporting effect sizes for SEL measures 

examined in this study (Cohen, 1988).  The participant recruitment goal of n=100 was not 

reached because of the pandemic, but a substantial amount of data was collected prior to 

the pandemic.  Qualitative and quantitative data was collected over the 2019 Autumn term 

from 2 focus groups, 6 interviews, and surveys from 73 participants that fit the inclusion 

criteria.  21 participants were lost to follow-up, and ultimately 52 participants were included 

in the final analysis.  53 classes and rehearsals were observations over Autumn 2019 and 

Spring 2020 terms.  The findings in Chapters Four through Eight are based on data 

collected from the dance group during these periods and data collected from the control 

group between March 2020 and October 2020. 
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While this study ultimately had a small sample size due to negative impacts of the Covid-

19 pandemic, it was not intended to be a small scale pilot or feasibility study.  Instead, this 

study is an exploratory study – an examination of a new topic or a topic on which little is 

already known (Swedberg, 2020).  In the instance of this PhD, community dance is not a 

new research area, but there is limited research that uses experimental or quasi-

experimental designs and mixed methods to examine how community dance may impact 

social and emotional learning, particularly amongst underprivileged ethnic minority youth.  

The main aim of this PhD study is to build knowledge in this area, not to assess the 

feasibility of study processes, resources, data, and personnel management, and/or 

scientific components of the study (Thabane et al., 2010).  However, because of the 

valuable insights gained from study implementation, in Chapter 9 I reflect on the 

successes and challenges of attempting to implement the random control design and 

make recommendations for potential ways to improve feasibility of a random control trial in 

a community dance setting for future studies.  Next, I discuss the limitations of the quasi-

experimental design used in this study.  

3.5.4.2 Limitations of quasi-experimental design 
 
While this quasi-experimental proxy design allowed for a pre-post evaluation of all 

participants, it has substantial limitations.  There are no controls in place to mitigate 

unmeasured confounders, and the non-random, self-selecting intervention group might be 

inherently different from a matched control group.  Subsequently, selection bias and 

unmeasured confounders may bias outcome comparisons, which limit the possibility of 

making meaningful comparisons (Stukel et al., 2007; Austin, 2011).  In unrandomized 

studies, changes in dependent variables might not be directly attributed to the 

intervention, so any between-group differences are deemed correlated with the 

intervention rather than definitively caused by it.  Incomplete matching can introduce bias 

(Rosenbaum and Rubin, 1985), so the control group must be large to account for lost 

units in the match process and to increase the probability of propensity score overlap 
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between groups (Caliendo and Kopeinig, 2008; King and Nielsen, 2019).  In other words, 

the control group must be larger than the treatment group to ensure a high match 

percentage.   

 
The use of a convenience sample has other implications on this study.  First, it impacts 

what this study examines.  Because all participants in the programme were invited to enrol 

into the study, participants that previously took part in the dance programme were not 

excluded.  Ideally, participants would have no previous experience in the dance 

programmes, so that this study would be assessing the effect of community dance on 

social and emotional learning.  However, since many participants were already involved 

with the programmes, this study is really measuring the impact of three more months of 

dancing on SEL of participants who have already been dancing in the programme 

compared to a control group with no previous dance experience.   

A convenience sample is not random and representative and therefore data from these 

samples do not meet assumptions needed for some advanced statistical techniques and 

statistical tests (Cook and Campbell, 1979).  That said, observational quantitative data 

from an intervention group and a matched control group can be used to calculate 

summary statistics, correlations, and non-parametric statistics (Stukel et al., 2007).  These 

data can also be used in a difference-in-difference model to estimate the direct impact of 

an intervention.  Qualitative data from class observations, interviews, and focus groups 

can still be used to capture meaning, gain a deeper understanding of participants’ 

experiences, and potentially explain quantitative findings.  Results from triangulated 

quantitative and qualitative data can also help formulate hypotheses to be further 

researched.  Next, I detail the mixed methods used to examine the impact of community 

dance on social and emotional learning of underprivileged ethnic minority youth.   
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3.6 Study participants 
 
A total of 148 baseline surveys were collected, but after excluding participants who were 

not ethnic minorities (n=31), who were under the age of 9 (n=13) or could not be followed 

up (n=52), only 52 subjects were included in the analysis.  Majority of the dance group 

(n=38) took part in YouthDance programmes (n=35, 92%), and most YouthDance 

participants were in Motions classes (66%) (see Table 3.1).  As previously discussed, a 

matched control group was used for comparison.  Recruitment for the control group was 

greatly impacted by the global pandemic.  The baseline survey was administered to 35 

students at a community school in the same borough as YouthDance just 3 days prior to 

the government-mandated closure of schools in March 2020.  The follow-up survey was 

delivered via online survey in the summer, and only 14 completed it.  So, in total, 73 

participants completed baseline surveys (dance group = 38, control group = 35), and 52 

participants were successfully followed up and included in the final analysis (dance group 

= 38, control group = 14). 

Table 3.1 – Dance Programme Enrolment  
  Dance Group Control Group 

  n % n % 

Total: N = 52   38 73.08% 14 26.92 

        

DanceLondon 3 7.90% - - 

YouthDance 35 92.10% - - 

YouthDance Company 2 5.30%     

Stand Up 10 26.30%    

Motions 1: (9-13) 8 21.10%     

Motions 2: (9-13) 7 18.40%    

Motions 3: (13-16) 8 21.10%     

Local community 
school: (Yr 9 & Yr 10) - - 14 100% 
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The average age of participants in both groups was very similar at 13.00 years for the 

dance group and 13.31 years for the control group.  The dance group was overwhelmingly 

female (97%), but the matched control group was 64% female (see Table 3.2). The ethnic 

composition of the two groups were also slightly different.  The control group was 

predominantly Asian (57%), and the dance group was predominantly black (61%).  This 

discrepancy would be relevant if different ethnic groups performed differently on the 

scales included in the survey or if this analysis compared outcomes of each ethnic group.  

However, the small amount of research examining differences between ethnic minority 

groups (and not only differences between white-majority and ethnic minority groups) 

suggests that self-esteem (Verkuyten, 1994), social self-efficacy (Minter and Pritzker, 

2017), and SDQ scale scores (Richter et al., 2011) are not consistently and substantially 

different across ethnic groups in multi-ethnic populations.  Additionally, I do not conduct 

comparative analyses of outcomes between ethnic groups, so an exact match on the 

basis of ethnicity is not essential in this study.  

   Table 3.2 – Study Participant Demographics 
  Dance Group Control Group 
  n % n % 
       

n = 52  38 52.1% 14   
        

Female 37 97.4% 9 64.3% 
Male 1 2.6% 5 35.7% 

          
Asian 3 7.9% 8 57.1% 
Black 23 60.5% 2 14.3% 
Mixed 10 26.3% 0 0% 
Other 2 5.3% 4 28.6% 

       
Mean age in years  13 13.29 
(standard deviation) (2.77 (1.86) 

Median age  12 13.5 
Age range  9-19 9-16 
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3.7 Overview of qualitative methods: data collection, preparation, and analysis 
 

Qualitative data were collected via observations of 53 dance classes (out of 75), two focus 

groups, and semi-structured interviews of six participants.  Classes were observed 

through participant observation, and semi-structured interviews and focus groups were 

conducted using a phenomenological approach.  Classes were naturally observed through 

overt moderate participation in which I actively engaged with participants, and the 

participants knew they were being researched (Salkind, 2010, p. 887).  A participatory 

approach was taken to have prolonged engagement with participants, to be involved in 

and observe weekly classes, and engage with all community members to build 

relationships and develop trust and rapport with participants (Lincoln and Guba, 1985; 

Schensul and LeCompte, 2013).  I engaged in a moderate level of participation to 

maintain a balance between being an insider and an outsider (Merton, 1972; Spradley, 

1980).  This approach allowed for adequate time for observations and to have shared 

experiences with participants for greater relatability while still maintaining boundaries as a 

researcher.  I took an overt approach to observations to clearly establish that I was a 

researcher and not part of the staff.  These boundaries were important so a rapport could 

be built as a researcher, but participants could still see me as an outsider with whom they 

could share potentially difficult thoughts and feelings in the interview process that might be 

harder to share with staff members.   

 

Inscriptive field notes were unstructured so experiences could be described without pre-

conceived conceptualisations, an essential tenet of phenomenological methods (Creswell 

and Poth, 2018).  This approach allows the researcher to interpret participants’ 

experiences and the meanings they ascribe to them.  While unstructured, observations 

and field notes were recorded using a framework (Spradley, 1980; Angrosino, 2007) for 

documenting details about physical characteristics of the space, class structure, the 

facilitators, social interactions, and reflections while observing classes (see Appendix 5).  
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During observations, I referred to the framework and made condensed, inscribed notes on 

each of these domains while participants engaged in exercises.  After classes ended, I 

expanded these accounts (Spradley, 1980).  Inscribed notes were later used to make 

focused observations specific to the research questions (Spradley, 1980).   

My role as participant observer throughout the weeks prior to interviews and focus groups 

afforded me opportunities to build relationships with participants and develop a rapport 

with them, which garnered reciprocal trust (Lincoln and Guba, 1985).  This was important 

so participants trusted me with their reflections and felt comfortable talking about their 

experiences in the programme, which may not have always been positive or easy to relay.  

My dual roles as participant and observer enabled me to sufficiently connect with 

participants through shared experiences in the dance classes while still maintaining 

boundaries as a researcher for reflexivity and for the integrity of the data.  Maintaining 

boundaries during the interview process was important to avoid 'merging' with participants 

to sustain a difference between the interviewer and interviewee (Bakhtin, 1990) so 

participants could freely express their experiences and feel that their viewpoints were 

respected (Smith et al., 2009).  Semi-structured interviews and focus groups were 

conducted using an interview framework to guide the interview process (see Appendix 5).  

The interview framework included a protocol for providing interviewees an overview of the 

interview/focus group process, information on data usage, and their rights as research 

participants.  Questions were developed using techniques that might mitigate social 

desirability bias (Bergen and Labonté, 2019) and guidance on ways to prepare and 

encourage young people to provide honest and detailed personal reflections (Greig, 

Taylor, and MacKay, 2007).  I prepared 10 to 15 open-ended questions to refer to in focus 

groups and interviews (see Appendix 5).  Most questions were asked in each focus group 

and interview to increase likelihood that all domains were discussed and to yield 

comparable data between participants.  I also added unscripted follow-up questions to 
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elicit elaboration and inquiry into new topics that emerged in the interviews (DeWalt and 

DeWalt, 2011). 

During and directly after interviews and focus groups, I took notes on my thoughts and 

emotional reactions to the interviews to get a sense of how I may have been affecting the 

interviewee(s) and their responses.  I reflected on these notes to ensure I was not 

imposing any ideas on the participants or giving verbal or nonverbal indications of 

disapproval or approval of their answers (Berger, 2015).  Inscribed field notes were also 

recorded during interviews for reflections and descriptions of the process (Spradley, 

1985).  Additionally, focus groups and interviews were audio recorded and transcribed for 

subsequent analysis (see Appendix 6).  A diary was also used to make descriptive notes 

after in-person observations to reflect on what happened in the field (Emerson, Fretz and 

Shaw, 2011; Spradley, 1980).  Inscriptive, descriptive, and focused observations were 

later used to identify findings congruent or incongruent with the hypotheses and potentially 

inform theory development.  

 
A reflexive thematic analysis was conducted on qualitative data from class observations, 

field notes, and transcribed focus groups and semi-structured interviews to examine 

participants’ experiences in community dance classes and potentially ground theory.  

Virginia Braun and Victoria Clarke (2006; 2019) developed the reflexive thematic analysis 

approach as a way for researchers to conduct a rigorous thematic analysis with 'reflective 

and thoughtful engagement' (Braun and Clarke, 2019, p. 594) with the data and the 

analytical process using systematic processes of coding and theme development.  

Thematic analysis is a widely used method of qualitative analysis that has been 

considered ’poorly demarcated and poorly understood’ (Byrne, 2021, p. 1391).  To 

address this issue, Braun and Clarke established a six-phase approach that allows 

reflexivity of the researcher and epistemological flexibility within a clearly defined method 

of conducting a thematic analysis with transparency (2006; Clarke, Braun and Hayfield, 
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2015; 2019).  This phased approach was used to analyse the qualitative data in my PhD 

study.   

 

The first phase of my qualitative analysis consisted of getting familiar with the data by 

repetitiously reading transcriptions of field notes, interviews, and focus groups, and 

making preliminary notes about the contents.  Next, the entire dataset (all transcribed 

texts from interviews, focus groups, and field notes) was organised and coded using QSR 

International's NVivo 12 qualitative data analysis software (Richards, 2014).  I approached 

these phases of the analysis with an essentialist epistemological view that the language 

used by participants was a reflection of their experiences and the meaning they ascribed 

to them rather than a constructionist view that would focus on how meaning was 

constructed and the sociocultural processes inherent in these constructions (Schwandt, 

1998).  Following on from this assumption, I adopted an experiential orientation toward 

understanding the data (Clarke and Braun, 2013).  This orientation was taken to examine 

participants’ perspectives on their experiences in the community dance classes and how 

participants may or may not have experienced changes in social and emotional learning 

traits.  Semantic coding was used to identify the explicit meanings of the data, as opposed 

to latent coding which seeks to identify hidden meaning and/or ideas underlying the 

content of the data (Boyatzis, 1998).  Codes were produced inductively without a pre-

existing coding framework (Clarke and Braun, 2013) so that all aspects of their 

experiences could be elucidated and potentially used to ground theory on embodied 

learning.  However, the full analysis was not exclusively inductive, as subsequent 

development of themes was informed by concepts and theories detailed in the conceptual 

and theoretical framework.   

 

After the full dataset was coded, I began searching for themes by grouping codes and 

associated data extracts into potential themes related to social and emotional learning and 

related concepts and theories.  This was done by iteratively exploring how different codes 
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combined to form potential themes or ‘candidate themes’ (Braun and Clarke, 2006), 

collapsing codes that were conceptually very similar, and preliminarily identifying different 

levels of themes (subthemes and overarching themes).  In this phase I also began 

interpreting data within the candidate themes to gain insight into the meaning of the data 

and how each theme/subtheme related to each quantitative measure of social and 

emotional learning and associated concepts and theories examined in each chapter.  

Next, candidate themes were reviewed and refined.  Themes were checked to see if the 

coded data within each theme meaningfully fit together and if each theme was 

conceptually distinct from one another.  Where a data item did not fit within a theme, the 

item was regrouped with a more relevant theme or, in rare occasion, dropped if it did not 

fit within another theme.  Themes that were found to overlap conceptually were combined 

or reorganised as a subtheme.  Refined themes were then reviewed to see if they 

cohesively and adequately tell the story of all the qualitative data in the study (see 

thematic maps in Appendix 7).  

 

Identification, review, and refinement of themes in the previous phases occurred in a 

recursive, cyclical manner until distinct and coherent themes and subthemes were 

identified.  Next, themes and subthemes were finalised, named, and defined.  Through 

these processes, 23 themes, 46 subthemes, and 220 codes were generated (see 

Appendix 7) and accompanied with narrative discussion of the data extracts within the 

theme or subtheme.  An additional step I added during this phase was to contextualise 

observations and participants’ experiences within each theme, explore them for meaning, 

and further examine them for commonalities and contradictions with the underlying 

concepts of quantitative measures to begin the process of triangulating qualitative and 

quantitative data (see section 3.9 for further details on my approach to triangulation).  The 

final phase involved connecting themes and related direct quotes and observations to the 

research questions and relevant literature.  Ultimately, I was unable to ground theory on 

embodied learning because of insufficient descriptive data on participants’ embodied 
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experiences (see Chapter 9 section 9.4 for further discussion).  Results of the qualitative 

analysis mostly pertained to foundational concepts and theories and how related 

emergent themes might explain the ways community dance classes impacted or did not 

impact social and emotional learning.  Final themes and results of the qualitative analysis 

are presented in subsequent empirical chapters.   

 
3.8 Overview of quantitative methods: data collection, preparation, and analysis 
 

Quantitative measures were collected via a collated assessment tool developed for the 

specific purposes of this study (see Appendix 8).  At baseline, the assessment tool 

captured independent variables such as age, ethnicity, gender, postcode of residence, 

current programme details, previous dance experience, and proxies for deprivation.  

Proxies for deprivation were supplemented by analysis of 2015 neighbourhood level 

Indices of Deprivation data (Leeser, 2016; Ministry of Housing, Communities & Local 

Government, 2015).  Dependent variables were measured using tested and validated 

scales at baseline and at the end of the intervention.  Self-esteem was measured using 

the Rosenberg Self-Esteem Scale (Rosenberg, 1965b).  Social self-efficacy was 

measured by the Self-Efficacy Questionnaire for Children (SEQ-C) (Muris, 2001).  

Emotional symptoms, prosocial skills, and social difficulties were assessed using the self-

report version of the Strengths and Difficulties Questionnaire (Goodman, 1997).  The Ana 

Nery Fragoso Dance Collaboration Rubric for Group Choreographic Projects was used to 

assess how participants focused and collaborated in the dance classes (Andrade et al., 

2015).  Quantitative data were entered into spreadsheets then imported into SPSS IBM 

SPSS Statistics 26.0 (IBM Corp, 2019) for data cleaning, preparation, and statistical 

analysis.   

3.8.1 Quantitative data preparation, quality checks, and imputations 
 

The process of preparing data for analysis began with missing value analyses and data 

quality checks.  Missing value analyses were conducted to identify extreme values and 
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assess if missing items could be imputed (Field, 2013).  Since scale scores are sums of 

multiple items, any item missing in a survey would completely exclude the case from the 

analysis.  So, to minimise exclusion of cases, missing value analyses were conducted, 

and where possible, missing values were imputed for each scale prior to calculating scale 

scores.  Variables were then recoded, normalized, and standardized per the scales’ 

scoring specifications.  Q-Q plots were used to test normality of data for each scale.  

Results of the missing value analyses, imputations, and normality tests for each scale are 

provided in each respective chapter.   

3.8.2 Statistical analysis 
 
 
Baseline and follow-up averages and standard deviations were calculated for each 

outcome variable, and means tests and Spearman correlation analyses were performed to 

detect within-group differences by gender, programme, and age.  T-tests of each outcome 

variable were used to determine if groups started with similar scores at baseline and to 

assess whether follow-up scale scores improved more for the dance group.  T-tests 

comparing average follow-up scores between groups cannot denote that the intervention 

caused changes in the outcome variables because the groups were not randomised and 

there may have been unobserved differences between the two groups that caused these 

changes rather than the intervention (Keppel, 1991).  Simply comparing follow-up 

averages also did not account for baseline averages and trends between groups 

(differences between follow-up and baseline scores for each group).   

 

To determine if the dance programmes caused improvements in outcome variables, 

difference in difference regressions were conducted.  In a difference in difference model, 

trends are calculated by subtracting baseline scores from follow-up scores for each group 

(Lechner, 2011; Strumpf, Harper and Kaufman, 2017; Schwerdt and Woessmann, 2020).  

These trends (the differences between average baseline and follow-up scores for each 

group) are then compared.  The trend for the dance group would be parallel to the trend of 
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the control group if the programme had no statistical effect on the outcome variable.  

However, if the trend (or difference) of follow-up scores and baseline scores is different for 

the dance group, this could denote that the programme had an effect (see Figure 3.3).  

The difference in difference regression yields an estimate (diff-in-diff term) of the direct 

impact of the dance programme on outcome variables by considering potential 

unobserved differences between groups and differences in trends between average 

baseline and follow-up outcomes for each group  (Lechner, 2011; Strumpf, Harper and 

Kaufman, 2017).  In short, the difference in difference regression estimates the impact of 

the dance programme on outcome variables by accounting for unobserved differences 

between groups and differences in trends between groups.   

Figure 3.3: Visual Explanation of a Difference in Difference Model 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Each of the DID models presented in Chapters 5, 6, 7, and 8 controlled for four variables: 

two standard dummy variables, a gender dummy variable, and the interaction term.  The 

two standard dummy variables indicated group affiliation (dance vs. control) and whether 

the score was recorded at baseline or follow-up.  The interaction term is the product of 
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these two dummy variables.  This interaction term is the difference in difference (diff-in-

diff) estimate - the estimated effect of the dance programme on each social and emotional 

learning measure.  A gender dummy variable was included because exploratory analyses 

indicated gender might be an important determinant of some of the outcome variables and 

should be controlled in the model to minimise errors for the estimate of the effect of the 

intervention (Strumpf, Harper and Kaufman, 2017).  DID regression analyses were 

conducted on each scale or subscale to estimate the causal impact of the dance 

programme on the SEL measure discussed in each chapter.  The DID analyses were the 

main quantitative analyses to examine the impact of the intervention on the SEL measures.  

Due to the challenges collecting data and the small sample size, quantitative results are not 

expected to denote direct causation and the analyses are descriptive rather than inferential, 

meaning the results are not used to make inferences about a larger population outside of 

this study.  This study can be seen as a first step toward a broader study that seeks to use 

inferential statistics to make predictions about a wider population.  Per the study design and 

sample size, I allow significance levels of 10% (alpha = .10) and interpret differences 

between groups as likely due to the dance programmes if they are at or below the 10% 

significance level. 

3.9 Triangulation 
 

All results, qualitative and quantitative, were triangulated to better understand the 

relationships between participants’ experiences in dance programmes and the social and 

emotional learning outcomes.  Olsen defines triangulation as 'the mixing of data or 

methods so that diverse viewpoints or standpoints cast light upon a topic' (2004, p. 3).  

However, there are different approaches to triangulation.  Multiple authors argue that 

triangulation is not simply a method of validation or falsification, but a way to see many 

sides of an issue and a gain deeper understanding of the topic (Hammersley, 2008; 

Olsen, 2004).  This approach to triangulation is what I used to answer my research 

questions because it allowed me to identify and explain the reasons participants may or 
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may not have experienced changes in quantitative social and emotional learning 

measures.  The DID analysis was the main analysis to detect quantitative changes in SEL 

measures, but qualitative data were considered equally in the analysis per the mixed 

method approach taken in this study.  In my approach to triangulation, results for each 

quantitative measure, and related qualitative themes were compared to identify 

congruences and incongruences between qualitative and quantitative results.  This 

process involved scrutinizing the themes, subthemes, and their content (associated data 

extracts) for possible explanations of changes or the lack of changes in quantitative 

measures.  The contents of themes were examined in concert with the theoretical 

underpinnings of the quantitative measures (i.e., concepts captured by scale items) to see 

if the concepts captured in both qualitative and quantitative data cohered or differed.  

Where these underlying concepts aligned, qualitative results were considered possible 

explanations for changes in quantitative data.  Where underlying concepts did not overlap, 

it was deemed that qualitative data did not adequately explain the related quantitative 

result or the qualitative data revealed an unexpected finding.  Other explanations of 

incongruent quantitative and qualitative results were also considered.  Findings were 

triangulated through these processes to determine how the community dance 

programmes impacted participants’ social self-efficacy, social and emotional strengths and 

difficulties, and self-esteem.  Triangulation was also used to discover if the programmes had 

other unanticipated socioemotional effects on underprivileged ethnic minority youth.  

 
3.10 Ethical considerations 
 

The University of Roehampton Ethics Committee reviewed and approved this study.  

Participation in the study was completely voluntary and participants were informed that 

they could exit the study at any time without penalty.  Participants and their guardians 

were given a copy of the University’s Data Privacy Notice for Research Participants so 

they were informed on how the university uses their data.   
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A major ethical consideration in this study is related to doing research on young people 

under 18 years of age (BERA, 2017).  Disclosure and Barring Service (DBS) (2013) 

clearance was obtained and shared with partner organisations before fieldwork began, but 

it was still anticipated that some dance programmes may have prohibited one-to-one 

contact between non-programme staff and programme participants.  This did not occur 

with the programmes in my PhD, but interviews were still conducted on site in public 

spaces or in a space with glass walls where all parties were in plain view.  Programme 

staff were not included in the interviews and focus groups.  This was advantageous to the 

study because if they were involved, it may have impacted what participants divulged.  For 

example, interviewees may have felt pressure to express positive feelings and withhold 

disparaging comments about the programme or their experiences in the presence of a 

staff member.  This did not occur, but there was still a risk of participants giving inaccurate 

and/or overly positive responses in interviews and focus group.  This is a notable limitation 

of this study, and its implications are further discussed in Chapter 5 section 5.4. 

  
Privacy of participants was also an ethical concern.  To protect the privacy of research 

participants and ensure that data remains anonymised, videos and photographs of dance 

classes were not recorded in classes with research participants.  Only publicly available 

videos and photographs that do not include study participants might be used for illustrative 

purposes.  All results are reported anonymously and in aggregate in the subsequent 

analysis chapters. Quotations from qualitative interviews are reported, but their names 

have been changed to protect their anonymity.  Participant data was identifiable in the 

encrypted database during the data collection period to match follow-up results.  Once the 

follow-up data was collected, identifying information was deleted and an anonymous case 

number was assigned to each participant.  The names of dance programmes and 

programme staff have also been changed to protect the identities of staff and participants. 

   

 



122 
 
 

3.11 Chapter Three conclusion 
 

In this chapter on methodological approaches, I described the philosophical and political 

underpinnings of my research, the research design, and methods of data collection and 

analysis.  In section 3.2 I discussed the political necessity for using a random control trial, 

the ‘gold standard’ of research, to demonstrate the potential impact of community-based 

dance programmes on social and emotional learning of young people.  In section 3.3, I 

discussed how my African-American world view influences my axiological leaning toward 

inclusive and holistic epistemological and methodological approaches.  I further discussed 

that a critical realist position is befitting to my research, as this philosophical approach is a 

hybrid between positivism and interpretivism, supporting methods along the entirety of the 

quantitative-qualitative methodological spectrum.  In section 3.4 I presented my study 

aims and research questions and discuss how I answer them in section 3.5.  Here I 

described the randomised wait-list controlled experimental design intended for use in this 

study and explained why this was the most theoretically valid design for answering the 

research questions.  I discussed why the random control trial was not used and describe 

the quasi-experimental study that was used instead.  I describe the dance programme 

recruitment process and the sample selection process.   

In section 3.6, I give an overview of the study participants.  In section 3.7, I provided an 

overview of the qualitative methods in my study.  I described how data from semi-

structured interviews and focus groups were organised using NVivo and analysed using a 

reflexive thematic analysis and triangulation to gain a deeper understanding of 

quantitative findings and participants' experiences.  In section 3.8, I described methods of 

capturing and analysing quantitative data from a collated assessment survey to assess 

self-esteem, social self-efficacy (confidence), social strengths and difficulties, and 

collaboration.  I also discussed how SPSS was used to conduct exploratory analyses (i.e., 

cross tabulations, means comparisons, chi-square tests, etc.), assumptions tests, and 

difference-in-difference regressions to estimate the impact of community dance on social 
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and emotional learning of underprivileged ethnic minority youth.  In section 3.9, I 

described the approach taken to triangulate quantitative and qualitative data.  Finally, in 

section 3.10, I discuss ethical considerations related to informed consent, research on 

minors, participant privacy, anonymisation, and data protection.   

 
In upcoming analysis chapters Four through Eight, I present and discuss research 

findings. In Chapters Five and Six, I present and discuss the results on interpersonal 

aspects of social emotional learning: social self-efficacy and social strengths and 

difficulties.  In Chapters Seven and Eight, I present and discuss the results on 

intrapersonal aspects of social emotional learning: emotional difficulties, 

hyperactivity/inattention, and self-esteem.  In all chapters I discuss quantitative results in 

triangulation with qualitative findings.  Through these analyses, I seek to determine if 

dance participation supported emotional and social learning of underprivileged ethnic 

minority youth in this study.  In the next chapter, I discuss the culture of the dance 

programmes, the structures of the classes, and the social dynamics that took place within 

them.  
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Chapter 4: Social Context of Community Dance Programmes 

 

4.1 Introduction 

 
In this chapter I describe the community dance organisations, the programmes they 

offered, and the structures and activities of the dance classes within them.  The values 

and social dynamics of the cultures within the classes of each programme are explored 

and examined.  There is also a discussion of the pedagogical approaches used by the 

teachers and the ways they influenced dynamics within the classes.  I discuss how 

community was formed and how classes functioned as communities of practice wherein 

participants engaged in a shared activity and exchanged knowledge through legitimate 

peripheral participation. The chapter concludes with a discussion of the dynamics that 

enabled or hindered legitimate peripheral participation and their potential impact on the 

social and emotional learning that potentially took place in the classes. 

4.2 Community dance programmes: class structure and content 

 
The dance intervention took place in two community-based dance organisations, 

YouthDance and DanceLondon5, from Autumn 2019 to Spring 2020.  Both organisations 

are registered charities that aim to increase access to dance in their respective 

communities.  The YouthDance organisation has a vision to bring opportunities to creative 

talent and a mission to promote and expand dance in their area of London.  They are 

passionate about expanding dance opportunities for all local community members for a 

range of purposes.  These range from having fun, to increasing physical and mental well-

being of youth, creating accessibility and inclusion for all, supporting development of talent 

and careers of independent artists and producers, and supporting social change.  

DanceLondon has a vision to encourage accessible participation in dance for all people 

and for dance to support the needs of the local community and individuals within it.  They 

 
5 Programme names have been changed to protect the privacy of participants and staff. 
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believe that dance can support positive change and have an organisational mission to 

provide people of all ages high-quality dance activities to improve their mental and 

physical health and well-being.   

YouthDance offered many dance programmes and community projects for people of all 

ages, but participants in my PhD took part in 3 of their programmes for young people.  

The Motions programme offered free weekly dance classes in 12-week terms to youth 

aged 9 – 16.  The primary objective of Motions classes was for participants to have fun 

while learning different dance styles and creating dance compositions.  There were three 

different Motions classes, one on Tuesdays for youth aged 9 – 13 at a community centre in 

east London (Motions 1), and two others in studios at an east London theatre on 

Wednesday at 5:00 pm for 9 – 13 year olds (Motions 2) and 6:00 pm for 13 – 16 year olds 

(Motions 3).  Motions 1 was led by Nina6, a teacher who specialised in contemporary dance.  

Most classes were oriented toward learning and creating basic contemporary dance 

movements, but participants also learned basic hip hop grooves in five of the classes.  

Motions 2 and Motions 3 were led by the same teacher, Kamala, who taught hip-hop, 

contemporary, Bollywood, and African dance styles.  Assistant teachers also taught hip-hop 

grooves, house, and popping and locking in several of the sessions.  Participants learned 

basic dance moves from each style for roughly two weeks but would incorporate what they 

learned from previous weeks into the creative movement exercises and performance 

rehearsals in each class.  All three Motions classes operated in a similar way.  They ran for 

90 minutes and were led by a teacher and one to two assistants.  There were roughly 20 

young people from diverse backgrounds in each of these classes, making them the largest 

of the six classes included in this study.   

 
The other free programmes offered by YouthDance were the YouthDance Company (YDC) 

and Stand Up that each included 10 -15 young people.  Participants learned and created 

 
6 All names of programme staff and study participants have been changed for protection of privacy.  
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more technically advanced, virtuosic dance movements in these programmes.  YDC was a 

group of slightly older dancers aged 13 -19 who attended a weekly technique class on 

Saturdays for 90 minutes, followed by a 90-minute rehearsal for upcoming performances at 

exhibitions and other community events.  These classes were led by Jade, the artistic 

director, and her assistant, Kim, who both taught a range of dance styles including 

contemporary, breaking, hip hop, popping and locking, and ballet.  The Stand Up 

programme was a special project for girls led by a professional choreographer.  Participants 

auditioned to take part in this project that culminated in performance opportunities at a 

performing arts centre and a dance festival in November 2019.  Rehearsals were held on 

Mondays at a professional dance studio over an 8-week period.  Participants learned a 10-

minute hip-hop dance composition set to a compilation of Missy Elliot songs.  They 

performed the piece alongside other dance works created by the choreographer and 

colleagues that celebrated notable and inspiring women in history. 

 
DanceLondon also offered various dance programmes and community events, but there 

was only one Autumn-term programme aimed at young people.  DanceLondon held a 

contemporary dance class on Thursdays at a theatre in west London.  Unlike YouthDance 

classes, these were not free.  The 10-week term costed £75, but they offered a bursary to 

a limited number of students each term.  This was a much smaller class of about 8 girls 

from less diverse ethnic backgrounds.  The ethnic makeup of DanceLondon was 

considerably different from YouthDance.  DanceLondon had predominantly white 

participants while YouthDance participants were primarily from ethnic minority backgrounds.  

This difference was likely a result of the demographic compositions of the programmes’ 

catchment areas.  According to 2018 reports, the borough DanceLondon is located in was 

roughly 31% ethnic minority (and other) and 69% white, while YouthDance’s borough was 

projected as 73% ethnic minority (and other) and 27% white (references withheld for 

programme and subject protection).  DanceLondon charged a fee (£75 per term) while all 

YouthDance classes were free, and DanceLondon was marketed only as a contemporary 



127 
 
 

dance technique class.  All of these factors influenced who enrolled and why they enrolled 

into each programme.  Only 3 of the participants in this study were from DanceLondon, and 

because of the low enrolment rate of ethnic minorities and other cultural issues within the 

organisation discussed in section 4.3.1, data was only collected at DanceLondon for one 

term.    

 
Despite the differences between programmes, most classes were conducted in a similar 

way.  Across all programmes, a trained dance teacher led the class. YouthDance classes 

also had younger dance artists and university dance student interns in assistant roles to 

support and manage the large class sizes.  All classes started with attendance, warmup 

exercises and stretching, and in varying order, most included creative dance, improvisation, 

technique, performance rehearsal, warm-down exercises, and preparatory discussions for 

the upcoming weeks.  Stand Up classes functioned primarily as rehearsals from the 

beginning and did not include creative dance or improvisation work.  Closer to the end of 

term, all classes functioned more as rehearsals for the end of term shows, which were well-

attended by family and friends of programme participants.  Next, I describe the cultures of 

the dance classes, community values that emerged, and how new members became part 

of the community.   

 
4.3 Community dance class cultures: values & dynamics  

 
Community values and class dynamics that formed the cultures of the community dance 

classes differed between programmes.  YouthDance7 and DanceLondon differed in their 

value for diversity.  The sense of community at each programme and ways new members 

became part of the community were also qualitatively different.  Though, participants at both 

programmes were committed to the dance practice and enthusiastically participated.  In this 

 
7 There were five different classes at YouthDance, but the culture of each of these classes were 
similar.  So, unless specified, discussions of the values and cultural dynamics of the five 
YouthDance classes are in referred to collectively.  
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section I discuss the ways these community values and dynamics emerged and how new 

members became part of the community at each dance programme.  The first prominent 

community value was a value for diversity.    

4.3.1 Value for cultural diversity 

 
As discussed in Chapter 2, a value of diversity is one of the key principles of community 

dance practice.  Valuing diversity in the community dance context means embracing and 

promoting ethnic and cultural diversity, valuing differences in individual attributes, 

socioeconomic traits, creative expression, aesthetics, physical ability, location and setting, 

global forms of dance, pedagogical approaches, and approaches to community dance 

practice as a whole (Bartlett, Ken, 2008; Amans, 2017a; Buck and Snook, 2018).  Valuing 

these differences in practice can increase access and participation, maximize creative 

contributions to artmaking, facilitate agency and empowerment, and expand people’s 

understanding of themselves and others (Green, 2000; Houston, 2005; Houston, 2009; 

Bartlett, Ken, 2008).  A value of diversity, particularly cultural and ethnic diversity, is 

important in the context of this study so that ethnic minority participants feel that their 

backgrounds are welcomed and appreciated in the class setting.  The importance of this 

was evident in the community dance programmes in this study.   

 
YouthDance openly stated their value for diversity on their website and other published 

materials.  They overtly expressed their commitment to representing the diverse 

populations of their area of London and efforts toward being an anti-racist organisation 

(references removed in order that the dance programme remains anonymous), and they 

lived up to these values.  This was apparent in the artistic content and variety of their 

programmes, artists selected to facilitate them, and who participated in them.  While all 

their projects are infused with the value of diversity, they have also conducted a range of 

dance projects specifically aimed at celebrating and cultivating artists and dance forms 

from diverse ethnic backgrounds.  They have routinely offered workshops and 
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performances of Asian and Afro-Caribbean dance styles and have commissioned projects 

relating to topical issues for ethnic minorities like Black Lives Matter.  Their community 

dance programme in this study reflected a value of cultural diversity in several ways.   

 
In the earliest stages of establishing relationships with administrative staff and Youth 

Producer, Dana, they expressed appreciation for the value I could bring as an ethnic 

minority researcher examining the impact of their programmes on ethnic minority youth.  

Dana, who headed all programming for youth, held strong beliefs about the importance of 

exposing young people to different cultures and building a community in which different 

cultures are celebrated and contribute to the overall culture of the community.  She 

expressed that her own experiences of global travel early in her career and close personal 

and professional relationships with people from diverse ethnic backgrounds taught her the 

power of diversity in creating rich experiences in her own life and the positive impact 

people of diverse ethnic backgrounds can have on one another.  Dana incorporated this 

value into how she approached the design, staffing, and recruitment of her programmes.  

This was evident all throughout my fieldwork experiences with YouthDance.  Cultural 

diversity was observably infused in all aspects of the programme.  Three of the five 

teachers that led community classes were from an ethnic minority background (two Asian 

and one black and white mixed ethnicity).  Teachers taught dance styles from different 

cultures, namely Afro-Caribbean, Bollywood, ballet, commercial hip-hop, contemporary, 

hip-hop grooves, and popping & locking and used music from various cultures and 

genres.  And all classes involved young people from diverse ethnic backgrounds. 

 
At YouthDance cultural diversity was not anomalous, nor was there a felt sense of striving 

toward diversity: it had become an inherent characteristic of each class environment and a 

feature of, perhaps, a ‘convivial’ community culture where cultural diversity was 

harmonious and normal (Gilroy, 2004).  Ethnic diversity was conspicuous yet 

unremarkable to some of the participants who expressed an interest in meeting people 
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from places and cultures beyond the multitude of those they were already familiar with.  

While they attended ethnically diverse classes, some participants wanted to meet more 

people from different places and engage in cultural exchange.  When asked if there was 

anything they wanted to change about the programme, one focus group shared: 

Padma: I would like, I don't know how to explain it. I would get people from 
different countries, I don't know, like, America or that speak different kind of 
languages to build up a sense of community.   

Callahan: What do you think you would get out of that? 

Padma: I think I would get, for example, I've never met an Albanian before so 
like I would like to meet other people, to meet an Albanian. 

Emelia: I would like to meet other people from other places. Not just a 
person who lives in East Ham. Because it's kind of boring just seeing the 
same person from the same place. 

Angelique: To add onto her point I think we should also do food. Because 
everybody likes food. I think we should do a cultural day where there are 
loads of cultural foods. And then some people could bring the food.  Like, 
they go with their parents and when they come here, they bring it here. 

Emelia: Yeah, that would be nice. 

 
In this exchange, the participants themselves demonstrated that they valued cultural 

diversity.  Implied in their suggestions is a value of other cultures preceding their interest 

in engaging with them.  They expressed that engaging with people from other cultures 

would add to their experience in the programme and could be a way to build a sense of 

community.  This is similar to findings from a study examining the impact of Culture Shock 

Canada, a community-based hip-hop dance programme that involved disadvantaged 

ethnic minority youth in Ottawa, Canada.  Beaulac et al., (2011) found that participants 

gained a respect for diversity and enjoyed the opportunity to get to know different people.  

Their parents thought it helped participants develop a value for diversity and respect for 

others.  Participants in the current study were aware of the cultural diversity in the 

programme and its value, but expressed that they wanted more exchange or celebration 

of different cultures.  This points to an important characteristic of the programme’s culture 
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regarding cultural diversity.  While all aspects of the programme were infused with cultural 

diversity, it was not the focus of the community dance programme.   

 
Cultural diversity was a formative value underpinning the programme’s primary function of 

providing young people in deprived areas opportunities to learn and enjoy dance.  This 

approach is similar to the way other community-based dance projects (Broughton, 2004; 

Suominen et al., 2018; Martin Rose, 2018) found that prioritising artmaking in 

marginalised communities can promote individual creative expression and engagement in 

relationships beyond social categories (Houston, 2009).  The way YouthDance infused the 

value of diversity in their programme may have had this effect on participants and may 

have fostered participants’ curiosity and openness toward people from different cultures.  

In the early stages of my fieldwork, participants would often ask me questions about 

America, my experiences there, and how it differed from being in the UK.  Their curiosity 

about my background might also be because they may not have had many encounters 

with Americans or other people from outside of their local community.  Regardless of the 

cause, participants demonstrated that the desire to explore other cultures was present 

within the culture of the community dance class.  For some participants, their curiosity 

about my cultural background was an entry point to engaging in conversation and a way 

to begin to relate to me.  This kind of friendly dynamic coupled with a clear value for 

diversity was present from my earliest encounters with YouthDance staff up until the final 

days with the programme.  

 
At DanceLondon, my impressions of the organisation’s value for diversity were quite 

different.  Upon first meeting the teacher for the first half of term, at the start of class she 

said that she was told about me and my research and asked, ‘you are looking at hip-hop, 

right?’.  I never specifically referenced hip-hop or any dance style other than ‘community 

dance’ in my correspondence with the programme director, so it is unclear if the 

programme director relayed this incorrect information to her or she made this assumption.  
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Either way, at some point my research and I were presumably linked to hip-hop dance, a 

broad term that refers to various dance forms that emerged alongside hip-hop music 

created by African-, Caribbean-, and Latino- Americans in the 1970’s and 1980’s (Neal, 

2004; Chang, 2005) but has since become a popular mainstream dance form practiced 

and appreciated by people worldwide (Dimitriadis, 2009).  Hip-hop dance still has cultural 

roots and popularity amongst Afro-Caribbean youth cultures, so perhaps they assumed I, 

an African American, had an interest in hip-hop and/or that I was only looking at hip-hop 

because my research focuses on ethnic minority youth.  Either way, these presumptions 

were incorrect, and in my earliest interactions with this teacher I was met with ethnicity-

based presumptions rather than open-mindedness and curiosity about my community 

dance research.   

 
The following week, I was standing with the programme director and teacher (both white 

British women) as participants arrived for class. A young black participant (of unknown 

ethnicity) walked up to us, and the programme director and teacher began telling the 

participant that another student expressed that contemporary dance is the foundation for 

hip-hop.  The participant asked if this was true and looked disappointed when they both 

said yes.  In a separate conversation later the same day, the teacher shared her opinion 

that hip-hop does not allow for creativity and freedom of movement.  It was not clear why, 

again, hip-hop dance was brought up to me in this instance.  These comments may have 

been continuations of conversations about hip-hop dance between the director, teacher, 

and participant that I was not aware of, and therefore seemed out of context to me.  While 

I did not know the context or reason for these comments, they struck me as reflecting a 

lack of understanding of, exposure to, and value of hip-hop dance.  And above all, these 

statements were incorrect. 

  
The many dance forms under the umbrella of hip-hop (popping, locking, breaking, 

Waacking, commercial, etc.) are all practiced and performed through improvisation and 
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freestyle movement (Neal, 2004) and have origins in African and African-American dance 

styles (Durden, 2015).  Some commercial hip-hop does incorporate contemporary 

technique, so perhaps the teacher and director were suggesting that contemporary dance 

training will support learning this style of hip-hop.  However, the absolute statement that 

contemporary is the foundation for hip-hop dance is erroneous.  The belief that ballet or 

contemporary dance, forms of white western Euro-American ethnic origin 

(Kealiinohomoku, 1970; Buckland, 1999), are the foundation of all Western dance forms is 

a common misconception or inaccurate ‘master narrative’ in Euro-American dance 

pedagogy (McCarthy-Brown, 2018).  Nyama McCarthy-Brown argues that such stories 

uphold Eurocentric norms in dance education that centre and privilege ballet and 

contemporary dance and undervalue dance forms with different ethnic origins.  

 
The teacher’s belief that hip-hop dance does not allow for creativity and freedom of 

movement is not factual, but a judgement based on how she was accustomed to and 

preferred moving – in a contemporary style.  Jane Scott Barrett, former director of Ludus 

Dance community dance programme, critiqued this same belief expressed by a 

colleague who gloated that she ‘transformed the youth dance provision of her 

organisation away from Street Dance and towards Contemporary’ because it ‘was so 

much more creative’ (Barrett, 2007, para. 14).  Barrett argued that this belief and 

practice was ‘unwitting cultural imperialism’ that gave contemporary dance a higher 

status than street dance even though they could both be of equal social, artistic, and 

creative value.  The DanceLondon teacher’s judgement was not dissimilar to this.  I 

would also argue that it centred contemporary dance by implying it is the standard 

against which creativity and freedom of movement in hip-hop is measured, which is 

Eurocentric and diminishes the intrinsic and independent value of hip-hop dance forms.  

The comments and attitudes expressed by programme staff were based on incorrect 

assumptions and steeped in Euro-centric ideas about dance, and so, left distinct 
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impressions on my perceptions of the organisation’s culture in the first few weeks of 

working with them.  

 
DanceLondon also openly stated on their website that they promote equality and 

diversity and celebrate diversity positively (references removed in order that the dance 

programmes remain anonymous).  However, evidence of ethnic diversity of participants, 

teachers, and the types of dance styles they offered at the time was minimal. Coupled 

with this lack of visible ethnic diversity, the aforementioned encounters with 

DanceLondon staff gave me the impression that there was not a developed culture 

around valuing and celebrating diversity in dance of different ethnic origins, and by 

extension, of cultural diversity in general.  Value of diversity is one of the key principles 

of community dance practice critical to the cultivation of collaboration and a sense of 

community between members (Amans, 2017b).  Their comments and attitudes were 

counter to this principle and its potential corollary benefits to community and may have 

had a negative impact on ethnic minority participation.  According to Barrett, her 

colleague’s similar views and subsequent transformation of the youth provision from 

street dance to contemporary resulted in a ‘narrowing of the demographic client base’ 

(2007).  These attitudes at DanceLondon may have had a similar impact on the 

demographic makeup of their programme participants.  

 
Because of these occurrences in my first week with DanceLondon, I felt there was a 

degree of non-acceptance within the programme’s community culture instead of a value 

of cultural diversity.  I wondered how their comments impacted the young black 

participant and if there were other instances of such sentiments expressed to or around 

prior ethnic minority students.  I intended to speak to the participant involved in these 

exchanges about her experience in the programme later in the term, but she stopped 

attending the following week and did not return.  Her reasons for not returning were 

unknown to me, but I considered that it might have been in response to these exchanges.  
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I wondered if there would have been a different outcome if the programme staff exhibited 

more open and celebratory attitudes toward hip-hop dance or if there was a clearly 

demonstrated appreciation for cultural diversity in the programme, like there was at 

YouthDance.  Comments like those made earlier in the term did not persist past the first 

week at DanceLondon, and there were no other exchanges with staff that brought the 

organisational culture around a value of diversity into question.  At the same time, there 

were no redemptive indications of a developed culture around a value of diversity that 

emerged as the term progressed. 

 

Even though both programmes gave me consent to share observations of activities and 

interactions that occurred at their organisation during observation periods, considerable 

thought went into the decision to include the comments made by DanceLondon staff in 

this PhD.  These comments were not overtly problematic, but the discussion of how they 

impacted me could be seen in an unfavourable light in relation to staff members and the 

organisation as a whole.  This is not the intent for including the discussion.  My purpose is 

to share my experience as a researcher entering the community of the organisation, the 

impression some of the interactions had on me, and how this may have affected my 

research.  I agree with the tenet that it is my responsibility to represent my experiences as 

a researcher from an ethnic minority group (Fine et al., 2003).  I also included this 

discussion because I thought it was relevant and ethically responsible to share this 

experience given the main focus of this study is to examine how community dance 

programmes impact ethnic minority participants, and these comments may have been 

received by ethnic minority participants in a similar way.  It also felt important to mention 

these incidents because they are an example of seemingly benign comments that may 

have an unintended impact on someone from a minoritized ethnic group. 

 

The comments about hip-hop were not explicitly racialised or accompanied with other 

comments related to race or ethnicity, so I did not believe either individual intended them 
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in this way.  It is also important to note that these instances did not repeatedly occur 

(three comments were made over a 2.5 hour span on the first day), only one term was 

observed, and there was no opportunity to interview staff or participants and get their 

perspectives.  I did not glean staff member's explanations for these comments, nor 

participants' interpretation of them.  I also do not have a nuanced and full scope of the 

organisation's culture around ethnic diversity (or other areas, for that matter) since I only 

worked with them for one term.  While these few instances affected my impression of their 

values relating to ethnic diversity, they in no way, wholly define, represent, or indicate 

these individuals' full perspectives on cultural diversity nor DanceLondon's organisational 

norms and values as a whole.   

 

4.3.2 Enthusiasm and commitment to the dance practice 

 

Participants at both programmes demonstrated enthusiasm for and commitment to the 

dance practice.  By the end of term, over 90% of participants said they enjoyed dancing 

so much that they could not live without it, and nearly all the interviewees said they would 

return the following term.  This enthusiasm was prominent in all classes across both 

programmes wherein participants had high energy and demonstrated an eager 

commitment to improving their dance skills.  There were several instances of participants 

attending class despite injury or illness.  During week 5, two girls had bad colds, but both 

said they did not want to miss class because they wanted to learn the routine.  The 

following week one participant had an ankle injury but still attended and practiced the 

dance routine sitting in a chair.  Participants were regularly observed working on 

choreography alone and in groups during class breaks.  One participant remarked that 

she practiced the difficult one-handed chug floor slide they learned the previous week on 

a mat at home.  Another participant, Karina, a 12 year-old black British8 girl was eager for 

 
8 Ethnic identities are the language used by the participants in their survey responses. 



137 
 
 

YouthDance to make their Motions 1 classes more physically challenging and faster 

paced.  She remarked,  

I want them to improve more. Cause you know, like, how most of the time we 
do slow dances and stuff like that. And, like, one of our rules is to take risks. 
So, we could do like more upbeat dancing, not like stunts but more upbeat. 

  
Karina was eager for more opportunities to ‘take risks’ during the dance classes.  

YouthDance teachers encouraged participants to proactively make attempts at activities 

they might deem challenging.  Karina eagerly took up this task and wanted even more 

opportunities to do so.  Karina, and other participants attended classes for nearly a year 

and still enjoyed their time in the programme.  In the focus groups and interviews 

participants shared why they kept coming back to the community dance class each week:  

I just feel like dancing on Tuesdays. I like to dance at home. I like to dance 
anywhere really. Dancing motivates me and stuff. – Padma, 11 year-old British 
Asian girl 

The people. The dance in general. Knowing how to dance, like learning how to 
dance. The kind of dancing we do actually, the hip hop dances we do.  
Because sometimes when I'm at school I just start dancing randomly and my 
friends are like oh I didn't know you could dance.  – Beth, 10 year-old British 
African girl 

 
Both participants were enthusiastic about dancing inside and outside of the community 

class setting.  Beth also shared that ‘the people’ kept her coming back to the programme.  

Other participants expressed this same sentiment.  At DanceLondon, participants showed 

commitment to the dance practice from the start but were less enthusiastic in the earlier 

weeks. However, their enthusiasm did increase as the term progressed.  In all 

YouthDance classes, participants seemed to enjoy their interactions with others, and there 

was a palpable sense of community and feeling of togetherness between many 

participants.   
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4.3.3 Sense of community 

Another salient characteristic of the class cultures at YouthDance and DanceLondon was 

a sense of community, albeit in different ways.  McMillan and Chavis’s (1986) definition of 

a sense of community is still fitting for the community dynamics that took place and did not 

take place in the dance classes.  They state:  

Sense of community is a feeling that members have of belonging, a feeling that 
members matter to one another and to the group, and a shared faith that 
members' needs will be met through their commitment to be together  

(McMilan and Chavis, 1986, p. 9)   
 
Striving toward a sense of community was a core value of teachers and programme 

leadership at YouthDance.  Teachers structured classes for development of dance 

technique, choreography, and creative movement, but their approaches were grounded in 

a desire to build up participants’ skills on the foundation of a supportive and cohesive 

community environment.  The director of the youth dance company, Jade, illustrated this 

in a conversation we had during a YDC technique class.  She shared an experience from 

working at a different dance organisation where one of its leaders told her that all the 

students were ‘moaning’ to him about the quality of classes, but that it didn’t matter because 

‘they are going to be the armpit of the industry’.  She shared that classes there were 

£10,000 per year, but the students were of lower technical skill than those in YDC (where 

classes were free).  Jade thought that passion gave her energy and fueled her work with 

young people, which was important to develop of a sense of community.  She proclaimed ‘it 

is important to have a sense of community in an organisation.  Culture and community are 

so important.  It’s not about money’.  With laughter, she stated that she saw the young 

people as her own children and referred to one of the participants, Jade, as ‘one of her 

babies’.  She recognised the importance a sense of community had on her happiness and 

efficacy as a teacher, the quality of instruction students received, and subsequently their 

dance abilities.  For Jade, passion and developing close relationships with her students was 

her way of creating a sense of community.  This helped create a supportive and 

collaborative environment in YDC classes and rehearsals.  Other teachers at YouthDance 
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also expressed the importance of striving toward a sense of community and did so by 

supporting and encouraging participants and promoting collaboration, as illustrated by the 

following observations: 

• Starting in week 2, teachers encourage young people to use worry boxes where 
they write down a concern they have and the name of a staff member they would 
like to speak to about it. /Week 4 Autumn 

• The choreographer for Stand Up opens the session with a circle where each person 
says their name, one positive thing that has happened since they last met, and one 
thing they are looking forward to. /Week 5 Autumn 

• Lena went over to tell Lily to get off the phone because it’s not break yet.  Lily says 
'okay, I know you want me to succeed'.  Participants seem to feel cared about and 
think that others want them to do well. /Week 5 Autumn 

• Positive friendly vibe in the class. /Week 5 Autumn 
• Conversation with Darren – he talks about how didactic teaching is not effective for 

their learning.  He thinks it is important to teach in a collaborative/democratic way 
because it creates a more engaging and relaxed environment. /Week 7 Autumn 

• Conversation with Jade – She says passion gives her energy and fuels her work 
with young people and that it is important to have a sense of community in an 
organisation.  Culture and community are so important, it’s not about money. /Week 
7 Autumn 

• Nina’s admin work at start of class is longer than usual, so assistant Lena starts a 
game of 7UP with the young people to keep them engaged. /Week 14, Week 4 
Spring 

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020) 

 
 Overall, classes at YouthDance had a felt sense of community, which participants 

contributed to and enjoyed.  On a few occasions, participants brought in biscuits and other 

snacks because they wanted to celebrate their birthdays with their community dance 

classmates.  Interviewee Emelia, a 10-year-old mixed race girl, remarked that her favourite 

part about coming to the programme was just being with the other ‘really nice and kind’ 

people in the programme.  There were minor incidents of discordance between participants 

that are discussed in section 4.3.4.3 in this chapter and section 6.3.3 of Chapter Six, but in 

general, there was a clear sense of community in most classes throughout the term. 

 
The impact of the teacher on the sense of community was quite apparent at 

DanceLondon.  The following was observed at DanceLondon classes in the Autumn term: 

• One teacher taught the first class. Emma is leaving for a performance midway 
through term. Teachers are changing midway through. /Week 3  
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• Emma fits a lot into the classes. Runs it like a technique class. Participants run 
exercises 2 times then move on. /Week 3 

• Teacher doesn’t make much eye contact with students. Not much of a connection, 
teaches at them. There isn’t much bidirectional sharing. /Week 3 

• Doesn’t show them how to do the movements, demonstrates it full out and doesn’t 
break it down. /Week 3 

• They don’t know each other’s names. /Week 3 
• First class with new teacher Joanne. /Week 5 
• A bit more of a democratic teaching method. /Week 5 
• Most seem much more relaxed with Joanne. The environment is much warmer 

and friendly. /Week 7 
• Joanne explains movements in great detail. Explains how to do the movements in 

multiple ways. /Week 7 
• Joanne watches individual techniques and offers specific advice to improve 

execution. /Week 8 
• Spends a lot of time allowing them to practice. /Week 8 
• Participant says she ‘lost flexibility’; Joanne tells her it’s because her bones are 

growing faster than her muscles; tells her it will come back. /Week 8 

(Callahan field notes, DanceLondon, Autumn 2019) 

 

There were two different teachers that taught the contemporary dance class.  Emma 

taught the first half of the term because she was leaving mid-term for a performance 

opportunity.  Emma’s classes were highly structured, and she adopted a somewhat 

authoritarian or a ‘demonstrate and do’ (Purvis, 2014, p. 35) approach to teaching.  She 

would set the exercises, participants would try to replicate the movement, and she would 

not offer corrections or suggestions on how to acquire the movement.  During her classes 

there was not much teacher-student interaction or relationship building between 

classmates.  Participants did not know each other’s names and usually worked on their 

own, independent of each other.  Overall, there was not a felt sense of group cohesion 

between them.   

This changed when Joanne, the teacher for the second half of term, started during week 

5.  Joanne had a much more student-centred style of teaching where she would 

demonstrate but also give personal attention to each participant as they tried to learn the 

movements.  She also had a more democratic approach to the class where she 

occasionally allowed participants to decide the structure of the class for the day and what 
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activities they would do.  With the new teacher, participants seemed much more relaxed, 

and the class environment had a warmer, friendlier feel.  Joanne would openly discuss the 

importance of creating a supportive environment for each other and promoted respect for 

one another as they learned.  During the second half of term, participants were friendlier 

and much more social with each other, the teacher, and me.  These changes may have 

also occurred because participants gradually became more comfortable with one another 

as the term progressed, though it appeared like Joanne’s approach to teaching was a 

significant factor in this shift.  This is in line with research that has found that student-

centred approaches to teaching dance have a more positive impact on the climate of a 

classroom than teacher-centred or didactic approaches (Yetti et al., 2021), and further, 

student-centred approaches can enhance skill acquisition and increase technical abilities 

(Brown, L. M., 2021).  

In general, teaching staff cultivated and nurtured a sense of community in the community 

dance programmes.  They overtly expressed the importance of a sense of community and 

demonstrated this value by creating environments where participants were supported and 

encouraged to collaborate with one another.  Examples of how collaboration and support 

played out in the programmes are discussed in sections 6.4.3.1 and 6.4.3.2 of Chapter Six.  

In the next section, I discuss how new members became a part of the community at each 

dance programme. 

4.3.4 Becoming a part of the community 

 
Both organisations welcomed me as a researcher, but there were differences in how I 

(and others) became a part of the dance class community.  From the start at YouthDance, 

I was invited to take part in all the activities for staff members including safeguarding 

courses, planning meetings, and social outings, so my relationships with staff developed 

early on via these events.  At DanceLondon, there were no such activities I was aware of 

prior to starting class observations or during the term.  DanceLondon was a much smaller 

operation and the three staff members I worked with, the programme director and the first 
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and second half-term teachers, were often quite busy.  The programme director’s busy 

schedule contributed to a two-week delay in starting class observations and there was 

scarcely any time to commune with staff outside of the dance class.  There was roughly a 

10-minute window of time when the programme director received the participants as they 

arrived for class and the teacher who had to quickly transition from teaching small children 

to teaching the adolescent class.  When class observations started at YouthDance, I was 

introduced to participants alongside other staff members as if I was a part of the team, but 

at DanceLondon there was not this same team-like culture to be a part of.  So, at the start 

of class observations, I was a part of the fabric of the community at YouthDance, but at 

DanceLondon the onus was on me as an independent researcher to develop relationships 

with the teacher and participants.   

 
The structure of the dance classes at DanceLondon were such that there was not much 

time for socialising.  Teachers began the class with a short description of what they would 

do for the day, immediately go into the warmup, then teach technique or set a creative 

movement exercise, and conclude with teaching choreography.  There were no social 

games or social icebreakers to facilitate social connections.  Building relationships and a 

sense of community was not a priority in the class environment, particularly for the first 

teacher.  The classes were technically challenging, and emphasis was placed on 

developing proficiency in the components of contemporary dance (technique, 

improvisation, partnering, choreography, etc.) rather than on developing social 

relationships.  I attempted to develop relationships with the teachers and participants by 

engaging in conversations with them during the short water breaks and taking part in the 

warmup, technique, and cool down portions of some classes.  This advanced my feelings 

of being a part of the class, but there was not a strong felt sense of community that I felt a 

part of.   
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At YouthDance, I took part in class activities with participants, helped participants learn 

choreography, supported class teachers and assistants, and built a rapport with 

participants.  The following are some examples of this from my field notes: 

• I helped dancers with makeup and hair.  I was included into the coordination team.  
Really included in the performance day.  Participants come to me with questions like 
I was a member of staff. /Week 8 Autumn 

• I enter the room and get greeted with hugs by 6 or so kids.  I have become part of 
the fabric of the class.  One young participant says, 'you deserve a hug'. /Week 8 
Autumn 

• Participant left to go home because of a fire alarm issue at home.  Asked to speak 
with me outside, told me she had to leave. /Week 9 Autumn  

• End of term: I perform. In the final performance with the teachers.  /Week 10 
Autumn  

• Kamala asked me to help with the music.  /Week 11, Week 1 Spring 
• Three 11 year old Afro-Caribbean British girls were play fighting to stand next to 

me in the circle.  When we re-grouped after all of the warmup, ice breaker, and 
first exercise, they again came to stand next to me.  I think this might be led by 
Selia, who often seeks me out to tell me about her day and likes to have ‘dance 
offs’ with me. /Week 11, Week 1 Spring 

• A big group of about 8 kids behave overjoyed with seeing me.  They gave me a 
massive hug and say they will miss me.  That I shouldn’t go, that I should stay 
forever.  /Week 11, Week 1 Spring 

• In the name game exercise, all of the new kids were excited to meet me.  Queued 
up to meet me. /Week 11, Week 1 Spring 

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020) 

 

Like my experience with staff, participants welcomed me from the beginning.  Over time I 

developed relationships with participants that were similar to the relationships they had 

with teachers and staff.  They would ask me for help with minor conflicts that happened in 

class, for help with learning choreography, and confided in me about personal difficulties 

they were having at school.  The participants and I developed a friendly rapport, and some 

openly expressed their appreciation for me being a part of their class.  Participants would 

regularly greet me with hugs when I arrived, and at the end of autumn term a group of 6 or 

7 young participants expressed sadness that they would miss me over the holiday and 

said I should come back after Christmas and ‘stay forever’.  At the end of term 

performances, I was made part of the coordination team and became fully immersed in 
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the activities with participants from helping them with hair and makeup to performing in 

dance pieces with participants and teachers.   

 
The following spring term many of the same participants returned and the relationships we 

developed picked up where they left off.  One trio of Afro-Caribbean girls aged 10 – 11 

years that returned, would regularly engage in conversation with me about different topics, 

show me dance moves they are learning, would ask me to dance with them, and at times 

would playfully fight to be able to stand next to me during class activities.  Their behaviour 

with me was notably different from their behaviour with teachers or assistants.  They were 

less playful and more reserved with the teachers and assistants and generally seemed 

more comfortable with me.  The exact reason for this is not clear, but our racial similarity 

may have played a role.  In their class I was the only black adult in the room, so my 

presence may have brought them a sense of familiarity or comfort.  There is a healthy body 

of research that suggests ethnic minority students respond better to teachers of the same 

race (Redding, 2019), may see them as valuable role models (Quintana, 2007), and may 

feel more motivated and engaged when they have same-race teachers (Cherng and Halpin, 

2016).  While I was not a teacher, my role in the class was amongst teachers and 

administrators.  So, participants may have viewed me in a similar vein as their teachers and 

therefore responded to me in ways the literature suggests they would a teacher of their 

same race.  My relationships with majority of the other participants and my relationships with 

staff developed like all other staff-to-participant and staff-to-staff relationships in the 

community.  This was true for other new staff members like intern Darren who remarked 

that from day one he felt everyone took him in and made him feel welcomed.  YouthDance 

established a culture whereby relationships between everyone, staff and participants, 

flourished, enabling a sense of community to emerge and further enhance relationships 

between community members.    
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4.3.4.1 How Legitimate peripheral participation functioned 

 
As discussed in Chapter Two, I proposed that the community dance class functions as a 

community of practice where social interactions that occur during young people’s informal 

participation in the shared activity of learning to dance, might cultivate learning and 

knowledge about themselves, others, how to engage with their peers and authority figures, 

and the sociocultural practices of the community.  Becoming a part of the community, and 

further, getting to the centre of community is a key process in this kind of social learning in a 

community of practice – a process Lave and Wenger term legitimate peripheral participation 

(LPP) (Lave and Wenger, 1991).  LPP in the community dance context is the process 

through which less experienced community members (newcomers) observed and learned 

from more experienced community members (old-timers) to gain knowledge of the dance 

practice and social practices within the community dance class.  The authors posit that the 

old-timer dictates newcomers’ access to the centre of community and therefore how ‘expert’ 

they become.  Theoretically, through this kind of participation, community members learn 

more, become more ‘expert’ and therefore more central to the functioning of the community.  

Conversely, newcomers who have less access to old-timers do not get closer to the centre 

of community and learn less.  However, LPP functioned differently in community dance 

classes.  There was not necessarily a pursuit of mastery or expertise in dance, but an 

ongoing learning process for participants to learn to dance and build relationships with 

themselves and others.  Interactions between more experienced and less experienced 

community members may have helped facilitate this learning, and fewer interactions may 

have inhibited learning for both.  Similarly, some social dynamics may have facilitated 

learning and some dynamics may have diminished opportunities for interaction and reduced 

learning in the community dance classes.  YouthDance classes had the broadest ranges of 

ages and the largest classes, so these dynamics primarily played out there.   
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4.3.4.2 Facilitators of LPP 

In the community dance classes at YouthDance, one of the dynamics that emerged was 

older participants voluntarily taking on leadership roles to assist younger participants.  

This was observed on several occasions early in the term: 

• Two older (10/11 year olds) spotted 2 younger (aged around 8) in a pair struggling 
with the exercise.  2 younger girls shyly looking at one another. 2 older go over 
and ask if they want to swap partners.  They swap and create movement. /Week 4 
Autumn 

• At Star studio, 4 older kids joined Lena in the front row while learning grooves.  
They then began going around and instructing the younger kids (5,6,7 years).  She 
then assigned each older child with a group of younger children to create a dance.  

*teacher made the best of a class of majority young participants 
*created a learning and leadership opportunity for kids /Week 4 Autumn 

• Lena told me the same thing happened again with the younger participants at Star 
this past week. /Week 5 Autumn  

(Callahan field notes, YouthDance, Autumn 2019) 

 

During week four, Nina, the teacher of Motions 1, gave a creative movement exercise in 

which pairs were to explore movements that unfolded from connecting and disconnecting 

different limbs.  At the start of the exercise, one pair of girls aged around 8 years were 

shyly looking at each other and seemed unsure of how to proceed with the exercise.  

Another pair of girls aged about 11 saw the two younger girls struggling, went over to them, 

and asked if they wanted to swap partners.  The older girl in each pair then led the younger 

girl through the exercise and each pair created a short dance composition.   

 
In a different class during week four, Lena was teaching hip hop grooves, and many of the 

younger participants (aged 5-8) were struggling with the coordination of the movements.  By 

their own volition, four older participants (aged 9-12) began going around the class to 

instruct younger participants.  As the class progressed, all four older youths stood in the 

front row so the younger ones could follow them.  The teacher noticed this midway through 

the class and assigned each older child with a small group of younger youth to create a 

dance composition using the newly learned hip hop grooves.  Here too, the older group 
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member led the younger ones through the successful creation of a short dance composition 

that included the Smurf, the Bart Simpson, and the Running Man.  This dynamic continued 

throughout the term, but as the weeks progressed many of the younger participants became 

more autonomous and were able to pick up choreography and navigate exercises more 

independently.  Some participants directly shared that interacting with different age groups 

helped them.  Specific examples of how, are discussed in Chapter Five section 5.3.1.2 and 

Chapter Six section 6.3.3.  

 
The old-timer-newcomer dynamic also played out between adult teaching staff and 

participants.  Most teaching staff not only taught young people physical acquisition of dance 

techniques, they also led them through different aspects of dancing, including exploration of 

feelings and emotions, different ways to express them, and exploration of different 

movement qualities and ways of interpreting music through their movement.  They also 

provided encouragement and support to young people as they navigated exercises to 

develop these skills.  Teaching staff shared their expertise of not only dance, but of how to 

lead, support, and communicate with others.  They also promoted participants’ development 

of these skills, like in the example above when Lena gave older youth opportunities to lead 

younger youth through exercises.  Teachers at both programmes demonstrated these skills 

throughout the duration of each term, specific examples of which are discussed in sections 

6.4.3.1 in Chapter Six and section 7.2.4.3 of Chapter Seven.  Dynamics between age 

groups was the most salient facilitator of LPP, no other notable themes emerged. 

 
4.3.4.3 Hindrances to LPP 

There were some instances where dynamics between different age groups may have also 

functioned as a hindrance to social learning and social connection.  At YouthDance, 

during the 10-minute breaks, older participants would sit down with their phones or break 

off into pairs, whereas younger participants would engage in playground games like tag in 

a large group.  This did not occur every class, but it was a noticeable phenomenon 
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throughout the term up until week eight.  During the last weeks of term, participants 

generally used the time during breaks to practice the choreography for the upcoming 

performance and sometimes socialise with their closest friends in the group.  One 14 

year-old participant, Fatima, regularly exhibited discomfort when in a group of younger 

participants.  Instead of taking on a leadership role, she displayed disinterest and would 

playfully dodge younger participants as they tried to engage with her.  Socially, age 

groups did not always mix, so there may not have always been an exchange of ‘expertise’ 

in social skills between the old-timers and newcomers in the community dance class. 

 
Other kinds of separation within the community dance classes may have also limited 

social learning and social connection.  A clique in one YouthDance class had an 

observable impact on the social dynamics of the dance class:   

• Group of 7 girls in a loud, boisterous clique.  They are friendly but they take a lot of 
the energy in the room. /Week 4 Autumn 

• Class is still cliquey, 4 (Afro-Caribbean) girls do not integrate with the others. 
*Centre of community /Week 5 Autumn 

• Susie still looks sullen, but still turns up.  Not really engaging with others; doesn’t 
look like she wants to be bothered with the clique. /Week 5 Autumn 

• 'The clique' is 15 minutes late again. *Affect they have on others’ learning. /Week 6 
Autumn 

• Attendance dropped in the 6:30 class, only 7 here this week. /Week 9 Autumn 
• Clique is giggling, not taking the exercises seriously. /Week 9 Autumn 
• One participant says 'I don’t like them' about the clique after she sees one of the 

girls in the clique.  She says she likes one of the girls, but not the other 3. /Week 9 
Autumn 

• All of the dancers are on 'equal' ground.  None are more centred than others and 
no cliques. /Week 12, Week 2 Spring 

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020) 

 

A group of five Afro-Caribbean girls who previously knew each other attended the class 6:30 

class, and from the beginning, would rarely socialise with others.  They were often talkative, 

disruptive, and had irregular attendance.  As the term progressed, other participants were 

noticeably distracted by and frustrated with the group and one participant privately shared 

with me that they did not like being in the class because of the group.  During week 5, the 
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new intern, Darren, who said he felt welcomed into a different class, was met with silence by 

the clique.  They would not engage with him and would avoid eye contact when he was 

instructing them.  Throughout the term, there was an overall feeling of discomfort in the 

class as other participants tried to proceed with learning and socialising with each other 

while seemingly holding in frustration with the often-disruptive group and silently listening as 

the teacher repeatedly (and frustratingly) reminded the clique to focus and be quiet.  This 

played out from the beginning of the term until the end, when the whole class had to create 

the final performance in one class because the clique’s irregular attendance and disruptive 

behaviours hindered progression during term.  This clique’s social, emotional, and dance 

skills did not seem to change in any noticeable way as the term progressed, and their 

behaviours may have impacted others’ progression.  There were also instances of minor 

conflicts between participants in the Motions 2 class.  Several participants complained that 

one participant was bossy and mean and another participant requested a partner change 

because he felt his partner did not like him.  These small disagreements occurred more 

frequently toward the end of the Autumn term at YouthDance but were still relatively 

infrequent.  These conflicts also did not seem to impact the class overall; however, they 

may have negatively impacted social connections and social and emotional learning of the 

individuals involved.  

 
At DanceLondon, small friend groups emerged in the small class of eight to ten participants 

and groups were clearly demarcated along racial lines.   

• Girl in the conversation about hip-hop contemporary positions herself in the back 
of the class, doesn’t associate with other people. /Week3 

• Group isn’t socialising or dancing as one group. /Week 3 
• Small clique seems to have a more formulated relationship with Emma. /Week3 
• Participants do not fraternise with each other during the break.  Very quiet and 

they seem shy to interact with one another. /Week 5 
• The six white girls all sit in a circle and tie shoes to leave.  3 girls of colour 

seemingly isolated from larger group. /Week 7  
• One girl with braids is isolated, goes off on her own and does not engage with 

other girls or teacher. Joanne gives her extra attention. /Week 7   
• Socially, group is split – 6 girls: 3 very technically trained and focused and serious 

in a group, 3 also technically trained but distracted and more talkative. /Week 9 
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• The clique chats the whole time; not mindful of others in the room. /Week 9 
• The clique is very distracting. /Week 9 
• Two of the girls working on their own, away from the group. /Week 9  

(Callahan field notes, DanceLondon, Autumn 2019) 

 

Depending on attendance, there was usually one group of 4-5 white British girls who would 

sometimes mingle with another group of 2-3 white other and mixed ethnicity girls who 

socialised together, and 2-3 ethnic minorities who were often alone or in pairs.  Two of the 

three ethnic minority girls were sisters, so they were often together, and would rarely 

socialise with the white groups if one of the sisters was absent.  The third ethnic minority girl 

left after 4 weeks.  There were no conflicts between groups, but there was minimal 

socialising between them.  At times, there was a palpable awkwardness between them 

when they had to work together, but this changed when the groups were broken up and 

paired with ‘outgroup’ members.  When groups were ‘mixed’ into pairs by the teacher, there 

was sometimes visible awkwardness between the girls at the start of the exercise, but 

sometimes this would gradually decrease if the pair made efforts to share movement ideas 

with each other as they worked together.  In these instances, the dance activity was a 

catalyst for breaking down barriers and spurred connections between individuals.  Other 

times there was less collaboration and the pair seemed to be working alone alongside each 

other.   

 
The divide between the ethnic minority group and the others did not narrow as the term 

progressed, nor did the social dynamics between them.  The two groups of white girls 

began socialising a bit more and by week 7, six of them would sit in a circle to put on their 

shoes and prepare to leave the studio at the end of the class, and the group of ethnic 

minority girls prepared to leave in their own group, separate from the other.  By the 9th week, 

the group was still socially split along racial lines, but the now singular group of white 

participants began to split according to their degree of focus.  All participants displayed 

established contemporary and ballet technique, but the three more serious and focused 
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white participants became a group and the white participants who were more talkative and 

distracted became a group.  The pair of ethnic minority girls remained a separate group.  It 

is unclear why these racialised groups formed and persisted at DanceLondon.  Perhaps 

there were established friendships that predated the dance programme that influenced 

friendship formations in the programme, and maybe there were other unknown reasons 

why the ethnic minority participants did not become a part of the larger group.  The 

reasons for these dynamics in the DanceLondon classes are unknown, but the same 

phenomenon occurred in some instances in the earlier classes at YouthDance. 

 
It was easy to detect these differences at DanceLondon because of the small number of 

participants, though racially defined friend groups also emerged at YouthDance.  The large 

number of participants in each class (15 – 32 young people) made it difficult to observe the 

same nuances observed at DanceLondon.  In the early weeks of some of the YouthDance 

classes, there was obvious formation of at least two racially homogeneous friend groups, 

usually one black and one white.  These groups were usually made up of three or four 

young people of the same race, but the majority of the other young people in the classes 

made friendships with others of varying races.  Over time, even the racially delineated friend 

group lines became less stark as they all socialised amongst the wider group of young 

people and mingled with others from varied racial and ethnic backgrounds.   

 
There is nothing wrong with racially homogenous friend groups, in fact they may endure 

longer than cross-race friendship over time (McGill, Way and Hughes, 2012) and may be 

advantageous to healthy development of the ethnic and racial aspects of adolescent identity 

formation (Tatum, 2017).  However, immutable racially-delineated friend groups in the 

context of the community dance class may hinder knowledge transfer and limit some 

participants’ ability to get to the centre of community.  Individuals in these separate groups 

may have experienced limited social interactions with others in the community and therefore 

may have had different social experiences and different opportunities to learn amongst the 
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broader class community.  Some research suggests that cross-ethnic friendships can help 

young people feel more safe and less vulnerable to peer victimization and loneliness 

(Graham, S., Munniksma and Juvonen, 2014), improve intergroup attitudes (Davies et al., 

2011), and support socioemotional well-being (Benner and Wang, 2017).  Informal 

community-based programmes like these community dance programmes can provide 

young people rich opportunities to form friendships beyond racial cross-ethnic relationships 

based on reciprocation (Echols and Graham, 2013) and sociobehavioral characteristics 

like having similar prosocial behaviours (McDonald et al., 2013).  Further, some research 

suggests that shared experiences in out-of-school contexts like these programmes may be 

particularly important for cross-ethnic friendships because they contribute to the quality and 

stability of these friendships (Lessard, Kogachi and Juvonen, 2019).  Young people that 

remained in racially homogenous friend groups in the community dance class may have 

missed out on these opportunities, and ultimately had limited access to the centre of 

community.   

 
4.4 Chapter Four conclusion 

 
In this chapter, I discussed how the YouthDance programme had a clear value for 

diversity and a strong sense of community in their classes.  Teaching staff developed 

relationships with participants and created supportive and collaborative class environments 

that participants contributed to and enjoyed.  YouthDance established a culture whereby 

relationships between staff and participants flourished, enabling a sense of community to 

emerge and further enhance relationships between community members.  These 

community attributes were not as strong in DanceLondon classes, but participants at both 

programmes were committed to the dance practice and enthusiastically participated.  I 

also explained how in YouthDance classes there was a clear old-timer-newcomer dynamic 

between older and younger community members that suggests younger participants were 

learning and becoming part of the community through legitimate peripheral participation.  

Older participants voluntarily took on leadership roles to help younger participants who 
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eventually became more autonomous, and the adult teaching staff encouraged participants, 

taught them dance techniques, different ways of creating and expressing themselves 

through movement, and modelled how to lead, support, and communicate with others.  

However, some group divisions may have limited legitimate peripheral participation.  

Different age groups did not always interact, and small cliques formed along racial lines.  

Individuals in these separate groups may have had different social experiences and 

therefore different opportunities to learn amongst the broader class community.  The cultural 

dynamics and values of the community dance classes were distinct for each programme, 

but also had some similarities (see Figure 4.1).  Although practices at both programmes 

were similar, differences within the community may have impacted participants' experiences 

in the programme in different ways, and therefore influenced different social and emotional 

outcomes.   

Figure 4.1 – Community and practice at DanceLondon and YouthDance programmes 

 

 

 

 

 

 

 

 

 

 

 

Community 

• Value for cultural diversity at YouthDance  
• YouthDance classes led by ethnically diverse 

staff 
• Apparent lack of value for cultural diversity at 

DanceLondon 
• Enthusiastic participation (both programmes) 
• Commitment to the dance practice (both) 
• Sense of community at YouthDance 
• Support between community members at 

YouthDance 
• Lack of a sense of community at DanceLondon 
• Legitimate peripheral participation  

o Facilitated by old-timer/newcomer dynamic 
between older and younger community 
members  

o Hindered by cliques and racialized friend 
groups 

Practice 

• Learning diverse 
dance styles & 
expression of 
emotions and 
concepts  

• Technical 
training 
exercises 

• Creative dance 
and 
improvisation 
activities 

• Performing 
created 
choreography in 
front of others 

Outcomes (observable changes) – discussed in chapters 5 through 8 
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Differences in community dynamics may not have heavily influenced quantitative results, 

since there were only three participants from DanceLondon included in the quantitative 

analyses in upcoming chapters.  Most study participants attended YouthDance classes 

(92%), so upcoming findings are more representative of the experiences of the ethnic 

minority youth who took part in the YouthDance programme.  In upcoming analysis chapters 

I discuss the ways practices and dynamics of the community impacted participants. In the 

next chapter, I examine the first social and emotional learning measure and present the 

findings on how participating in the dance programmes impacted social self-efficacy of 

underprivileged ethnic minority youth. 
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Chapter 5: Social Self-Efficacy 

 
5.1 Introduction 

 
In this chapter I present the findings on how the community dance programmes impacted 

social self-efficacy.  This chapter specifically aims to answer the research sub-question: 

 
1.1  Does participating in a community-based dance programme improve social 

self-efficacy of underprivileged ethnic minority youth (confidence in one’s 

ability to initiate and sustain relationships)? 

I first describe how social self-efficacy has been measured in other studies, then describe 

the Self-Efficacy Questionnaire for Children (SEQ-C) used in this study.  Next, I discuss 

the data quality and imputations of SEQ-C study data and present results of t-tests 

comparing results of each group.  I follow this with results of the difference-in-difference 

regression analysis that estimates the direct impact of dance participation on social self-

efficacy.  Next, I discuss qualitative findings from class observations, interviews, and focus 

groups and how they relate to the quantitative data to determine if and how programmes 

impacted social self-efficacy.  I then provide a discussion of the findings followed by 

limitations to consider and a detailed discussion of the impact of the global pandemic on 

the results of this study.  I conclude this chapter with a brief summary of findings, a 

discussion of discrepancies between qualitative and quantitative results, and suggestions 

for alternative measures that may have quantitatively captured additional ways 

participants gained self-efficacy from taking part in the community dance programmes. 

5.2  Social self-efficacy: research and measurement 

 
As described in Chapter 2 section 2.6.2, Bandura’s social cognition theory posits that 

social self-efficacy, confidence in one’s ability to initiate and maintain social relationships, 

can be enhanced through mastery experiences, vicarious experiences, social persuasion, 

and/or changes in emotional arousal/feedback in social situations (Bandura, 1997).  High 
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social self-efficacy or having positive beliefs in one’s social abilities, enables adolescents 

to form and maintain strong social relationships (Bandura et al., 1996) and is positively 

related to communication skills and interpersonal problem-solving skills (Erozkan, 2013).  

Low social-self-efficacy may lead to anti-social behaviours (Bandura et al., 1996) and has 

been associated with loneliness (Gazo et al., 2020), depression (Bandura et al., 1999; 

Riaz Ahmad, Yasien and Ahmad, 2014) and other mental disturbances (Connolly, J., 

1989).  Several qualitative dance studies have found that recreational or community 

dance positively impacted participants’ confidence in social situations (Gardner, 

Komesaroff and Fensham, 2008; Beaulac, Kristjansson and Calhoun, 2011; Scrantom 

and McLaughlin, 2019; Lai et al., 2020).  Only one study used a validated scale, the 

Tennessee Self-Concept Scale, to assess social self-concept and found significant 

improvements in social self-concept scores of how connected and supported participants 

felt, their comfort in social situations, and their abilities to make and sustain friendships 

(Blackman et al., 1998).  There are several validated scales to assess adolescent social 

self-efficacy based on foundational concepts from Bandura’s Guide for constructing self-

efficacy scales (2006).  This study uses the Self-Efficacy Questionnaire for Children 

(SEQ-C) (Muris, 2001), one of the most widely used reliable and validated self-efficacy 

scales.  The SEQ-C is comprised of three subscales of eight, 5-point likert scale question 

that are totalled for an overall self-efficacy score, though this study only uses the social 

self-efficacy (SSE) subscale comprised of the following questions:  

• How well can you express your opinions when your classmates disagree with you? 
• How well can you become friends with other youth? 
• How well can you have a chat with an unfamiliar person? 
• How well can you work in harmony with your classmates? 
• How well can you tell other youth that they are doing something that you don’t 

like? 
• How well can you tell a funny event to a group of youth? 
• How well do you succeed in staying friends with other youth? 
• How well do you succeed in preventing quarrels with other youth? 

 
Social self-efficacy subscale scores range from 8 to 40, with higher scores suggesting 

greater beliefs in one’s social abilities to make friends and deal with social challenges. 
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Evidence of validity and reliability of the SEQ-C scale has been reported in studies 

involving Malaysian  (Tan and Chellappan, 2018), Iranian (Bayani, 2016), and African-

American (Suldo and Shaffer, 2007) adolescents.  Suldo and Shaffer’s examination of 

validity and reliability of the scale amongst African- and Caucasian-American youth from a 

majority low socioeconomic background demonstrated that SEQ-C subscales had 

criterion-related validity when compared to a range of mental health and behavioural 

issues and had structural validity per the exploratory factor analysis wherein all items 

loaded to their respective factor (subscale).  The authors also found the subscales to have 

internal consistency per coefficient alpha levels at .82, .79, and .73 for academic, 

emotional, and SSE subscales, respectively.  In this PhD study, alpha coefficients of the 

SEQ-C SSE subscale were .78 at baseline and .81 at follow-up, which indicates that 

participants’ responses were adequately internally consistent.   

5.2.1 SEQ-C data quality checks and imputations 

 
Four surveys were missing baseline SEQ-C SSE subscale data, and one was missing 

follow-up data, so these cases were completely excluded from the SSE analysis9.  Missing 

value analysis (MVA) on the remaining surveys found that no item was missing more than 

5%, (see Appendix 9) so 47 cases were included the SSE analysis.  Little’s MCAR tests of 

SEQ-C SSE subscale at baseline and follow-up were insignificant, indicating that values 

were missing completely at random.  Imputing these items would not likely impact or bias 

the estimate of the means (Dziura et al., 2013), so missing values were imputed with the 

mean value for that item (single mean imputation).  Two surveys were missing one item 

on the SSE subscale, so these items were single imputed with the mean value of the item.  

Q-Q plots were used to test normality of SEQ-C social self-efficacy subscale data and 

were found to be normally distributed (see Appendix 9).   

 
9 SSE questions were the last section on the survey, so participants may have run out of time when 
surveys were administered.   
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5.2.2 SEQ-C SSE subscale t-test results 

 
As mentioned above, four surveys from the dance group were missing complete SSE 

subscale responses, so the sample size is slightly smaller for this measure (n=47).  

Baseline average SSE scores were slightly lower for the dance group, but this difference 

was not significant (see Table 5.1).  After completing the dance intervention, the dance 

group’s average SSE score increased from 28.67 to 30.06 (+1.39 points, +4.8%).  The 

control group’s average score remained the same at 29.92.  The average follow-up score 

for the dance group surpassed the control group's average follow-up score, but this small 

difference was not statistically significant.  There were no other significant differences 

within or between groups at baseline or at follow-up.  There was a significantly positive 

correlation between SSE scores and age at baseline for the dance group (rho = .362), but 

this moderate relationship diminished at follow-up.  

Table 5.1: Social Self-Efficacy T-Test Results by Group, Gender, and 
Programme 

 Baseline n=47 Follow-up n=47 

n=47 
Dance group 

 n=35 
Control group   

n=12 

Dance 
group   
n=35 

Control 
group n=12 

Mean (sda) 28.67 (5.35) 29.92 (5.79) 30.06 (5.14) 29.92 (5.25) 
t-value (dfb) -0.682 (45) 0.081 (45) 

p-value .499 .936 
     

Female 28.72 (5.42) 29.43 (6.37) 30.09 (5.22) 29.86 (4.41) 
Male 27.00 (n/a) 30.60 (5.50) 29.00 (n/a) 30.00 (6.82) 

t-value (df) 0.312 (33) -0.331 (10) 0.206 (33) -0.044 (10) 
p-value .757 .747 .838 .966 

     
DanceLondon 29.67 (2.89) - 29.33 (1.53) - 

YouthDance 28.58 (5.58) - 30.13 (5.37) - 
t-value (df) -0.333 (33)  0.251 (33)  

p-value .741  .803  
     

Age correlation     
Spearman’s rho .362* .256 -.108 .175 

significance .032 .421 .535 .586 
+standard deviation; bdegrees of freedom; *p<=0.05 
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5.2.3 SSE difference-in-difference analysis 

 
The t-tests did not detect significant changes in SSE scores for either group, so 

expectedly, the difference in difference analysis did not produce significant results.  The 

overall model to estimate the impact of the dance programmes on social self-efficacy was 

insignificant, as were the other covariates (see Table 5.2).  The coefficient for the estimate 

of the impact of the programme on SSE (diff-in-diff term, in bold) was 1.387, which means 

that SSE scores trended upward and may have been higher for the dance group after the 

programmes.  However, the coefficient was not significant (p=.585), and as illustrated in 

Figure 5.1, the trend for the dance group was positive, but the margins of error 

overlapped.  This means that the follow-up scores were not significantly different between 

groups, and the increase in dance group scores may be due to chance and cannot be 

causally linked to participation in the dance programmes.  

   
Table 5.2: Impact of Dance Programmes on Social Self-Efficacy: Difference-in-Difference 

Model Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.015 -0.029 0.015 89 .848 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 30.000 1.907  15.735 <.001 

Dance  -1.191 1.938 -0.099 -0.615 0.540 
Post 0.000 2.183 0.000 0.000 1.000 
Female -0.142 1.918 -0.009 -0.074 0.941 
Dance*Post 1.387 2.530 0.128 0.548 0.585 

 
𝑆𝑜𝑐𝑖𝑎𝑙	𝑆𝑒𝑙𝑓 − 𝐸𝑓𝑓𝑖𝑐𝑎𝑐𝑦

= 	30.000 − 	1.191𝐷𝑎𝑛𝑐𝑒 − 0𝑃𝑜𝑠𝑡	 − 0.142𝐹𝑒𝑚𝑎𝑙𝑒 + 𝟏. 𝟑𝟖𝟕𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 
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5.3 Observations & participants' experiences related to social self-efficacy 

 
There were no significant changes in SSE scores for either group.  The 1.39-point (4.8%) 

increase in SSE scores in the dance group was not significantly different from the control 

group, could be due to chance, and cannot be causally linked to the dance intervention.  

One participant, Angelique, a 12-year-old Black British Asian girl, overtly expressed doubt 

about how much participating in the programme impacted her confidence.  She explained:  

Angelique: In school it's kind of different from in here. So, like, I feel like in 
here I don't really think it's boosting our confidence that much. It may be a 
little bit, but not that much. It's separate situations, from school, and in here. 

Callahan: So, do you think there are things that happen in school that help 
you build more confidence, more than in here? 

Angelique: Less than in here. I am more confident than when I first started, 
because now I know these people. 

 
Angelique compared her experiences at the programme and at school and thought that in 

school there was less opportunity for her to build confidence than in the community dance 

programme.  She did feel more confident than when she started but attributed this to 
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becoming more familiar with the other participants.  When asked to expand on her feelings 

about this, she ultimately expressed doubt that the programme could change her 

confidence.  She said simply,  

Honestly, I'm not sure if it's actually going to change my confidence or not. 

 
Angelique was the only participant to overtly state that participating in the community 

dance programme did not improve her confidence.  Most interviewees and focus group 

participants thought that involvement in the community dance programme had some 

impact on their confidence, particularly their abilities to socialise, make friends, overcome 

shyness, and take on leadership roles.  While these elements are connected to 

confidence, they are not measured by the SSE subscale.   

5.3.1.1 Overcoming shyness toward making friends and performance  

Participants shared that their experiences in the programme improved confidence in their 

abilities to talk to peers and perform in front of others despite feeling shy.  After another 

participant shared that dancing for performance made her feel proud, Beth, a 10-year old 

British African girl shared that she too felt proud but shy at the same time in the following 

exchange: 

 
Callahan: And do you feel proud? 

Beth: Yeah, but kind of shy. 

Callahan: You say you feel shy, but you still come, and you still express 
yourself.  How is that for you since you say that you're shy? 

Beth: I enjoy it because I have something to do, and it makes me happy. 

 
Beth did not necessarily overcome her shyness, but it did not stop her from participating in 

the programme.  She found value in simply having something to do, and despite her 

shyness, taking part made her feel happy.  Similarly, Padma, an 11 year-old British Asian 

girl, did not let shyness hinder her participation.  She also felt shy, but thought this 

eventually changed for her: 
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Padma: I've always had a bit of confidence. When I started it helped me a 
little bit because I was kind of shy to come here at the beginning, but I was 
happy, and it has helped me.  But it also helped me with finding how to just 
do things you want to do. 

 
Padma said she has always had some confidence, but still felt shy when she first started.  

Her shyness did not deter her because she too felt happy participating and doing so 

helped with her shy feelings.  Both girls seemed to focus more on the happiness they felt 

than on their feelings of shyness when they started the programme.  This helped them to 

get on with participating rather than letting shyness deter them from taking part.  Padma 

further expressed that this experience helped her discover how to feel more able to do 

other things she wants to do.  In a different focus group, Emelia, a 10-year-old mixed race 

girl, shared a very similar reflection:   

Emelia: I feel more confident because we dance in front of people. And like, 
when I first started and I had to dance in front of people that I didn't know, I 
was nervous. But when I got used to it, it made me build up my confidence, 
and so now I feel more confident to do more things that I want to do in life. 

 
Emelia thought that the act of dancing in front of people made her feel more confident.  

Both participants expressed that overcoming feelings like shyness or nervousness 

dancing in front of unfamiliar people contributed to building their confidence, and 

consequently, they felt more confident to do other things.  Lily, a British African girl aged 

15 years, experienced a similar outcome from dancing in front of people.  When asked if 

she thought the programme added to or took anything from her as a person, she said:  

 
It's added. There is nothing taken away to be honest. It's added in a way that 
the confidence I didn't have before, it comes now. Because I used to 
remember like being a very, I wouldn't say shy, but I didn't talk much to 
people. I was just on my own and like if someone said something to me, I 
couldn't defend myself. But now, if you come at me, I'm coming at you, it's 
very simple. It's helped me boost my confidence saying, like, you know what, 
if I can express myself, if other people can watch me dance and express 
myself, then why can't I just stand up to someone, just the one person? 

 
Lily thought that expressing herself and dancing in front of people gave her the confidence 

to stand up to another person if she needed to.  All three participants transferred the 
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confidence they gained in the programme to confidence in their abilities in other areas of 

their lives, like accomplishing other things or standing up for themselves.  This aligns with 

findings from several other studies.  Burke, Utley, and Astill (2018) found that the 

Yorkshire Dance programme for youth in deprived areas helped participants build 

confidence that extended into confidence at school and at home.  Participants of the 

previously mentioned Culture Shock Canada community-based hip-hop dance 

programme expressed that participating in the programme gave them confidence to try 

new activities (Beaulac, Kristjansson and Calhoun, 2011).  One participant shared a 

similar reflection to the participants of the current study.  They explained, ‘I did it and then 

it seemed a lot easier than I thought it would be so then it gave me a bit more confidence 

to try something new…’ (youth in Beaulac, Kristjansson and Calhoun, 2011, p. 968).  

Another participant of a different study expressed a similar sentiment when she shared: 

I would not say I was too nervous. I was more excited than nervous like yay I am 
gonna do something, but I wasn't really nervous just kind of. Since we had done it 
so many times, I was more confident like we can do this! (P1, Female, 14, United 
States) 

 (Scrantom and McLaughlin, 2019, p. 304) 
 
The reflections from participants in these studies and the current study suggest that 

improvements in confidence came about experientially through mastery experiences, 

previous successful experiences.  They demonstrated this newly-gained confidence in the 

dance programmes and transferred this efficacy to other areas of life and activities beyond 

the dance programmes.   

 
Other participants in the current study thought that participating in the community dance 

programme helped them socialise and make friends with their peers.  When asked if they 

felt different within themselves or with how they were with other people after taking part in 

the dance programme, or if they felt the same, Devina, a12-year-old British Asian girl and 

Beth replied: 

 
Devina: Every [sic] since I joined, I feel like I have grown more courage in 
myself. And I feel like I have more friends.  And that I can talk to more 
people. I trust more openly. And treat them as if they are like my family. 
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Callahan: And why do you think that has changed for you? What do you feel 
about coming here helps you do that? 

Beth: They make us meet other people and talk to them a lot and make us, 
like, know what their favourite dance moves are and facts about them. 

Devina: When I'm with people, there are younger kids than me, older kids 
than me, same age as me even. It helps me, like almost when the older 
people are with me, they can help me go through my journey through life and 
stuff. But when I am with people my same age, we can like share what's 
happening at school. But when they are younger you can't really relate to 
them, but you can have fun with them and feel like you're young again. 

 
Beth thought that dance programme staff making them talk to and learn about their 

classmates helped their ability to do so.  Devina thought that since participating in the 

dance programme, her ability to talk to others improved, she could trust ‘more openly’, she 

gained friends, and grew courage in herself.  Other studies found that participants 

experienced similar improvements in their abilities to socialise with peers.  Parents, staff, 

and participants of the Beaulac, Krisjansson, and Calhoun study expressed that the 

programme increased and improved social relationships for the young people involved 

(2011).  Gardner, Komesaroff, and Fensham found that improvements in social 

relationships came about because dancing made participants feel more physically 

comfortable with others (2008).  Devina in this study thought these changes occurred 

because of the interactions with community members across different age groups.  She 

saw value in the experiences with peers her age, younger participants, and older people 

in the programme.  Devina could relate to her peers and their common experiences.  She 

thought that the older people were a source of guidance, and younger people were a 

source for play and having fun.  All of these experiences helped her to socialise with other 

people and added to her confidence.  Devina’s reflection alludes to the dynamic of 

legitimate peripheral participation discussed in Chapter Four, section 4.3.4.2 that suggests 

social interactions between more experienced community members and less experienced 

members contribute to social learning.   
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Along with participants’ reports of improved confidence, there were noticeable changes in 

some participants’ behaviours and the way they danced: 

• Some participants appear self-conscious in their movements. /Week 3 Autumn 
• Bella went from being quiet and sullen to smiling and being quite social and 

confident in her movements. /Week 5 Autumn  
• All very confident creating movements. /Week 8 Autumn 
• Joanne adds difficult choreography, but they all try, no one gives up. /Week 8 

Autumn 
• Niomi was shyer in the beginning, now seems more comfortable and confident with 

her movement/Week 9. 
• Group of two girls who danced with small movements early in the term are much 

more confident.  They also focus very, very well now.  /Week 9 Autumn 
• Some in new cohort have expressive movement, seem to enjoy dancing, but also 

seem a little shy. Not very large movements. /Week 11, Week 1 Spring 
• New girl’s mom told me that she is very shy and has a hard time making friends.  

Was very nervous her friend would not show.  She is visually shy. She was more 
relaxed when her friends arrived. /Week 12, Week 2Spring 

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020; Callahan field notes, 
DanceLondon, Autumn 2019) 

 

Some participants displayed a level of confidence in their movement at the start of the 

programme and retained a relatively stable level throughout, but no participants who 

seemed particularly shy or self-conscious at the beginning remained that way.  During the 

early weeks, many of the participants appeared self-conscious in their movements.  

During both technique and creative movement exercises, their dancing appeared more 

contained.  Their movements were smaller, limbs did not extend very far from their bodies, 

they usually stayed in the same physical location and did not travel through the space.  

Participants often had nervous looks on their faces when they performed choreography or 

movement exercises alone, in dyads, or small groups in front of the class.   

 

During week 2 of spring term, the mother of a new 14 year-old Black British girl (ethnicity 

unknown), Ellsa, told me that her daughter was very shy, had a hard time making friends, 

and was nervous that her friend would not show. In class, she was visibly shy, but when 

her friend eventually arrived, she began smiling and became more relaxed.  The following 

week she seemed much more relaxed and was able to connect with other participants.  
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After just one more week, she made friends with others and did not appear nervous when 

her friend stopped attending.  Visible changes in participants’ confidence happened this 

quickly for other participants as well.  After just five weeks in the programme, one 

participant went from being quiet and regularly having a sullen look on her face in the first 

few weeks to smiling and socialising with other participants and displaying more 

confidence in her movements.  Her dancing skills also improved during this time.  She 

executed movements with more expression and precision with similar sharpness or fluidity 

as the teacher’s demonstrated movement.   

 
Another participant who remained relatively socially shy in the class, seemed to transform 

when she danced.  She did not socialise very much with other participants, but when she 

danced, her movement was powerful and expressive.  She used every part of her body, 

took up space in the room, and used all levels, from floorwork to jumps, during creative 

movement exercises.  By weeks 8 and 9, most participants comfortably engaged in 

groupwork and confidently created and performed dance compositions with much less 

hesitation.  When faced with difficult choreography, they all persistently tried to perfect it 

and did not give up.   

 

These observed and reported increases in confidence are like those experienced by 

young offenders and youth from school inclusion units who took part in The Academy 

programme delivered by Dance United in 12-week stints over two years (Miles and 

Strauss, 2008).  Programme participants expressed that they overcame shyness, felt 

more confident speaking with people, and generally felt more confident doing everyday 

activities in their lives outside of the programme.  Researchers observed increases in 

‘embodied confidence’ wherein participants’ physical demeanor and interpersonal skills 

demonstrated that they were more comfortable and confident presenting themselves and 

interacting with staff and others.  Participants were observed having improved postures, 

making eye contact, and conversing more freely.  The authors posit that ‘learning bodily 
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techniques is at least as important as self-reflection or abstract thought in improving one’s 

‘confidence’, (Miles and Strauss, 2008, p. 30) because changes in confidence not only 

come about through cognitive processes, but also take place within the body.  This may 

be why dancing had such an impact on participants’ confidence in The Academy 

programme, other previously mentioned studies, and in the current study.   

 
5.3.1.2 Leadership 

 
The other theme that emerged, improved ability to take on a leadership role, was not 

necessarily captured by the SSE subscale.  Karina, a 12 year-old Black British girl, shared 

that the programme gave her opportunities to demonstrate leadership, ‘Because, like, I 

think all of us need to have a turn to show an example and stuff’.  Karina did not say 

that her leadership skills changed in any way, but that taking turns showing the class 

dance compositions and demonstrating learned choreography to others in the room were 

opportunities to be a leader.  Emelia thought the programme did help her become more of 

a leader, as she explained in the following exchange:  

Emelia: Yeah. It made me more responsible and a leader type. Because when 
we do the dance, some people might not know what to do so we help them. 
So, we lead them to do the dance moves.  It made me more responsible as 
well. It made me responsible because in dance you have to be responsible of 
remembering things and not to forget because if you forget you mess up 
everything. 

Callahan: okay I can understand that, that's clear. And so, you said about 
helping other people, that maybe younger people need your help. You think 
that helps you also to lead them? 

Emelia: yeah. 

Callahan: how do you feel about doing that? 

Emelia: it makes me feel confident. 

 
Emelia thought that the interactions with classmates that needed help learning dance 

moves made her more of a leader.  Like Devina in the previous section, Emelia’s 

comments reference the dynamic between older and younger community members.  She 

experienced this dynamic as leading the younger participants, which she thought made 
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her more responsible and ultimately contributed to her confidence.  These expressed 

increases in leadership skills echo dance and leadership academics and artists who have 

used dance in leadership education and claim that dance activities can be opportunities to 

develop embodied leadership in which the moving body is central to experientially learning 

to communicate in different ways and can play a role in changing our self-perceptions 

(Zeitner, Rowe and Jackson, 2016).   

 
At both programmes, there were several instances where participants demonstrated acts 

of leadership later in the term that were not present earlier in the term: 

• Girl who usually only socialises with her sister seems to transform when she dances.  
She seems quite shy otherwise, but while dancing she is confident and very 
expressive.  Her dancing skills improved.  Seemed passive and 'just turning up' to 
being engaged, having fun, being a leader in the dance movement and staying 
focused.  Even instructing others on movement. /Week 5 Autumn 

• Other participants are not responding to Aneesa’s movement ideas, though keeps 
trying to offer ideas; takes the lead in the exercise to create choreography that 
moves across the room in pathways.  /Week 8 

• Group compose dances in trios, Elaina shares her dance ideas in the trio, and 
takes leadership in ways I have not seen in previous weeks. /Week 9 

• Karen, who was involved last term but did not contribute ideas, comes up to Lena 
and asks her if they can add more bouncy movement to the beginning move.  She 
thinks the music is really upbeat and calls for more joyful movement.  /Week 14, 
Week 4 Spring 

(Callahan field notes, DanceLondon, Autumn 2019; Callahan field notes, YouthDance, 
Autumn 2019; Spring 2020;) 

 
 One participant behaved in a passive manner during the first few weeks.  She would turn 

up to each class but would be relatively silent and would only go along with others’ 

suggestions during group exercises.  By week 5, she appeared to be having more fun and 

was much more engaged in group work.  She even began making contributions in class 

and instructing others on how to do certain dance movements.  During week 8, another 

participant was offering movement ideas during a group creative dance exercise, but the 

group was disorganized and was not making progress on the task.  Despite this, she kept 

coming up with different ideas and eventually got the group to agree on certain 

movements, which they performed for other groups during the sharing later in the class.  
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Similarly, another participant who was more passive in the beginning, was observed 

sharing dance movement ideas with confidence and led group exercises during week 9.  

Early in the spring term, one participant who also took part in the autumn term, went up to 

the teacher and asked her if they could ‘add more bouncy movement’ to the beginning of 

the dance composition they were learning that day.  She said she thought ‘the music is 

really upbeat and calls for more joyful movement’.  This participant was not passive or 

meek in the previous term, but she never made suggestions or voiced her opinions 

directly to the teacher.   

5.3.2 Discussion of social self-efficacy findings 

 
There were observable improvements in participants’ confidence to express themselves 

while dancing in front of other people and several instances of participants increasingly 

taking on leadership roles as the term progressed.  Nearly all interviewees expressed that 

participating in the programme did help them feel more confident in themselves overall 

and in their abilities to socialise and make friends, however, these changes were not 

reflected in the quantitative social self-efficacy results.  This could be because of 

discrepancies between what the scale measured and what took place in the classes.  The 

SEQ-C scale measures changes in eight social phenomena, but phenomena related to 

only three were present in the data from focus groups, interviews, and observations: 

• How well can you become friends with other youth? 
• How well can you have a chat with an unfamiliar person? 
• How well can you work in harmony with your classmates? 

 
The remaining items did not appear as phenomena in the qualitative data: 
 

• How well can you express your opinions when your classmates disagree with you? 
• How well can you tell other youth that they are doing something that you don’t 

like? 
• How well can you tell a funny event to a group of youth? 
• How well do you succeed in staying friends with other youth? 
• How well do you succeed in preventing quarrels with other youth? 

 
Some of these exchanges may have occurred between participants, but they were not 

observed in the classes, and interviewees did not allude to experiences related to these 
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items.  Participants may not have experienced substantial changes in enough of these 

items for a difference to be captured by the SEQ-C SSE subscale.  The discrepancy 

between the quantitative and qualitative data may also be due to differences in what took 

place in the programmes and how SSE theoretically improves.  As discussed in section 

5.3, self-efficacy is theoretically enhanced through four types of experiences.  However, 

three of these did not thematically emerge from qualitative data from interviews, focus 

groups, or observations.  Of the themes that emerged related to SSE, only one was 

aligned with these four types of experiences. Only instances related to mastery 

experience, or successful past experiences engaging in an activity, emerged as a theme.  

Participants’ experiences of making friends, socialising with other community members, 

and performing in front of others were examples of successful past experiences.  Social 

persuasion or verbal encouragement took place with respect to their dance abilities, but 

there were no observed instances of participants receiving verbal encouragement for 

positive social interactions with peers (the key indicators measured by the SEQ-C 

subscale).   

The other two ways self-efficacy is theorised to improve, vicarious experiences and 

emotional arousal/feedback related to social experiences, may have taken place but 

where not observable and were not mentioned by interviewees.  Participants did 

experience some positive changes in social self-efficacy, but they did not experience 

changes in the four areas theorised to enhance self-efficacy nor did they experience 

changes on all of the items measured by the SEQ-C SSE subscale.  Subsequently, the 

subscale did not detect significant changes in SSE scores and did not capture other 

improvements in confidence that lie outside of the social self-efficacy domain. 

 
5.3.2.1 Social self-efficacy findings - theory of change 

 
There were no substantial improvements in social self-efficacy scale scores, but from their 

own accounts and through observations, participants gained confidence in their abilities to 
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socialize, make friends, overcome shyness, and take on leadership roles as a result of the 

activities and dynamics of the community dance programmes (see Figure 5.2).  There are 

indications that they learned to socialise and make friends through mastery experiences 

as they interacted with their peers each week.  Collaborative group dance activities and 

gameplay gave them opportunities to socialize with one another, which supported their 

efforts to make friends.  Teachers also supported this kind of learning when they used a 

more collaborative approach to teaching that fostered a friendlier climate in classes where 

participants felt more comfortable to socialize with one another.  This learning may not 

have occurred as much for participants who had a more difficult time making friends or in 

classes where the social dynamics between participants were more fractured, examples 

of such instances are discussed in Chapter 6 section 6.3.3.4.   

 

Participants also overcame shyness performing in front of others.  These changes may 

have come about through mastery experiences and embodied learning.  The programmes 

gave them the opportunity to repeatedly practice dancing in front of others, which they got 

better at each week.  As the term progressed, most participants expressed embodied 

confidence in the form of larger, more expressive, decisive, and expansive dancing.  This 

occurred in classes where contributions from participants were encouraged and where 

participants were regularly engaged in creative dance activities, were encouraged to 

create and perform dance choreographies individually and in groups, and were supported 

by the teacher and their peers.   
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Figure 5.2 - Theory of Change – Social Self-Efficacy 

  

 

 

 

 

Some participants expressed that they gained confidence to take on leadership roles.  

This occurred between older and younger participants and seemed to facilitate legitimate 

peripheral participation.  These dynamics and subsequent learning of leadership skills 

were encouraged by teachers who positioned older participants in leadership roles to help 

younger participants learn and create dance movements and choreographies.    

5.4 Limitations 

5.4.1 Impact of pandemic and lockdown on results 

 

Community 

Participants learn through:

•Mastery experience
•Weekly social interactions with peers
•Practicing dancing in front of others

•Learning embodied confidence
•Practicing dancing in front of others

•Newcomers and old timers (legitimate peripheral 
participation)
• Older participants took on leadership roles to help younger 

participants

•Supported by class environments with supportive peers and 
teachers

•Supported within classes where contributions were 
encouraged

•Supported within classes where teachers used collaborative 
pedagogical  approaches

•Limits to learning may have occurred for participants in 
classes with fractured social dynamics

Practice 

Participants engage in: 

•Collaborative dance 
activities & game play

•Collaborative teaching 
approaches

•Creative dance and 
improvisation activities

•Performing created 
choreography in front of 
others

Outcomes (observable changes) 

Participants experienced: 
• No quantitative changes in the social self-efficacy measure 
• Increased confidence to socialise and make friends 
• Overcoming shyness to perform in front of others 
• Taking on leadership roles  
• Greater embodied confidence while dancing 
•  
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The Covid-19 pandemic impacted study operations and study results in several ways.  

This discussion takes place here because the impact of the pandemic has implications on 

the results presented in this chapter and all subsequent empirical chapters.  The first, and 

perhaps most substantially affected aspect of the study was the control group.  Majority of 

the data from the dance group was collected in Autumn of 2019, so the size of the dance 

group was only moderately affected by the lockdown.  14 dance group participants were 

lost to follow-up as a result of dance programmes closing during the pandemic.  Baseline 

data from the control group was collected just prior to the first lockdown in March 2020 

and less than half of the group replied to the follow-up survey online between July and 

October 2020.  Quantitative data was collected at different times for each group and there 

was a longer duration between baseline and follow-up surveys for the control group.  This 

means that the control group was subject to different social conditions than the dance 

group during the dance intervention.  The average duration between baseline and follow-

up surveys was 9.4 weeks for the dance group and 21.3 weeks for the control group.  

During this time, the control group endured substantial changes in their social 

circumstances that the dance group did not experience during the dance intervention 

months prior.   

 
Control group participants experienced the effects of the Covid-19 global pandemic.  

Schools were closed, and they had limited access to normal social activities per the 

mandated government lockdown.  In their own words, the control group expressed that 

the lockdown affected them emotionally and socially.  Nearly all respondents gave open-

ended feedback on how the lockdown affected them in the online follow-up survey.  A few 

shared that the lockdown had a negative effect on them.   

My experience of lockdown hasn’t been really good because my grandad 
passed away and since then I’ve felt very down and depressed and hated 
myself. - A 

I am not share to anyone. I just feel...uncomfortable, I was practise [sic] 
gcse.  Was not good which is I find harder way to all but some I got good 
improve [sic].  But good thing is for study after college, I am afraid of that 
not straight forward with A*. – N 
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This lockdown was very stressful for because I got no one to share my pain.  
My phone is taken.  I can't say anything more, life is just peak. – F  

 
Some had a more positive experience in the lockdown. 
 

During lockdown I have been able to concentrate on school work at my own 
time and pace which has made it easier for me to concentrate and get it 
completed.  I have also had time to go outdoors to the park and have time to 
be with myself as well as get better at the things I like to do. – X  

More closer [sic] and talking to others more often. – R 

It is positive and it didn’t effect [sic] me but only boredom. – AA 

It has been good and resting. – D  

At the beginning of lock-down I was starting to feel depressed and was very 
demotivated. I began to think that there was no point of anything, I even 
started staying in bed most of the time. My sleep schedule was really 
unorganised. However, fortunately I picked myself up and motivated myself 
to try hard and stay productive and as active as I can. I even have a new 
hobby of going on jogs in the early morning and jump-roping. I also made a 
time-table for revision and homework but also time for my friends and family 
and even myself. Over all [sic] I feel lock-down made me a better person (not 
to sound dramatic). – H  

 
Though, most control group participants shared that their experience in lockdown was 

both positive and negative.  

 
Quarantine has been a mix of good and bad I’ve had time to spend with 
family and friends but have also had some hard times with my mental health 
and sometimes it does get the best of you, but we work to come over that. - 
K 

It has been positive but sometimes draining. – I 

I will say it has been quiet [sic] sad for me in the first two months because 
my phone had been collected. But sometimes I am happy when I get to do, 
all my works done.  The lock down made me think about myself and learn 
how to bake, learn new dance, and also made me cut off my toxic friends.  
But sometimes I feel lonely and bored because I can't call my friends and 
share ideas or call some cousins to chat.  But I managed all my best to fit 
through.  This quarantine had been a hard time for me.  [sic] Am always 
trying not to get lonely and trying not to lose friends.  But dancing and 
watching movies entertained me and I always try some volleyball skills.  It 
had been neutral for me this lock down but am still going – F 

It has been nice staying at home with my family it has been nice having 
family time however there are more negatives than positive. 

1. It has been hard to do school work [sic] at home as the enviroment [sic] 
makes you too cosy and not serious. 
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2. It meant not seeing friends and family. 
3. It made me mentaly [sic] irritated and caused lots of bordem [sic]. – U  

It’s been both negative and positive. Personal problems still arouse [sic], but 
has helped me change into a better person with a better mindset. It has 
helped me bond with certain family members more than ever. – Z 

It started off quite bad due to waking up late and being unproductive but 
then I started managing my time and waking up earlier which made me feel 
much better and happier. - S 

The pandemic hasn’t made a significant change in my life but to my family 
back home in Pakistan after losing some of my relatives.  – M  

 
These experiences of the control group may have had a measurable effect on social self-

efficacy and other social and emotional learning traits discussed in subsequent chapters.  

It is not possible to definitively know if the different social conditions experienced by each 

group directly impacted outcomes, but these differences certainly impacted validity of the 

difference and difference analyses. 

 
The longer duration between assessments and dramatically different social conditions 

experienced by each group may have implications on the validity of the difference in 

difference results.  The different social conditions for each group violate the 

exchangeability assumption: the assumption that the control group is an adequate proxy 

for the intervention group because, without the intervention, unobserved differences 

between the groups are the same over time (Strumpf, Harper and Kaufman, 2017).  In 

simpler terms, the two groups should be similar and subject to similar conditions, so they 

are exchangeable and comparable.  The difference in difference terms for the three 

models in this chapter were not significant, but even if they were, the estimates might not 

have been correct because the exchangeability assumption was violated (Godard-

Sebillotte, Karunananthan and Vedel, 2019). 

The pandemic also limited enrolment of more participants and reduced the sample, 

particularly the control group.  Enrolling more subjects into the control group to balance 

out the distribution of attributes (improve the match) between groups might have 

decreased bias.  The imbalanced control group may have increased bias which affects 
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estimates of the causal effects of the intervention (Stuart, 2010).  So, in summary, the 

pandemic impacted sample size, bias of estimates, and created different conditions 

between groups which affected social and emotional traits of the control group and group 

exchangeability.  For these reasons, comparisons of quantitative outcomes are descriptive 

of the sample only, inferences to the larger population are not made, and causal 

conclusions are made with extreme caution.   

 
5.4.2 Other limitations 

 
Three other limitations, the gender distribution of the dance group, their exposure to 

dance before the study, and differences in enjoyment of dance, were unrelated to the 

pandemic.  The dance group was overwhelmingly female, which is a common occurrence 

for the dance programmes in this study and extracurricular dance programmes broadly 

(Anderson, Leyland and Ling, 2017).  Since males were not well-represented in the dance 

group, outcomes and experiences for males in community dance programmes may differ 

from the findings in this study.  The dance group also had previous exposure to dance 

classes.  76% of the dance group were either enrolled in a previous term at the 

community dance programme or took other dance classes before the study started.  If the 

previous dance programmes impacted social emotional learning, the effect may have 

already taken place in prior to the study.  The dance group’s baseline scores may have 

already captured an effect from the previous dance programme, and follow-up scores may 

not have significantly increased during the study period.   

 
The dance group also reported enjoying dance at higher degrees than the control group 

(see Table 5.3).  About 87% said they enjoyed dancing a lot or could not live without it, 

whereas only about 21% of the control group felt this way.  This could mean that there 

may be an issue with selection bias, as individual differences (degrees of enjoying dance) 

were not evenly distributed in both groups (Keppel, 1991).  Alternatively, these differences 

could be a result of previous experience with dance.  Most of the dance group (76%, 
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n=29) took part in dance classes prior to the study, but only 14.3% (n=2) of the control 

group previously took dance classes.  The degree of enjoyment in the dance group may 

have been similar to the control group prior to taking earlier dance classes and increased 

as a result of them.  It is not possible to know if these unevenly distributed individual 

differences within groups were inherent or because of differences in exposure to dance 

classes prior to the study.  Either way, the ideal control group would have enjoyed dancing 

to a similar degree as the dance group to minimise the potential impact of selection bias.  

The ideal control group would also have a similar ethnic composition. I intended to recruit 

additional participants from the local community school to improve the match between 

groups, however I could not because the school closed per the global pandemic.   

 
Table 5.3 – Previous Dance Experience & Enjoyment of 

Dance 
 Dance Group Control Group 
 n % n % 

n = 52 38  14  
Participated in a dance 

programme prior to study 29 76.3% 2 14.3% 
     

Enjoyment of dancing     
Not at all 0 0% 3 21.4% 

A little 1 2.6% 3 21.4% 
Somewhat 4 10.5% 4 28.6% 

A lot 12 31.6% 2 14.3% 
Cannot live without it 21 55.3% 1 7.1% 

   

Mean score (1-5 scale) 4.39 2.62 
    

 

Other limitations relating to use of qualitative data are also unrelated to the pandemic.  

General limitations around internal and external generalizability and potential issues with 

social desirability bias within all qualitative research also apply to this study.  Only seven 

participants were involved in interviews and focus groups, so their responses may not be 

representative of other participants experiences in the dance programme (limited internal 

generalizability) and conclusions generated from the qualitative data might not apply to 
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wider populations of ethnic minority youth in deprived areas (limited external 

generalizability) (Maxwell and Chmiel, 2014).  That said, results from qualitative findings 

may have transferability, meaning knowledge from this study could be transferred or 

deemed similar to another study in a specified setting (Jensen, 2008).  Additionally, 

analysis of qualitative data involves a degree of subjective interpretation which could 

affect results.  To mitigate this issue, I used direct quotes from participants when 

triangulating data.  

 
Qualitative data in this study might be impacted by social desirability bias – the tendency 

for study participants to give responses that align with what they think is socially desirable 

or what they believe the researcher wants to hear (Bergen and Labonté, 2019).  This is 

especially present in children and young people because of the difference in power 

between them and the adult researcher (Crandall, Crandall and Katkovsky, 1965; 

Robinson and Kellett,2004).  To mitigate this issue, I used recommended techniques 

(Greig, Taylor and MacKay, 2007; Bergen and Labonté, 2019) to encourage candid 

responses such as providing assurances that there are no wrong or right answers and 

that the only ‘good’ answer is an honest one.  I also relayed that it was okay to have 

differing opinions by prefacing questions with statements like 'Some young people think 

dancing makes them feel more confident, and some do not think it makes them more 

confident.  What is your experience?'.  Despite these efforts, young people in the study 

may have given overly positive responses that were not representative of their true 

feelings or experiences.  This may have also affected quantitative data derived from self-

reported scales.  To mitigate this issue, surveys were administered using guidance from 

the Children’s Perspectives on Participating in Research report (Reeves et al., 2007).  In 

future research, it may be beneficial to also use the Children’s Social Desirability Short 

(CSD-S) scale to control for social desirability bias in quantitative analysis of data from 

self-report scales, particularly scales that assess social well-being of young participants 

(Camerini and Schulz, 2018).  All the discussed limitations relating to the pandemic and 
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qualitative data analysis apply to results in this chapter and results discussed in all 

subsequent analysis chapters.   

 
5.5 Chapter Five conclusion 

 
The dance group demonstrated substantial qualitative improvements in social self-efficacy 

and confidence in other areas, but community dance participation did not significantly 

increase social self-efficacy scores.  Several factors contributed to the discrepancies 

between qualitative and quantitative findings.  A t-test of follow-up results denotes that 

there were no significant differences in social self-efficacy scores between groups, and 

the positive but insignificant diff-in-diff term indicates that increased SSE scores for the 

dance group were not substantially different from the control group and cannot be causally 

linked to participation in the dance programmes.  The social self-efficacy measure had the 

greatest discrepancy of all the social emotional learning measures.  Scores were not 

significantly higher for the dance group.  Yet, most interviewees and focus group 

participants thought the dance programme had a positive impact on their confidence, their 

abilities to socialise, make friends, overcome shyness, perform in front of others, and take 

on leadership roles.  Nearly all interviewees shared that the programme improved their 

abilities to talk to their peers and make friends.  They also learned to take on leadership 

roles and some thought that leading younger classmates made them feel more confident 

overall.  Several participants thought the confidence they gained in the programme 

increased their confidence to do other things in life and stand up for themselves.  There 

were noticeable changes in the ways many participants behaved and the way they 

danced as the term progressed.  Later in the term, some participants danced with more 

expression, precision, and power, took up more space in the room, and presented dance 

compositions with less hesitancy and more embodied confidence.  Consonantly, 

participants expressed that they gained more confidence to dance in front of other people.   
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Qualitative data suggests that participants experienced some positive changes in their 

overall confidence, confidence dancing in front of others, and their social abilities, through 

mastery experiences, embodied learning, and legitimate peripheral participation.  

However, most of these positive changes were not reflected in the quantitative results on 

social self-efficacy.  Five of the eight items in the SEQ-C social self-efficacy subscale 

were not qualitatively observed and, participants reported other gains in self-efficacy 

unrelated to socialising and making friends.  This could indicate that there were 

insufficient improvements across the four dimensions theorised to enhance social self-

efficacy and that there was a mismatch between what the scale measured and the actual 

learning that took place.  There were changes in overall confidence and confidence 

dancing in front of others, but these changes were not quantitatively measured in this 

study.   

 
Future studies might benefit from using scales that assess more dimensions of self-

efficacy like the Multidimensional Self Concept Scale (MSCS) (Bracken, 1992) or the 

Piers–Harris Children’s Self-Concept Scale, 3rd edition (Piers et al., 2018).  Both scales 

have been validated for use in adolescent populations, however they are both lengthy and 

may not be practical in some community dance settings where there may not be adequate 

time or facilities (e.g., desks, chairs, etc.) for participants to comfortably fill out lengthy 

surveys.  Very few studies have measured dance performance self-efficacy.  The task-

based dance self-efficacy (t-bDSE) is the only scale that has been deemed valid for 

assessing dance self-efficacy (Waugh et al., 2021) and may be useful for gauging 

changes in participants’ confidence in different aspects of dancing (e.g., keeping up with 

steps, enjoying dancing, etc.).  However, this instrument was recently created and has not 

been widely validated.  Also, it was derived for use with older populations so its validity of 

use with adolescent populations is unknown.  This tool also does not assess confidence in 

performing in front of others, a commonly reported phenomena in the current study.  The 

Trait Sport Confidence Inventory (TSCI) (Vealey, 1986) has been used to assess 
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confidence in sport-specific performance, so a version tailored to dance activities could be 

used in future studies to assess self-efficacy of dance performance ability.  One study 

(Kim, Im and Lee, 2015) used a modified version of the TSCI to assess dance 

performance confidence among dance majors, but this singular study does not validate 

the scale for use in a dance-based activity.  Future studies might benefit from using the 

TSCI or alternative scales designed to assess measures that are more closely related to 

the learning objectives of the dance programme to determine how community dance 

impacts different ways participants experience increased confidence.  In the next chapter, 

I examine the impact of community dance participation on other social measures, namely 

social strengths and difficulties, peer problems, and prosocial behaviours. 
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Chapter 6 - Social Difficulties, peer problems, and prosocial behaviours 

 
6.1 Introduction 

 
In this chapter I present findings on social strengths and difficulties of underprivileged 

ethnic minority youth who participated in the community dance programmes.  This chapter 

specifically aims to answer research sub-questions:  

1.2  Does participating in a community-based dance programme improve social 

strengths and difficulties (total difficulties, prosocial behaviours, and peer 

problems) of underprivileged ethnic minority youth? 

1.3  Does participating in a community-based dance programme improve the 

ability of underprivileged ethnic minority youth to collaborate in dance classes? 

I start this chapter with an explanation of the Strengths and Difficulties Questionnaire 

(SDQ), how it has been used in prior research, and how it is used in this study.  I then 

begin presenting results of the SDQ, starting with results of t-tests and the difference-in-

difference regression analysis of total SDQ scores.  Because total SDQ scores are 

cumulative scores of different subscales, I present results of each subscale separately to 

determine if and how participating in community dance impacted participants’ social 

strengths and difficulties.  I first present results of t-tests and the difference-in-difference 

analysis of the SDQ peer problems subscale.  This is followed by qualitative findings 

related to peer problems and other experiences of participants germane to peer relations 

within the programmes and issues they had outside of the programmes.  Next, I present 

quantitative findings on SDQ prosocial behaviours.  I then discuss the qualitative findings 

related to prosocial behaviours and participants’ abilities to collaborate in dance classes.  

The penultimate section discusses the impact of the pandemic on social strengths and 

difficulties results, and I conclude the chapter with a summary and discussion of findings. 
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6.2  Strengths and Difficulties Questionnaire (SDQ) 

 
The Strengths and Difficulties Questionnaire (SDQ) is a behavioural screening tool that 

assesses emotional difficulties, conduct problems, hyperactivity/inattention, peer 

problems, and positive social behaviours in young people (Goodman, 1997).  The 

previously discussed SEQ-C scale gauges changes in young people’s confidence in their 

abilities to make friends and deal with social challenges, while the SDQ assesses what 

particular barriers and pro-social skills may play a part in any changes in their abilities to 

have positive social experiences and overcome social difficulties.  The SDQ is primarily 

used to identify young people at risk of psychiatric disorders (Goodman, et al., 2003; 

Achenbach et al., 2008) and effectively predicts the prevalence of mental health disorders 

(Goodman, et al., 2000; Muris, Meesters and van den Berg, 2003; Achenbach et al., 2008; 

Goodman and Goodman, 2011).  However, the SDQ is also widely used for assessing 

young people’s socioemotional well-being (Beardsmore, 2015; Noonan and Fairclough, 

2018; Bernard and Stephanou, 2018; Zwi et al., 2018; McLean and Wilson, 2020).  No 

known community dance studies have used the SDQ to examine social and emotional 

difficulties in young people: this PhD is the first.   

 
There are three versions of the SDQ (teachers, parents, self-report), though my PhD uses 

the self-report version for adolescents aged 11-16 years (Goodman, 1997).  The 

questionnaire has 25 questions subdivided into 5 subscales: peer problems, 

hyperactivity/inattention issues, emotional difficulties, personal conduct issues, and 

prosocial behaviours.  A score is calculated for each subscale, and the overall SDQ score 

is the sum of the four difficulties subscales (prosocial behaviours is excluded from the total 

difficulties score).  Overall SDQ scores range from 0 to 40, and subscale scores range 

from 0 to 10, with higher scores signifying healthier behaviours (less difficulties, see Table 

6.1)10.  SDQ scores are grouped into three ranges: normal, borderline, and abnormal.  

 
10 Conventionally, higher SDQ scores signify less healthy behaviours or more difficulties, but in my 
PhD, scores have been reversed for intuitive continuity of results across scales.   
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These ranges are defined by UK population-based surveys that have found most young 

people (80%) score between 20 and 40 overall and between 6 and 10 on subscales, so 

these ranges are considered ‘normal’.  Lower scores are rarer with only 10% falling within 

the borderline range and 10% within the abnormal range (SDQ Info, 2016). 

Table 6.1: SDQ Total Difficulties & Subscale Score Ranges 
 Total SDQ Difficulties Score Subscale Score 

Normal 20 – 40 6 – 10 
Borderline 16 – 19 5 
Abnormal 0 – 15 0 – 4 

 

In this chapter I examine how participating in community dance impacted total difficulties 

scores, peer problems, and prosocial behaviours.  Emotional difficulties and 

hyperactivity/inattention dimensions are presented in Chapter Seven.   

 

Validity and reliability of the self-report SDQ and its subscales has been extensively 

investigated, though mainly amongst adolescents from European majority backgrounds.  

These studies generally had similar results with regard to reliability of total difficulties 

scores, with levels at .70 (Di Riso et al., 2010), 72 (Becker et al., 2018), .76 (Muris et al., 

2004), and .83 (Mellor and Stokes, 2007), indicating that responses were internally 

consistent.  Results on structural validity have been mixed.  Several studies have found 

that factor analyses yielded 5-factor models of good fit, though items on the self-report 

SDQ did not always align with the assumed theoretical 5-factor structure as expected   

(Muris et al., 2004; Mellor and Stokes, 2007; Baviskar et al., 2020; Garrido et al., 2020; 

Gomez et al., 2021).  This could mean the SDQ may not be measuring the discrete 

construct of each subscale (emotional difficulties, peer problems, prosocial behaviours, 

hyperactivity/inattention, and conduct problems).  Correspondingly, several of these 

studies have also raised issues with internal consistency of the subscales, particularly with 

the peer problems and conduct problems subscales (Muris et al., 2004; Di Riso et al., 

2010; Garrido et al., 2020; Baviskar et al., 2020).  Only a few studies found all subscales 
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to have acceptable internal consistency (Mellor and Stokes, 2007; Becker et al., 2018).  

Results on validity and reliability of subscales from these studies and their implications on 

interpretation of subscale findings are discussed in sections 6.3 (peer problems), 6.4 

(prosocial behaviours), 7.2 (emotional difficulties), and 7.3 (hyperactivity/inattention).   

 

Similar issues with structural validity and internal consistency of subscales have been 

discussed in studies involving populations of ethnic minorities and immigrants in Western 

countries.  Three studies that examined psychometric properties of the SDQ amongst 

these populations conducted factor analyses and found that responses did not align with 

the 5 theoretical constructs.  This means subscale items may not have been discretely 

measuring each construct (Ruchkin et al., 2008; Richter et al., 2011; Twyford et al., 2019).  

These studies also found that several of the subscales did not have adequate internal 

consistency, particularly peer problems and prosocial behaviours.  Only Twyford et al. 

(2019) reported results for internal consistency of total difficulties (a = .60) and deemed it 

to be ‘below the recommended value’ of alpha for acceptable internal consistency 

(Twyford et al., p. 193). In this PhD study, coefficient alpha (or Cronbach’s alpha) for total 

difficulties scores was .79 at baseline and .78 at follow-up.  Coefficient alpha is the most 

commonly reported indicator of internal consistency reliability; however, it should be noted 

that it is not the best option for a composite score like SDQ total difficulties because it is 

not a unidimensional scale (Cho, 2016). Coefficient alpha levels from the current study are 

presented for comparability to other studies.  Comparable factor analyses to assess 

construct validity of the SDQ in this PhD study were not conducted because of the small 

sample size (N=52) which is below the recommended minimum size of N=55 for reliable 

results (Mundfrom, Shaw and Ke, 2005). 

 
6.2.1 SDQ data quality checks and imputations 

 
A missing value analysis on SDQ items found that no item was missing more than 5% 

(see Appendices 10 and 11), so all cases (N=52) were included in the analysis of SDQ 
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data discussed in this chapter and Chapter Seven.  Little’s MCAR tests of total SDQ items 

and all SDQ subscales at baseline and follow-up indicated that items were missing 

completely at random, so these values were imputed with the mean value for that item.  

Q-Q plots were used to test normality of all SDQ items and each subscale.  All measures 

(SDQ total and SDQ subscales) were normally distributed or nearly normally distributed 

(see Appendices 10 and 11).   

 
6.2.2 Total SDQ t-test results 

 
On average, the dance group had slightly better baseline total difficulties scores than the 

control group (dance = 28.55, control = 27.29, out of 40 points), but the groups were still 

comparable since the difference was not significant (see Table 6.2).  Both groups’ 

average baseline scores were within the ‘normal’ range along with 80% of young people in 

the general population.  The dance group’s average total difficulties score increased 0.98 

points to 29.53 and the control group’s average score decreased by 1.5 points to 25.79.  

This resulted in a statistically significant 3.74-point gap between the dance group follow-

up total difficulties scores and the control group follow-up scores (p=.032).  Dance group 

scores did increase, but the drop in control group scores was substantial and likely 

contributed to the statistically significant gap between the two groups’ follow-up total SDQ 

scores.  Control group scores may have dropped because of the impact of being in 

lockdown during the pandemic for months prior to follow-up data collection.  Further 

discussions of the impact of the global pandemic on the results in this chapter are in 

section 6.5.  On average, males had higher scores than females, in both groups at 

baseline and follow-up.  However, these differences were not significant for the dance 

group at either point in time, likely due to lack of variability (there was only 1 male in the 

dance group).  At baseline, males in the control group had significantly higher scores 

(p=.07), but significance diminished at follow-up.  There were also no significant 

differences between dance programmes, though DanceLondon scores were slightly 
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higher than YouthDance scores.  There were no significant correlations between age and 

total difficulties scores at baseline or follow-up for either group.   

 
Table 6.2: SDQ Total Difficulties T-Test Results by Group, Gender, and 

Programme 
 Baseline Follow-up 

N=52 
Dance group 

 n=38 
Control group   

n=14 
Dance group   

n=38 
Control 

group n=14 
Mean (sd) 28.55 (6.19) 27.29 (4.084) 29.53 (5.47) 25.79 (5.31) 
t-value (df) 0.708 (50) 2.205 (50) 

p-value .482 .032* 
     

Female 28.41 (6.22) 26.00 (2.784) 29.32 (5.39) 24.33 (4.87) 
Male 34.00 (n/a) 29.60 (5.32) 37.00 (n/a) 28.40 (5.55) 

t-value (df) -0.888 (36) -1.689 (0.117) -1.404 (36) -1.427 (12) 
p-value .380 .071 .169 .179 

     
DanceLondon 33.67 (5.13) - 32.33 (4.73) - 

YouthDance 28.11 (6.14) - 29.29 (5.52) - 
t-value (df) -1.515 (36)  -0.925 (36)  

p-value .139  .361  
     

Age correlation     
Spearman’s rho 0.145 -0.146 0.088 -0.102 

significance 0.385 0.618 0.601 0.729 
*p<=.05 

 
 

6.2.3 Total difficulties difference-in-difference analysis 

 
The overall model for total difficulties was significant (p=.031) and the R2 value was 0.101 

(see Table 6.3).  This means at least one variable in the model significantly influenced 

social difficulties scores, and all included variables accounted for 10.1% of the variability 

in social difficulties scores.  The significant variables were the constant (b=30.169, 

p<.001) and the gender variable (b= -4.485, p = .019).  This means that with everything 

else held constant, females’ social difficulties scores were 4.485 points lower than males 

regardless of group affiliation.   

 

It is worth noting that there was only one male in the dance group, so this significant 

difference in gender scores is being driven by the control group, which had a more 

balanced gender composition (64% female, 36% male).  The key diff-in-diff term (in bold) 
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was 2.474 but not significant (p=.307).  This means total difficulties scores may have 

improved for the dance group, but this increase was not significantly different from the 

control group, may be due to chance, and cannot be causally linked with the dance 

intervention. 

Table 6.3: Impact of Dance Programmes on SDQ Total Difficulties: Difference-in-Difference 
Model Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.101 0.065 5.451 99 .031* 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 30.169 1.894  15.926 <.001 

Dance  2.751 1.815 0.218 1.516 0.133 
Post -1.500 2.060 -0.134 -0.728 0.468 
Female -4.485 1.883 -0.255 -2.381 .019* 
Dance*Post 2.474 2.410 0.212 1.026 0.307 

 
𝑆𝐷𝑄	𝑇𝑜𝑡𝑎𝑙	𝑑𝑖𝑓𝑓𝑖𝑐𝑢𝑙𝑡𝑖𝑒𝑠

= 	30.169 + 2.751𝐷𝑎𝑛𝑐𝑒 − 1.50𝑃𝑜𝑠𝑡 − 4.485𝐹𝑒𝑚𝑎𝑙𝑒 + 𝟐. 𝟒𝟕𝟒𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 
 
*significant at p<.05 
 

Follow-up total difficulties scores for the dance group were significantly higher than the 

control group, though some of this difference was due to decreasing control group scores 

(see Figure 6.1).  The DID model coefficient estimating the direct impact of the dance 

programme was positive, but not significant, so the increase could be due to chance and 

cannot be causally linked to the dance intervention.  Per qualitative findings from 

observations, interviews, and focus groups, dance group participants had mixed 

experiences of social and emotional difficulties.  Because the total difficulties scores are 

composites of subscale scores, subscale scores and relevant participant experiences are 

discussed within each dimension in separate sections.  The first, peer problems, is 

discussed next, followed by prosocial behaviours starting in section 6.4.   
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6.3 SDQ peer problems subscale  

 
Peer relationships are an important part of adolescent social and emotional development 

(Brown and Larson, 2009), so problems relating to peers may have a negative impact on 

their ability to form these relationships that are so vital to their socioemotional well-being.  

In this study, the SDQ peer problems subscale is used to identify problems young people 

might have relating to their peers. Like the SEQ-C SSE subscale, the SDQ peer problems 

subscale assesses young peoples’ ability to relate to their peers, so some of the questions 

may seem similar.  The distinction between the two subscales is that the SEQ-C SSE 

subscale assesses overall skills to initiate and maintain positive relationships and the 

SDQ peer problems subscale questions identify problems young people may have relating 

to peers.  This subscale consists of the following 5 items: 

• I am usually on my own. I generally play alone or keep to myself 
• I have one good friend or more 
• Other people my age generally like me  
• Other children or young people pick on me or bully me 
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• I get on better with adults than with people my age 
 
Responses to these items were totalled and scores ranged from 0 to10, with higher 

scores denoting less peer problems and better peer relations.   

   

As mentioned in section 6.2, the peer problems subscale has been found to be one of the 

worst performing subscales with regard to construct validity and internal consistency.  

Across different studies, peer problems subscale items have cross-loaded onto other 

subscales (factors), had low factor loadings within the peer problems subscale, and items 

from other subscales have loaded onto the peer problems subscale, (Muris et al., 2004; 

Mellor and Stokes, 2007; Ruchkin et al., 2008; Richter et al., 2011; Twyford et al., 2019; 

Garrido et al., 2020; Gomez et al., 2021).  This could mean that the peer problems 

subscale is not unidimensional, or in simpler terms, it is not measuring peer problems as 

one distinct construct.  In terms of internal consistency of the subscale, studies with 

predominantly European populations reported coefficient alpha levels at .41 (Muris et al., 

2004), .48 (Becker et al., 2018), .60 and .64 (Van Roy et al., 2008), .62 (Garrido et al., 

2020), and .54, .61, and .69 (Gomez et al., 2021).  Coefficient alpha levels ranged from 

.17 (Twyford et al., 2019) to .47 (Ruchkin et al., 2008) in studies with ethnic minority and 

immigrant populations.  In this PhD study, coefficient alpha levels were .47 at baseline 

and .46 at follow-up, indicating poor internal consistency of this sample’s responses to the 

peer problems subscale.  A commonly argued acceptable minimum value of alpha for 

internal consistency is .70  (Tavakol and Dennick, 2011), whereas some suggest that a 

minimum alpha of .65 is acceptable (Vaske, Beaman and Sponarski, 2017).  In the current 

study, coefficient alpha levels of subscales are expected to be on the lower end given the 

small number of items of each subscale (5 items) (Cortina, 1993).  Hence, alpha levels will 

be deemed acceptable if they minimally lie within the .65 – .70 range.  In the following 

section, baseline and follow-up peer problems subscale scores are compared within and 

between groups, and class observation, focus group, and interview data are explored to 

examine participants’ relations with their peers. 
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6.3.1 SDQ peer problems subscale t-tests results 

 
Average baseline peer problems scores were nearly equal for both groups (see Table 

6.4).  Average follow-up scores stayed the same for the dance group and decreased by 

0.43 points for the control group, but this between-group difference was not significant 

(p=.173).  There were no within-group gender or programme differences and no significant 

relationship between age and peer problems scores within groups at baseline or follow-

up.   

 
Table 6.4: SDQ Peer Problems T-test Results by Group, Gender, and Programme 

 Baseline Follow-up 

N=52 
Dance group   

n=38 
Control group 

n=14 
Dance group   

n=38 
Control group 

n=14 
Mean (sd) 7.82 (1.59) 7.50 (1.29) 7.82 (1.67) 7.07 (1.86) 
t-value (df) 0.665 (50) 1.381 (50) 

p-value .509 .173 
     

Female 7.84 (1.61) 7.22 (1.48) 7.81 (1.69) 6.78 (2.17) 
Male 7.00 (n/a) 8.00 (0.71) 8.00 (n/a) 7.60 (1.14) 

t-value (df) 0.514 (36) -1.092 (12) -0.110 (36) -0.781 (12) 
p-value .610 .296 .913 .450 

     
DanceLondon 9.00 (0) - 9.00 (1.00)  - 

YouthDance 7.71 (1.619) - 7.71 (1.69) - 
t-value (df) -1.358 (36)  -1.288 (36)  

p-value .183  .206  
     

Age correlation     
Spearman’s rho -0.027 -0.041 -0.080 0.107 

significance .874 .889 .632 .716 
 

6.3.2 Peer problems difference-in-difference analysis 

 
The DID model estimating the impact of the dance programmes on peer problems scores 

was insignificant (R2 = 0.035; p=.469), as were all model covariates (see Table 6.5). As 

illustrated in Figure 6.2, the overlapping error bars indicate that there was no significant 

difference between the groups at follow-up.  These results imply that the dance 

programmes did not have a significant impact on peer problems subscale scores.  
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Table 6.5: Impact of Dance Programmes on Peer problems: Difference-in-Difference Model 
Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.035 -0.004 1.625 99 .469 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 7.846 0.565  13.894 <.001 

Dance  0.494 0.541 0.136 0.913 0.363 
Post -0.428 0.614 -0.132 -0.697 0.486 
Female -0.538 0.561 -0.106 -0.959 0.339 
Dance*Post 0.429 0.718 0.127 0.596 0.552 

 
𝑆𝐷𝑄	𝑝𝑒𝑒𝑟	𝑝𝑟𝑜𝑏𝑙𝑒𝑚𝑠	𝑠𝑢𝑏𝑠𝑐𝑎𝑙𝑒

= 	7.846 + 0.494𝐷𝑎𝑛𝑐𝑒 − 0.428𝑃𝑜𝑠𝑡 − 0.538𝐹𝑒𝑚𝑎𝑙𝑒 + 𝟎. 𝟒𝟐𝟗𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 
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6.3.3 Observations & participants' experiences of peer problems 

 
There were no significant increases in peer problems scores for the dance group, and 

there were no indications of substantial improvements in peer problems in the qualitative 

data.  Three themes germane to peer problems emerged, and only one pointed toward 

improved peer relations consequent of programme participation.  Participants experienced 

greater opportunities to socialise with peers and form new friendships.  The other two 

themes, approaches to coping with negative interactions with peers and experiences with 

bullying and racism, were problems for some participants, but there was no strong 

indication that these occurrences or how they dealt with them improved their abilities to 

relate to peers.   

 
Participants were overwhelmingly amicable with each other, but there were a few 

relational difficulties observed in each of the classes, all of which took place later in the fall 

term: 

• Patty distances herself from the clique throughout the 6:30 class. /Week 7 Autumn 
• Mark tells me he wants to be Lyric’s partner rather than Riley’s. He feels like Riley 

doesn’t like him. /Week 8 Autumn 
• A number of girls complain about Keisa. /Week 8 Autumn 
• Patty says out loud 'I don’t like them' about the clique after she sees Tammy.  She 

says she likes Tammy, not the other 3 girls. /Week 9 Autumn 

(Callahan field notes, YouthDance, Autumn 2019) 

 

During week 7 at YouthDance, one participant told me that she did not like the girls in the 

clique and would blatantly disengage from them whenever there was a group activity.  In a 

different class the next week, several participants complained about one girl who they 

thought was bossy and mean.  During the same class, one of the youngest participants 

told me he wanted to switch from one partner to another because he felt like the first one 

did not like him.  These kinds of occurrences seemed to increase rather than decrease as 

the autumn term progressed, but they did not escalate, did not occur in every class, and 

did not seem to impact the class as a whole.  There were no obvious new approaches 
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taken to resolve these conflicts, and most interviewees did not provide much insight into 

how the programme impacted their abilities to relate to peers.  Only one interviewee 

directly expressed that the dance programme helped her get along better with her peers.  

Padma shared: 

I used to be a bossyboots in nursery.  I would be like ‘go over there, go and 
get me some tea’.  And they would just get it for me. It was so funny. 
 
Callahan: what do you think has changed? 
 
Padma: Obviously I have developed skills of talking better with other people. 
Because I used to stutter a lot. And people, well I didn't really understand 
people mostly. 
 
Callahan: And how has being in this programme helped with that? 
 
Padma: When I talk to Nina [Motions 1 dance teacher] and to you, it helps me 
because I focus on what I'm being asked. Instead of talking every second. 
Because you say that I can think about my answer, and then I'll think about it, 
and then I'll tell you my answer.   

 
Padma thought that coming to the dance programme improved her communication skills, 

which in turn helped her understand people.  She explained that when she talked to adults 

in the room, she was encouraged to take her time to think about what she would say 

before responding, which helped her better communicate with and gain understanding of 

other people.  Padma’s response echoes experiences of participants of other community-

based dance studies (Green, 2000; Miles and Strauss, 2008).  In contrast, another 

interviewee, Karina, shared that she had difficulties in the programme, but did not want to 

share what it was or how she dealt with it.  Other participants felt comfortable sharing how 

they dealt with adverse interactions with other participants but did not explicitly say that 

the programme helped them with peer problems. 

 
6.3.3.1 Approaches to coping with adverse peer interactions  

A few interviewees shared how they handled challenging interactions with other 

participants.  When asked if there was anything they found difficult or frustrating about the 

classes, Angelique replied: 
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Yes, what's frustrating is that, say, I don't know, you're dancing, and say 
someone younger, for example Minnie is younger than me and she says a 
comment about me then I have to hold that grudge and try and hold it 
together. 

 
When asked how she dealt with the grudge, she responded: 
 

I don't know. I just take my mind off it. In my head I say ‘just calm down, she's 
younger than you. Calm down she's younger than you. 

 
Angelique dealt with frustrating interactions by not escalating conflicts and talking herself 

down from heightened emotional states.  Padma shared a similar coping strategy of 

dealing with these kinds of interactions. When asked if she ever experienced a classmate 

saying something hurtful or harmful, she shared:   

Well, no one really says that thing to me, but there is one girl in there, she 
goes to Essex school.  I don't really know her name, but at the beginning I 
think she just didn't know me. She said to me, it was something along the 
lines of 'I don't know you, I don't want to play with you' and I was like okay 
then you can go play with your friends. And I went to Sheree [another 
participant] and I said this child is being rude to me. And I went home, and I 
was quite sad. It was fine after a while. 

 
Both girls dealt with adverse peer interactions in the programme by holding in their 

feelings.  They both did not escalate the conflict, but this is not necessarily a skill they 

learned in the programme.  These interactions gave them the opportunity to practice these 

skills, but there was no indication that they improved after taking part in the programme.  

Angelique did express that these experiences in the dance programme gave her a new 

perspective.  She proclaimed:  

I think I've learned that not everybody is going to be the same. And not 
everybody is going to be how I want them to be. Some people get on my 
nerves, but I have to know that not everyone is the exact same as I want them 
to be. 

 
Angelique’s experiences in the programme gave her a new understanding of other people 

and taught her to accept that people will not always be what she desires or expects them 

to be.  This is similar to the revelation of a participant of The Academy who stated: 

That was one of the main things I learnt there. To be friends with people you 
wouldn’t really want to be associated with. Everyone was different, but we learnt 
how to work as a team. 

(Miles and Strauss, 2008, p. 45) 
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Both are examples of insightful new perspectives gained from their experiences in the 

community-based dance programmes.  The authors did not elaborate on how this may 

have impacted the participant’s experiences with peers.  In the case of this study, it was 

also unclear if this changed her ability to relate to peers.  Difficulties that participants of 

this study encountered did not necessarily improve participants’ abilities to relate to their 

peers or translate into measurable improvements of peer problems.   

 
6.3.3.2 External issues of peer problems  

 
Another theme that emerged with respect to peer problem was instances of racism and 

bullying that surfaced in the programme but primarily took place outside of the 

programme. 

 
6.3.3.2.1 Racist comment 

 
In the week-10 Tuesday class at, participants were asked to vote for the colour of the 

YouthDance-logoed shirt they wanted to wear for the upcoming performance.  Just after 

they voted, I noticed Angelique trying to get my attention.  She came over to me, asked if 

she could speak to me, and proceeded to tell me that one of the other participants, an 8 

year-old mixed-race boy, said ‘black people are evil’ when they were asked if they wanted 

to wear black shirts.  She said she thought she should tell someone and looked visibly 

shaken as she spoke.  I thanked her for telling me and told her that I was glad that she 

came to tell me about it.  Later in the class, I conducted focus groups and interviews that 

included Angelique.  In the interview I asked her how his comments made her feel, and 

she said: 

It made me feel quite offended. And like the fact that the person saying that, it 
kind of blew my mind away. 
 

The boy himself was mixed race with black ancestry, so she was shocked to hear him 

make such a comment.  I did not get the opportunity to speak with the boy because I held 

focus groups and interviews later that day, and he did not attend the penultimate class 
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before the final performance.  I was unable to gain his perspective or insight into why he 

would believe and make such a statement, but this was perhaps an appearance of 

internalised racism.  Internalised racism is the acceptance of negative beliefs about one’s 

own stigmatized racial group (Cross Jr., Parham and Helms,1991): a phenomenon that 

also occurs within multiracial or multi-ethnic individuals (Harris, Henriksen and 

Onwuegbuzie, 2013; Harris, 2016).  Angelique said she felt offended by his comment and 

then disclosed previous experiences she had with racism and racist comments.  She 

continued: 

When I used to be in primary school a lot of people used to get bullied if they 
were like a different skin tone than less coloured people, I would say. But in 
my case, I’m light, but I’m still black, as in my race, but I’m just a little bit more 
light. Yeah, it did come to the point where I was like, people did call us black 
people monkeys.  Just one or two times, comments like that. 

 
Angelique did not experience other racist incidents at the programme, but the boy’s 

comment reminded her of other incidents of racist bullying that took place in primary 

school.  At her primary school, ‘a lot of people’ were bullied for having darker skin.  She 

had lighter skin and experienced less bullying, but still experienced people using racial 

slurs against her and other black people at her school.  When she spoke of these 

incidents, she seemed a little dismayed but did not display intense emotions.  I then asked 

what it was like for her to hear that kind of language and have experiences like that come 

into the community dance class, and she stated:   

Honestly, I'm kind of disappointed that he would say that. 
 

Angelique did not go into further detail about how she felt about the boy’s comment other 

than feeling ‘offended’ and ‘disappointed’.  It was not clear how these incidents impacted 

Angelique or affected how she related to her peers, but she did later share how other 

incidents of being bullied at school for her height and slenderness affected her and how 

her experience differed in the community dance programme. 
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6.3.3.2.2 Bullying  

 
In the same conversation, Angelique shared that she and another participant, Karina went 

to the same school and were both bullied.  When asked if she thought anything about 

herself changed since she started coming to the dance programme a year prior, the 

following exchange occurred: 

Angelique: Yeah, like does it have to be like from in here? 
 
Callahan: No, just go ahead, share freely. 
 
Angelique: Like, probably ever since I was born, I was quite tall and quite 
skinny. I do still get bullied in like, if I walk around the school people will say 
comments and stuff and it does hurt my feelings a lot.  [she starts crying] 
 
Callahan: I'm sorry sweetheart I'm so sorry.  [I give her tissues] 
 
Angelique: As you know me and Karina suffer from the same thing because 
we're both quite tall and quite slim, skinny.  Yeah, we just, well sometimes I 
can’t explain how I feel. But I know that I am tall and I'm skinny, but, like, 
people they just make fun of it. Like daddy long legs, slender man, skinny 
stick, all of those just you name it. 
 
Callahan: So how do you deal with that? 
 
Angelique: I deal, when they say it, it’s kind of like another piece broken of 
me, like off me.  Say if you smash a plate and you try and glue it back together 
it's not going to be the same as how it was before and that's, like, kind of me. 
Basically, them saying I'm skinny and I'm like a stick or whatever it's like 
smashing that plate, fixing it back together but it's not gonna be the same. 
 

In this passage, Angelique described how she and Karina were bullied for being tall and 

slim.  She shared that being called names hurt her feelings and began to cry as she 

recalled these experiences.  Clearly, this was painful and had a negative impact on her.  

She felt that each time she was bullied chipped away a piece of her.  She coped by ‘fixing 

it back together’ but recognised that a part of her was damaged and would never be the 

same.  Angelique was bullied outside of the dance programme, but understandably, these 

experiences had a lasting effect on her and the pain from these experiences lingered.  I 

asked if she thought the community dance classes could help her deal with this in any 

way, and she replied:  

Yeah, I think it kind of has.  In situations like this, because when I’m in dance, I 
don't think anyone has called me any of those names that I’ve been called in 
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school or outside of school.  It does help because I don't think anyone in there 
thinks of me like that. Maybe some, but I don't think anyone does. 

 
Angelique thought the dance programme helped her deal with being bullied because she 

had a different experience in the programme.  She was not bullied in community dance 

classes, and she did not think others thought of her the same way her bullies did.  The 

community dance programme provided alternative social experiences wherein her peers 

were more accepting of her, which helped her deal with being bullied outside of the 

programme.  Holt et al. (2013) suggest that having such alternative positive social 

experiences in informal spaces can counter negative experiences young people with 

social and emotional difficulties have at school.  This in turn fosters development of 

positive views of themselves as capable of creating and maintaining friendships.  

Angelique’s experience in the community dance programme countered negative 

experiences with her peers outside of the programme which she thought helped her in 

some way.  The programme served a protective function, specifically against being 

rejected and bullied by her peers and gave her the opportunity to have more positive 

experiences with her peers.  Participating in the community dance programme served as 

a protective mediator for Angelique, but this experience may not have been representative 

of what happened to most participants and did not translate into measurable 

improvements in peer problems subscale scores. 

 

One other participant also experienced bullying.  During week 5, A 9 year-old Afro-

Caribbean girl came over crying to me and Dana, the Youth Producer, and told us that her 

cousin, who was also in the programme, told her he hoped she gets stabbed.  She further 

shared that when they were together outside of the programme, he said things like this to 

her a lot, was not nice to her, and was only nice when he wanted something from her.  We 

consoled her, and I encouraged her to tell him that it hurt her feelings when he treated her 

this way.  She said she could do this and probably would now tell him that this hurts her 

feelings.  Dana later addressed this matter with the parents of both participants because 
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of the violent language the boy used.  Interviewee Devina did not experience bullying but 

pre-emptively deleted her TikTok account out of fear that she would be cyber bullied.  

Expressing feelings of being bullied and standing up for oneself was a topic of interest for 

Nina, the teacher of the Motions 1 class.  She gave a creative dance exercise for 

participants to explore feelings around being bullied where they physically expressed their 

own interpretation of what it meant to stand up for oneself if bullied.  Participants 

demonstrated different movement qualities associated with different feelings of being 

bullied and representations of strength.  The exercise was geared toward exploration of 

feelings, so discussion of the specific feelings and the ways participants expressed them 

is in Chapter 7 section 7.2.4.3.  Since this exercise was more oriented toward exploring 

feelings and expressing them through movement, it may have helped them internalise or 

process feelings around being bullied in an embodied way.  Participants were engaged in 

the exercise, however it only took place one time in one class, and it is not likely that this 

one exercise had a substantial impact on participants’ external relations with peers.  

Participants’ high-level of engagement in this exercise, along with observations, 

participants’ experiences of being bullied indicate that bullying was a concern for many 

participants.  But there was no clear indication that these experiences had a measurable 

or lasting impact on their abilities to relate to their peers in the community dance 

programmes.  Incidents of racist comments being made, racist bullying, or bullying in 

general that mostly took place outside of the programmes clearly impacted participants, 

but how these experiences translated into their abilities to relate to their peers is 

undetermined.   

 
6.3.3.3 Increased socialising and new friendships 

 
The only theme that emerged in alignment with the measured items of the peer problems 

subscale was more socialising and friendships with peers.  As early as week 4, 

YouthDance participants were visibly more sociable with one another.  They were already 
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more comfortable working in pairs than in the earlier weeks.  During group work they were 

focused on the creative task but were more friendly toward one another and seemed to 

better connect with each other.  Most participants formed several friendships as the term 

progressed.  During week 6, interviewee Lilly was observed socialising with several 

individuals.  She was friendly toward everyone in class and seemed comfortable with 

many different individuals and friendship pairs.  Her friendly personality created unity 

between individuals and friend groups which contributed to the sense of equality within the 

class community.  Ellsa, one of the new participants in the spring term who at first was 

very nervous to take part without her friend, increasingly seemed more comfortable 

socialising with others in the programme.  By week 5, she was smiling more and would 

talk to one of the other participants more frequently and would practice the dance they 

were learning at the beginning of class with her.  She would also initiate more 

conversations with others and contribute more movement ideas in creative dance group 

exercises.  This was a common progression for many programme participants at 

YouthDance.  Nearly everyone that was new to the programme grew more comfortable 

with their peers and eventually formed friendships with others, even if they were shy or 

nervous.   

 
Interviewees stated explicitly that since participating, they were better able to talk with 

their peer and make new friends.  In focus groups and interviews, they made statements 

like: 

 
Karina: I can be more social with other people after coming to dance…It's 
because there is a lot of us now compared to last time. Now we get to 
socialise more with other people and make new friends. 
 
Karina: It's just that you can like take on board new things and stuff. You get to 
experience new things, make new friends. 
 
Beth: They make us meet other people and talk to them a lot and make us, 
like, know what their favourite dance moves are and facts about them. 
 
Padma: Obviously, I have developed skills of talking better with other people. 
Because I used to stutter a lot. And people, well I didn't really understand 
people mostly…When I talk to Nina and to you, it helps me because I focus on 
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what I'm being asked. Instead of talking every second. Because you say that I 
can think about my answer, and then I'll think about it, and then I'll tell you my 
answer 
 
Devina: Every [sic] since I joined, I feel like I have grown more courage in 
myself. And I feel like I have more friends and that I can talk to more people. I 
trust more openly and treat them as if they are like my family. 

 
The YouthDance community dance programme provided opportunities for participants to 

socialise with others which improved their abilities to talk to their peers and form new 

friendships like participants of several other studies (Blackman et al., 1998; Beaulac, 

Kristjansson and Calhoun, 2011; Gardner, Komesaroff and Fensham, 2008).  In this 

study, and perhaps the others, they experientially learned how to socialise with their 

peers.  Per class observations and interviewee responses in the current study, 

participants seemed to learn to socialise and make friends through processes like those 

described by Kolb’s experiential learning cycle (Kolb, 2015).  Participants had new 

concrete experiences in the programme and as they navigated the social environment of 

the community dance class, they assessed their interactions with others and actively 

experimented with new approaches to socialising and making friends.   

 
At YouthDance, participants related with their peers through play and dance.  They 

regularly engaged in free play and games during breaks.  In week 4, a small group of 

younger youths who took gymnastics and other dance classes outside of the programme 

were doing acrobatics, splits, and other technically difficult dance/gymnastics manoeuvres.  

They formed a smaller community within the class where they would show each other and 

help each other learn difficult steps and tricks.  Other young people connected by playing 

playground games like tag and racing.  Teachers would also use playground games like 

heads up, seven up, red-light-greenlight, and racing games, as well as non-verbal ice 

breaker and creative dance exercises that only involved the body.  One such physical 

activity involved participants greeting each other like aliens who did not use verbal language 

or hand-shakes to introduce themselves.  Participants explored different ways to initiate 

communication with each other using creative bodily movements.  They all came up with 
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different movements.  Some would touch elbows, knees, or feet, others would do repetitive 

movements with different body parts like the head, arms, or legs.  This activity facilitated 

exploration of movement and showed participants how the body and movement can be 

used to communicate and connect with other people.   

 
Participants also related with each other when they watched each other dance.  Focus 

group participant Devina thought dancing was a way to express different emotions and 

relate to people who watched her dance.  When asked what her experience was like in the 

dance programme she replied: 

Devina: It helps. For me it helps me express my emotions. 
 
Callahan: What kind of emotions do you think it helps you express? 
 
Devina: You can do happiness, sadness.  And it helps, like, when you're 
dancing, you can relate to other people when they watch you dance 

 
Devina thought that expressing her emotions when she danced was a way to relate to 

people when they watched her dance.  This type of exchange was also observed amongst 

the more experienced dancers in YDC and Stand Up.  In these classes, participants 

focused intensely on one another’s movements when they performed improvised solos in 

circle formations.  After watching each other, they would share thoughts on their peers’ 

movements and how they made them feel.  Participants at DanceLondon engaged in similar 

feedback sessions, but the social dynamics were not the same.   

6.3.3.4 Difficulties forming friendships 

 
At DanceLondon, participants did not engage in games or play, and there was not a 

substantial increase in socialising between participants or formations of new friendships.  

In the early weeks there were small cliques of girls that did not usually interact with each 

other.  Throughout the term, they seemed shy to interact with one another during breaks.  

Breaks were very quiet in the beginning weeks, and in later weeks most participants did 

not fraternise outside of their friend groups.  Toward the end of term, there was a small 

increase in socialising between individual members of two cliques, but new relationships did 
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not seem to develop.  On rare occasion, YouthDance participants also had issues 

socialising and making friends.  During the eighth week, two participants said they were 

worried they did not have friends, and during her interview, Emelia brought up the issue of 

cliques.  She said she did not like that sometimes people would ‘stay with the same people’ 

during different activities and thought the programme would be better if people ‘mixed’ with 

other people more.  She liked socialising with different people in the class and found it 

uncomfortable when others only socialised with the same people.  These issues did arise 

at YouthDance, but they were uncommon.  The vast majority of YouthDance participants 

were observed comfortably socialising with others by the end of the term.   

6.3.4 Summary of peer problems findings 

 
Most YouthDance participants experienced qualitative changes in their abilities to 

socialise with peers and make friends.  However, this was the only component of peer 

problems that improved.  While socialising between participants observably increased as 

the term progressed, these changes did not substantially impact overall SDQ peer 

problems subscale scores because most items in the subscale were unrelated to the 

theme of socialising and making friends.  So, like the SEQ-C SSE subscale, peer 

problems subscale scores did not adequately measure, and therefore reflect, what 

actually transpired with peer problems or elucidate the nuanced dynamics of peer 

relations in the community dance classes.  Next, I discuss the findings related to prosocial 

behaviours. 

 
6.4 SDQ prosocial behaviours 

 
Prosocial behaviours are voluntary acts intended to benefit others and include behaviours 

like helping and cooperating with others, showing kindness and empathy (Eisenberg, 

Fabes and Spinrad, 2006).  Prosocial behaviours have been linked with social bonding 

(Markiewicz, Doyle and Brendgen, 2001) and high-quality friendships in adolescence 

(Padilla-Walker and Carlo, 2014) and greater community involvement in early adulthood 
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(Kanacri et al., 2014).  In this study, the SDQ subscale is used to assess the community 

dance programmes’ impact on prosocial behaviours of underprivileged ethnic minority 

youth.  The SDQ prosocial behaviour subscale measures adolescents’ prosocial 

behaviours by their responses to the following items:  

• I try to be nice to other people. I care about their feelings 
• I usually share with others (food, games, pens etc.) 
• I am helpful if someone is hurt, upset, or feeling ill 
• I am kind to younger children  
• I often volunteer to help others (parents, teachers, children) 

 
Prosocial behaviours subscale scores range from 0 to 10 with higher scores signifying 

more prosocial behaviours.   

Previous psychometric studies have identified some issues with construct validity and low 

internal consistency of the prosocial behaviours subscale.  Some studies have found that 

subscale items had acceptable loading factors and loaded correctly to the subscale factor 

(Muris et al., 2004; Ruchkin et al., 2008; Richter et al., 2011; Becker et al., 2018; Twyford 

et al., 2019).  Others found that some subscale items had low loading factors and/or 

loaded onto other subscales (Mellor and Stokes, 2007; Garrido et al., 2020; Gomez et al., 

2021).  These mixed results mean that the prosocial behaviours subscale may be 

measuring the unidimensional construct in some instances, and in others, it may not be.  

In regard to reliability, studies with predominantly European populations have mostly 

produced coefficient alpha levels below the suggested acceptable minimum of .65 - .70, 

with reported levels being .54, .58, and .61 (Gomez et al., 2021), .60 (Muris et al., 2004), 

.63 (Becker et al., 2018), .65 and .64 (Van Roy et al., 2008), and .69 (Garrido et al., 2020).  

Studies involving ethnic minority and immigrant populations produced coefficient alpha 

levels at .17 (Twyford et al., 2019) and .69 (Ruchkin et al., 2008).  Similarly, coefficient 

alpha levels of the prosocial behaviours subscale in this PhD study were .16 at baseline 

and .78 at follow-up.  These results mean this sample’s responses to the prosocial 

behaviour subscale were not internally consistent throughout the duration of this study.   
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In the next section, I examine how participating in community dance impacted prosocial 

behaviours by triangulating participants’ experiences as shared in interviews and focus 

groups with subscale scores before and after the dance intervention. 

6.4.1 SDQ prosocial behaviours subscale t-test results 

 
Baseline prosocial behaviours scores were slightly higher for the dance group, but this 

minor difference was insignificant (see Table 6.6).  On average, follow-up prosocial scores 

increased by 0.05 points for the dance group and by 0.5 points for the control group, 

surpassing dance group scores.  Follow-up prosocial scores were slightly higher for the 

control group, but this small difference was not significant (p=.668) and is likely due to 

chance.  There were no significant differences within or between groups with respect to 

gender or programme allocation.  There was a significant relationship between age and 

prosocial scores at baseline for the control group, but this diminished at follow-up.  There 

was no significant relationship between age and prosocial subscale scores in the dance 

group.   

 
Table 6.6: SDQ Prosocial T-Test Results by Group, Gender, and Programme 

 Baseline Follow-up 

N=52 
Dance group 

 n=38 
Control group   

n=14 
Dance group   

n=38 
Control group 

n=14 
Mean (sd) 7.37 (1.22) 7.21 (1.53) 7.42 (2.27) 7.71 (1.86) 
t-value (df) 0.378 (50) -0.432 (50) 

p-value .707 .668 
     

Female 7.35 (1.23) 7.22 (1.20) 7.43 (2.30) 7.67 (2.06) 
Male 8.00 (n/a) 7.20 (2.17) 7.00 (n/a) 7.80 (1.64) 

t-value (df) -0.521 (36) 0.025 (12) 0.185 (36) -0.124 (12) 
p-value .606 .980 .854 .904 

     
DanceLondon 7.33 (1.15) - 8.67 (1.15) - 

YouthDance 7.37 (1.24) - 7.31 (2.23) - 
t-value (df) 0.051 (36)  -0.988 (36)  

p-value .959  .330  
Age correlation     

Spearman’s rho -0.071 0.651 -0.079 0.276 
significance 0.671 0.012* 0.639 0.339 

*p<.05 
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6.4.2 Prosocial behaviours difference-in-difference analysis 

 
Like the peer problems subscale results, model covariates and the overall model to 

estimate the impact of the dance programmes on prosocial behaviours were insignificant 

(R2 = 0.006; p=.963) (see Table 6.7).   

Table 6.7: Impact of Dance Programmes on Prosocial Behaviours: Difference-in-Difference 
Model Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.006 -0.034 1.801 99 .963 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 7.257 0.626  0.626 <.001 

Dance  0.176 0.599 0.044 0.294 0.769 
Post 0.500 0.680 0.141 0.734 0.464 
Female -0.067 0.622 -0.012 -0.108 0.870 
Dance*Post -0.447 0.796 -0.122 -0.561 0.914 

 
𝑆𝐷𝑄	𝑃𝑟𝑜𝑠𝑜𝑐𝑖𝑎𝑙	𝑠𝑢𝑏𝑠𝑐𝑎𝑙𝑒	𝑠𝑐𝑜𝑟𝑒

= 	7.257 + 0.176𝐷𝑎𝑛𝑐𝑒 + 0.500𝑃𝑜𝑠𝑡 − 	0.067𝐹𝑒𝑚𝑎𝑙𝑒 − 𝟎. 𝟒𝟒𝟕𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 
 
 

These results imply that the dance programmes did not have a significant impact on 

prosocial behaviour scores.  The differences in baseline and follow-up scores between 

groups was not significant, and as indicated by the overlapping error bars in Figure 6.3, 

there was no difference between groups at follow-up.  Average prosocial behaviour 

subscale scores for the control group surpassed the dance group’s scores, and although 

the change was small, the crossed lines depicted in Figure 6.3 might indicate that the 

parallel trends assumption was violated in this DID model.  As discussed in Chapter 3 

Section 3.8.2, and illustrated in Figure 3.2, one of the base assumptions of a DID model is 

that earlier measures for both groups have similar (parallel) trends.  The crossing lines for 

prosocial behaviours subscale scores may suggest that the groups did not have similar 
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trends.  However, this cannot be confirmed since there were only two time-periods, and a 

third data point collected prior to the baseline is needed to determine pre-exposure trends 

for each group (Strumpf, Harper and Kaufman, 2017).  It can be definitively stated that the 

DID results indicate that dance programmes had no impact on prosocial behaviours 

subscale scores.   

 

 
6.4.3 Observations & participants' experiences of prosocial behaviours 

 
There were no significant quantitative improvements in prosocial behaviour scores, and 

only one participant made an explicit link between her experience in the programme and a 

positive change in the prosocial skill of collaboration.  Two themes related to prosociability 

did emerge from the observational data, but they were primarily related to behaviours of 

the teaching staff, particularly the way they conducted the classes and how they 

interacted with participants.  Teachers demonstrated support for participants and 

promoted a culture of collaboration that took effect as the term progressed.   
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6.4.3.1 Teachers’ support for participants 

 
The teaching staff openly promoted and practiced a value of support for participants.  

Joanne, the second half-term teacher at DanceLondon, would tell participants that it was 

important to create a supportive environment for their classmates as they learned dance 

techniques.  At YouthDance, teachers made worry boxes for participants to use at the 

beginning of class.  If any young person had worries that they wanted to talk about with an 

adult in the programme, they could write down their worries and put it in the box for the 

teachers to read.  Someone on the teaching staff would then take time to speak with 

participants about any worry they had.  Teachers would also console participants that 

were upset about issues going on in their lives.  In one instance during week 8, Tony, a 15 

year old girl was distressed and yelling on the phone outside of the building before 

classes started.  She later calmed down and joined the class but was isolating herself 

from the other participants.  During the break, Lena, one of the assistants, spoke with her 

in private.  When class resumed, Lena stayed with her to create a movement sequence 

while the other participants worked on a different exercise.  Tony then began to smile and 

laugh with Lena after starting the class visibly angry and flustered.  Lena was a source of 

support for participants, and 14-year old participant Lily recognised this.  During the week 

5 Stand Up rehearsal, Lily started using her phone before the break and Lena went over 

to tell her to put her phone away until the break started.  Lily responded by say ‘Okay.  I 

know you just want me to succeed’.  Lily was aware that Lena’s intention for her to do well 

in the rehearsal, so she took no issue with Lena telling her to put her phone away.  There 

were also a few instances of participants demonstrating support for others in the 

programme.  During week 9, an 8 year-old participant was inside the studio and saw Lena 

through the glass wall walking toward the studio door carrying two jugs of water for the 

class to drink.  Without being asked, he ran over to the door and held it open for her.  

During week 5 in the spring, one participant fell during a warmup exercise, and another 
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participant went over to ask if she was okay and helped her up.  Participants were 

generally kind to each other, but there was no indication that the programme increased 

these prosocial behaviours.   

 
6.4.3.2 Collaboration 

 
The other prosocial theme that emerged was collaboration.  The teaching staff at 

YouthDance promoted collaboration and collaborative practices.  In a conversation with 

teaching assistant Darren, he shared his views on different teaching approaches and why 

he taught using a collaborative style.  He thought that didactic teaching was not effective for 

young people’s learning and that it was important to teach in a collaborative and democratic 

way.  He believed that this approach helped students ‘learn better’, pick up choreography 

faster, and created a more engaging and relaxed environment.  Some research supports 

Darren’s views by suggesting more democratic and holistic pedagogical approaches to 

teaching dance can support empowerment, help build community (Burnidge, 2012) and 

support experiential learning (Zeitner, Rowe and Jackson, 2016).  This was evidenced at 

both programmes.   

 

The first teacher at DanceLondon had a more didactic teaching approach which seemed to 

create an environment wherein participants were focused but slightly tense and not 

enthusiastically engaged.  She was more distant when she taught and rarely made eye 

contact with participants.  There was not a strong connection between the teacher and 

pupils, and at times she seemed to teach at them.  Her classes were highly structured, 

and participants did not make contributions or give input on how the class functioned.  

Consequently, participants tended to work more independently, were less comfortable 

working together during group exercises, and less enthusiastic overall.  This was also true 

in instances where teachers who normally take a democratic approach deviated from 

teaching this way.   
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During one of the week 6 classes at YouthDance, the class was split into two groups to 

create a short dance composition to be included in the final performance.  The lead teacher, 

Kamala, took a democratic approach to the exercise with one group by helping them 

explore different movements and choreograph the composition themselves.  The teaching 

assistant, Lena, who usually took this kind of approach, opted to teach the other group set 

choreography that she composed.  Lena’s group did not seem to enjoy the movement she 

created and were not as energetic and engaged as the other group.  They seemed to 

particularly dislike one of the opening steps.  While learning it, they had grimaces on their 

faces, would hesitate to practice the movement when it was their turn to demonstrate and 

did not perform the movement with much energy when they did.  They did not seem to like 

the choreography but did not openly say so or suggest an alternative dance step.  When 

participants were not actively a part of the creative process they were less engaged in the 

activity and did not seem to enjoy it as much as when they had more say in the creative 

process.  Participants of the Dance Connections community dance programme for ‘at-risk’ 

inner-city youth openly expressed that collaborative dance-making was important to them 

and enjoyed the democratic decision-making processes that took place in the programme 

(Green, 2000). 

 
These examples point to the importance of process and co-creation in community dance.  In 

these instances, more collaborative approaches garnered greater enjoyment and participant 

engagement.  Francois Matarasso’s argues that there are further benefits gained from 

processes of co-creation in participatory arts.  He states that: 

Shared creative work enables people to learn from and about one another 
because they bring different histories, identities, imaginations and desires to the 
act. Together, they face obstacles and share talents, make demands, become 
friends, develop skill, knowledge and confidence, explore their place in the group 
and discover new stories about themselves. Such things occur spontaneously in 
the process of co-creation.     (Matarasso, 2019, p. 95) 

 
The potential for these to occur are rooted in the value placed on process and the 

pedagogical approaches used to facilitate or limit collaborative practices.  Some of these 
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benefits were realised in the community dance classes through co-creation and other 

means.  In these specific examples of collaborative choreographic exercises that involved 

democratically chosen dance movements, participants were more engaged and 

experienced more enjoyment. 

 
Nearly all teachers promoted and practiced a democratic style when they led classes and 

encouraged participants to work collaboratively during creative movement group exercises 

instead of having a group leader.  This was observed at both programmes: 

• Joanne sets a partnering exercise to help them prepare for solo push-pull across the 
floor. /Week 4 Autumn 

• Joanne asks participants to share any tips with one another that make it easier to 
execute the difficult dance step, and they each share 2 tips that help them. /Week 5 
Autumn 

• Joanne asks everyone to pick a movement dynamic/quality and improvise.  They 
then set choreography individually.  /Week 5 Autumn 

• Joanne gives them options on which exercises they want to learn. /Week 5 Autumn 
• Lena’s group does not seem to like the opening steps to the routine.  Lena 

choreographed it without their input. /Week 6 Autumn 
• Kamala’s group is much more energetic, they appear to have more say in the 

choreography.  /Week 6 Autumn 
• Collaborative choreography and democratic movement choices keep them engaged. 

/Week 6 Autumn 
• Visiting teacher encourages YDC to collaborate and not have a leader as they 

compose choreography to the music of Akram Khan’s Giselle. /Week 7 Autumn 
• New 6:30 class (older group) learned how to do a group lift. /Week 12, Week 2 

Spring 

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020; Callahan field notes, 
DanceLondon, Autumn 2019) 

 
 

Participants at both programmes engaged in exercises that were collaborative in nature.  

At YouthDance, more advanced dancers learned how a group could safely lift and flip an 

individual and support them as they landed.  Joanne at DanceLondon often involved 

participants in decision-making.  She would prepare different pieces of choreography but 

would give them the option to choose which one they wanted to learn.  In one exercise, 

she asked participants to each pick a movement quality traditionally used in contemporary 

dance (Mains, 1947) such as bouncing, rebound, impulses, throwing, swinging, percussive, 

or suspensions that appealed to them and create choreography by improvising movements 
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using that quality.  She also encouraged them to share amongst each other tips on how to 

execute difficult maneuvers to help each other learn different ways of approaching 

movements and to provide feedback to one another about their created choreographies.   

 
Student-centred approaches like these have been found to help dance students identify 

meaning and quality of their work and significantly improve their dance skills and 

performance quality (Brown, 2021).  These collaborative and democratic approaches to 

teaching at both programmes had a clear impact on participants.  Participants eventually 

would voluntarily give their input on music choices, suggest exercises for the day, and 

contribute movement ideas to teaching staff.  They were more engaged in the class and 

seemed to enjoy it more when they worked collaboratively.  Interviewee Angelique thought 

her experience in the programme improved her ability to work in a team.  She stated: 

 
I've learned how to build a team, like how to work in a team. Because with 
dance you have to find a partner, you have to work as a team.  You don't have 
to like everybody, but you have to be calm with everybody. And like it's helped 
me. 

 

Angelique realised that to work as a team she did not have to like everyone she worked 

with, but she did have to be calm with them.  This is a noteworthy development of her 

prosocial skills for collaboration, but she was the only interviewee who made such 

remarks.  Many other participants also appeared to learn to work collaboratively and make 

more contributions as the term progressed.  This was corroborated by the dance group’s 

responses to questions from the Ana Nery Fragoso Dance Collaboration Rubric for Group 

Choreographic Projects (Andrade et al., 2015).   

 
This rubric was developed to aid formative assessment in dance education, particularly to 

assess an individual’s ability to collaboratively create dance works. There were some 

changes in how they thought they participated and contributed to decision making.  At the 

start of term, 47.4% thought they contributed movement ideas, were actively involved in 

making decisions, and disagreed respectfully.  This increased to 63.2% by the end of the 
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term (see Table 6.8).  However, the percentage of participants who thought they had the 

highest level of participation and decision making decreased.  At the start of term, 36.8% 

of participants thought they contributed relevant movement ideas, helped direct the group 

in making decisions, and helped the group process disagreements constructively, but this 

decreased to 23.7% at the end of term.  These results show that by the end of the term, 

most participants thought they were involved with decision making and contributing 

movement ideas, but fewer participants thought they took on leadership roles during 

group exercises.  This is consistent with observations made throughout the term wherein 

participants were more often seen working collaboratively in groups rather than following a 

leader during group exercises. 

 
Table 6.8 – Dance Group’s Self-Assessment on Participation &  

Contributions to Decision Making 
 Baseline Follow-up 

I rely on others to contribute ideas and sometimes impede decision 
making by arguing with others. 

0% 0% 

I rarely contribute movement ideas and watch passively as others 
discuss their ideas. 

15.8% 13.2% 

I contribute movement ideas, am actively involved in making 
decisions, and disagree respectfully.  

47.4% 63.2% 

I contribute relevant movement ideas and help direct the group in 
making decisions. I even help the group process disagreements 
constructively. 

36.8% 23.7% 

 
 
There were smaller changes in how participants thought they listened to others and had 

discussions with an open mind.  By the end of the term, a smaller proportion of 

respondents thought they had issues listening and interacting respectfully with others (see 

Table 6.9).  There was a 5.3 percentage-point increase in the number of participants who 

thought they listened to and interacted respectfully with others and encouraged their peers 

to share movement ideas.  These changes might signify slight improvements in their 

abilities to collaborate, but these changes were small, and chi-square tests between 

groups indicated that there were no significant changes in the dance group’s ability to 
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contribute to decision-making or listen/have discussions with an open mind during group 

exercises (see Appendix 10).    

 
Table 6.9 – Dance Group’s Self-Assessment on Listening & Having Discussions with an 

Open Mind 
 Baseline Follow-up 

I have significant difficulty listening, speak disrespectfully to others, 
and might disregard others’ ideas. 
 

0% 0% 

I need to work on listening and interacting respectfully with others.  I 
mostly talk about my own ideas. 
 

5.3% 2.6% 

I interact respectfully with others and listen attentively to others’ 
movement ideas. 
 

50.0% 47.4% 

I listen to and interact respectfully with others and even encourage 
others to share their movement ideas 
 

44.7% 50.0% 

 
 

6.4.4 Summary of findings on prosocial behaviours  

 
There were observable advancements in participants’ abilities to collaborate with one 

another.  This was the only theme that emerged germane to participants’ prosocial 

behaviours, but collaboration was not one of the items measured in the prosocial 

behaviours subscale.  The other theme that emerged, teachers’ support for participants, 

was indicative of how teachers demonstrated support to participants, and not of 

participants’ prosocial behaviours toward others.  There were only a few instances of 

participants demonstrating prosocial behaviours that aligned with subscale items, and 

there were no substantial changes in these behaviours as the term progressed.  So, it 

follows that there were no substantial quantifiable improvements in prosocial behaviours.   

    
6.5 Impact of pandemic and lockdown on results 

 
The different social conditions resulting from the lockdown may have impacted aspects of 

socioemotional well-being for the control group.  This impact may have been captured in 

the follow-up SDQ total scores which decreased for the control group.  This decrease 
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likely contributed to the significant difference between the two groups’ follow-up total SDQ 

scores, though increased dance group scores also contributed to this difference.   

 
6.6 Chapter Six discussion 

 
Overall, there were minimal improvements in social strengths and difficulties for 

underprivileged ethnic minority youth within the community dance programmes.  The 

dance group had significantly higher overall social strengths and difficulties scores, but 

this was largely due to declining control group scores.  There were no significant 

quantitative increases or qualitative improvements in prosocial behaviours.  There were 

also no quantitative increases in peer problems scores, but there were some qualitative 

improvements in peer relations and their abilities to collaborate which may have occurred 

through mastery experiences.  These results follow on from the community dynamics and 

activities that occurred in the dance programmes. 

 
Total SDQ scores improved for the dance group and decreased for the control group, 

resulting in the dance group having significantly higher follow-up scores than the control 

group.  The DID model for total SDQ scores was also significant, but the diff-in-diff term 

was insignificant.  The coefficient denoted a positive trend for the dance group after the 

dance intervention, but it was not statistically significant.  Therefore, it cannot be said that 

the dance programme directly caused improvements in overall social strengths and 

difficulties for underprivileged ethnic minority youth.  The significant difference between 

the groups’ total SDQ difficulties scores was due to small increases across all subscales 

for the dance group, which in aggregate are significantly higher than the control group’s 

total difficulties scores that decreased overall.  That said, there were no significant 

increases in SDQ peer problems or SDQ prosocial behaviours subscale measures. 

   
There were no improvements in peer problems subscale scores and minimal indications 

of qualitative improvements in peer relations.  At DanceLondon, there were no vast 

improvements in socialising and no formations of new friendships for ethnic minority 
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participants, but at YouthDance, nearly every new participant seemed to grow more 

comfortable with peers even if they were shy or nervous.  Most interviewees thought they 

learned how to better socialise and form friendships with their peers, and some shared 

that they coped with negative interactions with their peers by managing their own feelings 

and not escalating conflicts.   

 

In the classes, participants did have opportunities to improve their abilities to socialize with 

peers through mastery experiences, but improvements in their abilities to overcome peer 

problems may have been limited by the lack of activities or practices directly addressing 

these issues in the classes (see Figure 6.4).  There was an instance of a racist comment 

made in class and some participants experienced bullying and racist bullying outside of 

the community dance programme.  These incidents clearly distressed participants, but 

because they mostly took place outside of the programmes, and there were not many 

appearances of these phenomena during classes, it is not clear how participating in the 

community dance programmes impacted participants’ experiences with peer problems or 

the effects external peer problems had on participants.   

 

One participant thought that the programme helped her deal with being bullied because 

she did not have those same experiences in the classes.  For her, participating in the 

community dance programme was a protective activity, but for most participants, 

encountering difficulties or increased socialising did not necessarily improve their abilities 

to relate to their peers or translate into measurable improvements of peer problems.   
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Figure 6.4 - Theory of Change –Peer problems, prosocial behaviours, and collaboration 

 

 

 

The instances of participants experiencing adverse interactions and conflicts with peers, 

bullying, and racism in the programme and outside of the programme were not directly 

addressed in the community dance programmes.  In one class participants explored 

bullying and associated feelings, but did not regularly occur in the classes, nor did any 

discussions or activities related to issues of racism or other issues of discrimination.  It is 

worth noting that dance-based programmes of this nature are not designed nor expected 

to address these social issues.  However, since these issues arose, participants may have 

benefited from more dance activities that promote embodied learning of ways to process 

and cope with issues with their peers. 

Community 

Participants learn through:

•Mastery experience
•Collaboration improved by regularly working 

in groups to learn and create dance 
movements and compositions 

•Supported within classes where group work 
occurred regularly and teachers used 
collaborative pedagogical approaches

•Learning prosocial behaviours and overcoming 
peer problems may have been limited by the 
lack of activities or practices directly 
addressing these issues in the classes.

Practice 

Participants engage in: 

•Collaborative dance activities & 
game play

•Interaction with teachers who  
use collaborative approaches

•Creative dance and 
improvisation group activities

•No activities directly related to 
overcoming peer problems

•No activities directed related to 
prosocial behaviours

Outcomes (observable changes) 

Participants experienced: 

• No quantitative improvements in the peer problems or prosocial 
behaviours SDQ subscale measures 

• No substantial qualitative improvements in peer problems or 
prosociality 

• Improved ability to collaborate with their peers 
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Findings for the peer problems indicator were not strong or consistent, so future studies 

might take a different approach to understanding how community dance programmes can 

impact relations between young people.  Rather than looking at peer problems, perhaps it 

would be more fruitful to examine if participating in community dance programmes 

impacts how supported young people feel by their classmates or if they learn different 

ways of resolving conflicts with peers.  To do this, future studies could triangulate 

qualitative responses and observations with data from the classmate subscale of the Child 

and Adolescent Social Support Scale (CASSS) (Malecki and Demary, 2002) and the How 

I Manage Conflicts Measure (Johnson, Johnson and Dudley, 1992). 

 
 
Participants generally appeared to work more collaboratively as the terms progressed.  

This was more apparent in classes led by teachers with more collaborative and 

democratic teaching styles and where there were more opportunities to work in groups.  

This may indicate that participants learned to collaborate by mastery experiences (got 

better at working together over time through practice.)  Participants may have also learned 

to collaborate through vicarious experiences or watching the ways their peers collaborated 

with others, but this was not evidenced by participants reflections in the interviews or 

focus groups.  There were no significant improvements in other prosocial behaviours or 

prosocial subscale scores.  Subscale scores between groups were not significantly 

different, and the two themes germane to prosocial behaviours that emerged from the 

qualitative data were primarily related to teaching staff’s behaviours.  Teaching staff 

demonstrated support for participants, practiced democratic pedagogical approaches, and 

promoted a culture of collaboration between participants.  Participants were highly 

engaged during collaborative choreographic exercises and made more voluntary 

contributions during classes where student-centred approaches were applied.  However, 

there were only a few instances of participants demonstrating prosocial behaviours in 

alignment with subscale items which did not observably increase as the term progressed, 
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so it follows that there were no substantial quantifiable improvements in prosocial 

behaviours.  There were no specific activities or practices related to prosocial behaviours, 

and the quantitative and qualitative results were some of the weakest findings in the study.  

This may indicate that these community dance programmes were not appropriate settings 

to expect advancements in learning prosocial behaviours.  Future studies might garner 

more fruitful results relating to prosociality if the dance activities are strategically designed 

around teaching or exploring prosocial behaviours and values like sharing, kindness, and 

fellowship.  



221 
 
 

Chapter 7: Emotional experiences, hyperactivity/inattention, and focus 

 
7.1 Introduction 

 
This chapter focuses on the impact of community dance on intrapersonal aspects of social 

and emotional learning.  Specifically, this chapter seeks to answer the following research 

sub-questions: 

2.1  Does participating in a community-based dance programme improve emotional 

difficulties experienced by underprivileged ethnic minority youth?  

2.2  Does participating in a community-based dance programme improve 

hyperactivity and inattention and the ability of underprivileged ethnic minority 

youth to focus in dance classes?  

I begin the chapter with a brief explanation of the SDQ emotional symptoms subscale and 

how it is used in this study.  I then present results of the t-tests and difference-in-

difference analysis of emotional symptoms subscale scores.  This is followed by a 

discussion of the findings from interviews, focus groups, and observations related to 

participants’ emotional experiences in the programmes and how they corroborate and 

supplement the quantitative results.  Next, I present the quantitative findings on the SDQ 

hyperactivity/inattention subscale t-tests and difference-in-difference analysis.  After this, I 

present the qualitative findings on how participating in the programmes impacted 

participants’ abilities to focus and discuss dynamics in the classes that may or may not 

have supported these abilities to focus in the dance classes.  Next, I discuss the impact of 

the pandemic on findings in this chapter.  I conclude the chapter with a summary of 

findings, discussion of data discrepancies, and recommendations of alternative measures 

that may have quantitatively captured more of the emotional learning that took place in the 

dance classes. 
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7.2  Emotional difficulties – SDQ emotional symptoms 

7.2.1 SDQ emotional symptoms (SDQ subscale) 

As described in Chapter 6 section 6.2, the SDQ is comprised of five subscales that 

measure peer relations problems, hyperactivity/inattention issues, emotional difficulties, 

personal conduct issues, and prosocial behaviours.  Subscale scores range from 0 to 10, 

with lower scores denoting greater difficulties and higher scores, less difficulties.11  This is 

the first dance research study to use the SDQ or any validated scale to gauge how 

community dance impacts emotional difficulties for underprivileged ethnic minority youth.  

Psychometric studies have found the emotional symptoms subscale to have slightly better 

construct validity and internal consistency than other subscales.  Several studies found 

that items loaded correctly to the subscale and factor loadings were acceptable (Muris et 

al., 2004; Ruchkin et al., 2008; Richter et al., 2011; Becker et al., 2018; Garrido et al., 

2020).  Others found that there were cross loadings between emotional symptoms 

subscale items and other subscales and/or all items did not fit within their expected factor 

(Mellor and Stokes, 2007; Twyford et al., 2019; Gomez et al., 2021).  Overall, there is 

evidence to suggest that the emotional symptoms subscale does adequately measure this 

discrete construct.  Results on reliability are also more positive than other subscales.  

Studies with predominantly European populations reported coefficient alpha levels at .62 

(Becker et al., 2018), .63 (Muris et al., 2004), .65 and .66 (Gomez et al., 2021), .70 and 

.71 (Van Roy et al., 2008), and .73 (Garrido et al., 2020).  In studies with ethnic minority 

and immigrant populations, coefficient alpha levels ranged from .33 (Twyford et al., 2019) 

to .69 (Ruchkin et al., 2008).  Coefficient alpha levels of the emotional symptoms subscale 

in this PhD study were below and at the commonly acceptable .65 - .70 minimal range at 

.54 at baseline and .65 at follow-up.  This could mean that the current sample’s responses 

to the emotional symptoms subscale were not internally consistent throughout the study.   

 
11 Conventionally, higher SDQ scores signify less healthy behaviours or more difficulties, but in my 
PhD, scores have been reversed for intuitive continuity of results across scales.   
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In this chapter I examine how community dance impacted emotional difficulties like 

nervousness, unhappiness, fear, and issues with hyperactivity and inattention.  Results of 

the emotional difficulties subscale are presented in this section, and results for the 

hyperactivity and inattention difficulties scores are discussed in section 7.3.  The 

emotional difficulties subscale discussed below consists of participants’ responses to the 

following 5 items: 

• I worry a lot 
• I get a lot of headaches, stomach-aches or sickness  
• I am often unhappy, down-hearted or tearful 
• I am nervous in new situations. I easily lose confidence 
• I have many fears, I am easily scared 

 

Baseline and follow-up subscale scores are compared to identify overall changes in 

emotional symptoms, and class observations and data from focus groups and interviews 

are examined to gain an in-depth understanding of participants’ emotional experiences in 

the dance programme.   

 
7.2.2 SDQ emotional difficulties subscale t-test results  

 
Average baseline emotional difficulties subscale scores were slightly higher for the dance 

group (dance = 6.63, control = 6.36, out of 10 points) (see Table 7.1).  Both group’s 

average baseline scores were within the ‘normal’ range, which is to be expected in a 

healthy population of young people.  The dance group’s average baseline score was 0.33 

points higher than the control group, but this minor difference was not significant.  The 

control group’s average follow-up emotional symptoms score decreased by 0.65 points 

into the ‘borderline’ range, and the dance group’s score increased slightly by 0.05 points.  

This resulted in a 17% difference in average follow-up scores between the groups (6.68 

vs. 5.71), but this difference was not statistically significant (p=.160).   
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Table 7.1: SDQ Emotional Difficulties Subscale Results by Group, Gender, And 
Programme 

 Baseline Follow-up 

N = 52 
Dance group 

 n=38 
Control group   

n=14 
Dance group   

n=38 
Control group 

n=14 
Mean (sd) 6.63 (2.09) 6.36 (2.06) 6.68 (2.08) 5.71 (2.43) 
t-value (df) 0.420 (50) 1.425 (50) 

p-value .676 .160 
     

Female 6.59 (2.11) 6.11 (2.21) 6.59 (2.03) 5.11 (2.21) 
Male 8.00 (n/a) 6.80 (1.92) 10.00 (n/a) 6.80 (2.68) 

t-value (df) -0.656 (36) -0.584 (12) -1.652 (36) -1.275 (12) 
p-value .516 .570 .107 .226 

     
DanceLondon 8.00 (2.00) - 8.00 (1.73) - 

YouthDance 6.51 (2.09) - 6.57 (2.09) - 
t-value (df) -1.184 (36)  -1.146 (36)  

p-value .244  .259  
Age correlation     

Spearman’s rho -0.088 -0.162 -0.082 -0.330 
significance .599 .579 .625 .250 

 
 
There were no differences in emotional difficulties scores between genders in either group 

at baseline or follow-up.  There were no significant differences in average emotional 

difficulties scores between dance programmes.  Average baseline emotional difficulties 

scores at DanceLondon were slightly higher than YouthDance by 1.49 points, but this 

difference was insignificant.  At follow-up, these scores remained about the same at both 

programmes and no significant differences were detected.    There were no significant 

relationships between age and emotional difficulties for either group at baseline or follow-

up. 

 
7.2.3 Emotional symptoms difference-in-difference analysis 

The overall model for emotional difficulties was not significant (p=.169) and the R2 value 

was 0.062 (see Table 7.2).  The coefficient for females was significant (b= -1.472, p = 

.045), which means that with everything else was held constant, females’ emotional 

difficulties scores were 1.472 points lower than males.  The key diff-in-diff term (in bold) 

was 0.695 but not significant (p=.456).  There were no significant differences between 

groups at follow-up, as indicated by the overlapping error bars in Figure 7.1.  These 
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results mean the dance programmes did not have a significant impact on emotional 

difficulties scores.   

 
Table 7.2: Impact of Dance Programmes on Emotional Symptoms: Difference-in-

Difference Model Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.062 0.024 2.201 99 .169 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 7.303 0.730  10.002 <0.001 

Dance  0.761 0.699 0.160 1.089 0.279 
Post -0.643 0.794 -0.152 -0.810 0.420 
Female -1.472 0.726 -0.222 -2.027 0.045** 
Dance*Post 0.695 0.929 0.158 0.749 0.456 

 
𝑆𝐷𝑄	𝑒𝑚𝑜𝑡𝑖𝑜𝑛𝑎𝑙	𝑠𝑦𝑚𝑝𝑡𝑜𝑚𝑠	𝑠𝑢𝑏𝑠𝑐𝑎𝑙𝑒	𝑠𝑐𝑜𝑟𝑒

= 	7.303 + 	0.761𝐷𝑎𝑛𝑐𝑒 − 0.643𝑃𝑜𝑠𝑡 − 1.472𝐹𝑒𝑚𝑎𝑙𝑒	 + 	𝟎. 𝟔𝟗𝟓𝑫𝒂𝒏𝒄𝒆
∗ 𝑷𝒐𝒔𝒕 

**significant at p<.05 
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7.2.4 Observations & participants' experiences: feelings, emotions, and expression 

While there were no significant quantitative improvements in emotional difficulties scores, 

interviewees and focus group participants overwhelmingly expressed that dancing had a 

positive emotional impact on them.  They felt positive emotions as a result of taking part in 

dance classes and thought that dancing allowed them freedom to express a range of 

emotions and different parts of themselves.  They also thought that dancing had a calming 

effect on them and relieved their stress. 

 
7.2.4.1 General emotional impact of dance: feeling happy and free 

Participants generally expressed that dancing made them feel positive emotions and 

positively impacted their moods.  The following quotes are statements of how some 

participants felt as a result of taking part in the weekly dance classes:   

Beth: I enjoy it because I have something to do, and it makes me happy. 
Karina: I just feel like dancing on Tuesdays. I like to dance at home. I like to 
dance anywhere really. Dancing motivates me and stuff. 
Lily: Like, I mean, I'm happy. 
Padma: Well, I don't know. It's been quite hard for me the past three years. 
My school is quite good now.  When I dance it's like I'm alive. It's amazing. 
My mum says that I'm very cheerful now. I used to be quite dull. 

 
When first asked, these participants said that dancing generally made them feel happy or 

motivated.  Another way participants expressed that dancing impacted them was it made 

them feel free.  Focus group participant Angelique, a 12 year-old dual heritage Black 

British Asian girl shared:  

It's like a unique feeling kind of. Because, like, when I am out there, I feel like 
I can be free. 

 
She also reiterated this feeling in the in-depth interview when she expressed: 

…dancing takes me away, like I said before, because I feel free, open. 
 
Other participants had similar feelings.  Like Angelique’s feeling of being ‘taken away’ when 

she danced, some described feelings of being in a different place when they danced:    

 
Padma: It’s like indescribable. It’s like you’re in a dreamland and you feel like 
you can do whatever you want to, and you feel happy all the time. 
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Emelia: I feel the same way, when you’re like, as like she said, you feel free. 
You’re in just like a quiet peaceful place. 

 
When Angelique, Padma, and Amelia danced, they felt like they were in another, pleasant, 

place altogether and experienced feeling free.  A felt sense of freedom is commonly 

reported by young people who have taken part in dance activities  (Bond and Stinson, 

2000; Cameron Frichtel, 2017).  This was also experienced by participants of an eight-

week community-based dance intervention in Sweden.  Here, adolescent girls expressed 

that they felt free because in dance classes they were allowed ‘let go’ and move their bodies 

freely, unlike in the rest of their lives where they were more sedentary or controlled (Duberg, 

Möller and Sunvisson, 2016).  Participants of the Yorkshire Dance community programme 

also felt positive feelings and emotions like happiness, pride, and general feelings of well-

being (Burke, Utley and Astill, 2018).  Participants in the current study expressed that they 

experienced feeling free and positive feeling states in general, though most found it difficult 

to describe more specific feelings or sensations they felt from dancing or to explain why 

dancing made them feel free and had such a positive impact on them. It seems they 

experienced many emotions and sensations concurrently, so at first, they found it difficult 

to parse out and conceptualise specific feelings or reasons for how they felt.  To invite 

deeper exploration of their internal experiences, I asked them to compare how they felt 

while dancing to how they felt while doing another activity they liked or that made them 

feel similarly to how they did in the dance programme.  Participants shared how they felt 

while dancing in comparison to other physical activities like netball, football, and yoga, and 

other performance arts activities.  The most salient response from participants was that 

dancing allowed them to express themselves and their emotions in ways they could not in 

other activities.   

 
7.2.4.2 Self-expression & expression of emotions 

 
Only one interviewee, Lily, a British African girl aged 15 years, said there was an activity 

that made her feel the same as she does when she danced.  For her, singing brought 
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about similar feelings because both activities allowed her to express herself, as she 

explains in the following exchange:  

Callahan: Does that [singing] make you feel similarly to how you do when 
you’re dancing or is it different? Are there differences between the two for 
you or are they kind of the same? 
 
Lily: I mean, you see, dancing, yeah, dancing is like fun. It’s interesting. 
You can express something through dancing. You can let other people 
see another side of you. Singing, a lot of people already know I can sing, 
the singing places I go to the people listen to me and like, it feels 
nice.…So, singing always has been like #1 for me, until I started dancing 
to be honest. They are both number ones, I wouldn’t really choose one.  
It’s not really different from the singing because I can express myself in 
both ways. And both of them have a meaning to me. They are like the 
same thing. 

 
Compared to singing, Lily thought that dancing was ‘fun’ and ‘interesting’ because she 

could express different sides of herself to other people.  Though, ultimately, she thought 

singing and dancing felt relatively the same to her, and she valued them equally because 

they both let her express herself.  Every other participant said there was not one activity 

that made them feel the same as when they danced, but they all drew comparisons to 

other activities and thought dance allowed them to express themselves in different ways.  

Another interviewee, Beth, a British African girl aged 10 years, who also sang and played 

basketball, compared the two activities: 

Beth: It’s similar because in basketball I move around and in singing I get to 
express my voice like how I get to express my dancing. 
 
Callahan: So, them together kind of gives you everything that you have 
dancing. 
 
Beth: Yeah 

 
Basketball gave her physical enjoyment and singing expressed her voice.  She thought 

that both of them together gave her similar feelings to when she danced, but each of them 

separately did not.  This was a common sentiment among other participants who 

explained how other activities lacked certain qualities that they felt only while dancing.  

They also articulated that dance allowed them to express their emotions and described 

how dance made them feel in more detail.  Devina, a British Asian (other) girl of 12 years 

explained: 
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I do netball. So when I am playing, it gives me a similar emotion to dancing 
because when you’re feeling angry you put all your work in netball, and 
you’re your best. But like, when you’re feeling really sad you don’t really 
feel like playing. 
 

She explained that playing netball gave her similar emotions to dance because she could 

express some of the same emotions through dance and playing netball.  However, she 

found that certain emotions, like sadness, were incompatible with playing netball, and that 

she could not express such emotions while playing.  She thought there was not a place for 

sad emotions in netball, but that in dance she could express whatever she was feeling.  

Another participant, Karina, a 12 year-old Black British girl, echoed this sentiment in the 

following exchange:   

 
Karina: It can show humour. You can be a sad person, or you can be a 
happy person to express yourself dancing. 
 
Callahan: So, you can just be yourself. It doesn’t matter. Is there any other 
activity that you feel like you can do that with? Or that you feel similarly 
about? 
 
Karina: No. Just dance. 

 
Other than dance, she thought there was no activity where there was freedom and 

flexibility to express different emotions and different versions of herself.  This was a 

common feeling among all interviewees and focus group participants.  Most spoke of the 

limitations of sports and other activities to allow them expression of a full range of 

emotions.  Another interviewee, Angelique, explained how differently she felt dancing 

versus playing football:  

There is another one I like: football. But dancing takes me away, like I said 
before, because I feel free, open. And in football I have to keep tight…. 
 

Later in the conversation she elaborated: 
   

I don’t know how to put this in the right words. Because in football I have to 
focus on getting it in the goal.  It’s kind of the same thing as dance, trying 
to achieve my goals, but football I have to literally put it in the goal. So, it’s 
quite different emotionally and physically. 

 
Interviewee Angelique recognised that both dance and football involved working toward a 

goal, but in football there was a singular focus – to get the ball in the goal.  Conversely, 
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with dance she felt openness and freedom while pursuing her goals, and this fostered a 

different emotional and physical experience for her.  She felt the need to ‘keep tight’ to 

reach her goals in football, but did not feel this way as she danced, even though she was 

still striving to reach goals in her dance practice.  All the above participants thought 

dancing allowed them to express themselves and their feelings freely in ways other 

activities did not.  There were no limits on what feelings or parts of themselves they could 

express in dance.  Their experiences largely correspond with findings from several other 

studies (Stinson, 1997; Vicario and Chambliss, 2001; Duberg, Möller and Sunvisson, 

2016; Burke, Utley and Astill, 2018).  Participants of these studies also felt that dancing 

was an enjoyable outlet to freely express themselves and their emotions.  Free self-

expression was a key principle in the community dance programmes of this study, so 

classes regularly included planned activities to initiate self-exploration and expression of 

emotions and feelings through movement.  

 
7.2.4.3 Self-expression through movement in classes 

 
Teachers would give exercises for participants to explore different emotions (intense 

physiological responses) and feelings (how they sense, experience, and make meaning of 

emotions) and ways to express them with movement.  The following activities were 

observed at YouthDance: 

• Nina gives an exercise where participants are to think of feelings associated with 
being bullied and express those feelings through movement.  /Week 4 Autumn 

• Young people physically express a range of emotions regarding being bullied.  
/Week 4 Autumn   

• Kamala gives exercise to create movements based on shapes like curves, lines, 
circles, etc.  /Week 6 Autumn 

• While teaching choreography for the contemporary section of the piece, Kamala 
tries to get the group to incorporate a certain quality of movement by describing 
the feeling behind the movement.  /Week 7 

• During YDC technique class, the improv/freestyle section was split in two groups.  
Each group danced to different kinds of music from a randomised playlist. They 
don’t know what kind of music or sound will play, could be classical, spoken word, 
birds, etc.  /Week 7  

(Callahan field notes, YouthDance, Autumn 2019) 
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As previously mentioned in Chapter Six section 6.3.3.2.2, in the beginning of Autumn 

term, YouthDance teacher Nina gave a creative dance exercise in contemporary dance 

wherein participants explored feelings associated with being bullied and standing up for 

oneself.  Participants came up with feelings of fear, anger, sadness, frustration, 

loneliness, strength, breaking free, and feeling powerful.  They then did movements that 

they felt represented these feelings.  Those expressing fear, sadness, and loneliness 

often contracted their bodies inward, moved slowly, and often lowered themselves closer 

to the ground.  Movements associated with frustration, and in some cases fear, were 

usually faster, sharper, and took up more space.  Some would make heavy movements 

that also made sounds like stomping or slapping the floor.  Expressions of strength, 

breaking free, and feeling powerful would often be expressed through large upper body 

movements, outstretched arms, and punching gestures.   

 
Kamala, the teacher for Wednesday classes, also gave exercises making different shapes 

with the body, like curves, lines, and circles to explore different feelings or concepts.  She 

invited participants to freely make different shapes with their whole bodies and 

encouraged them to express a feeling through movement.  When she taught 

choreography, she gave descriptions of different feelings behind the movement to help 

participants adapt to the movement quality she demonstrated.  Jade who led the Youth 

Dance Company would give improvisation sessions set to random tracks of music from 

diverse genres that elicited very different feelings.  When the tracks changed, participants 

would sense the new feeling quality of the music and allow it to connect with their feelings.  

From there, they explored ways of expressing the new feelings and interpreting the music 

with their bodies.  Their resulting movements were often a fusion of dance styles like hip 

hop, contemporary, popping and locking, and jazz.  Jade would also use poems and 

spoken word pieces on socio-political topics in performance pieces so that participants 

could express concepts and political issues that were meaningful to them.  Through these 

different exercises, participants learned to use their bodies to freely explore and express 
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different concepts, feelings, emotions, and different parts of themselves.  They were free 

to express anything they desired, even feelings related to external matters that they 

carried into class.   

 
7.2.4.4 Stress-relief and calming effect of dance 

 
For several participants, dancing was a way to relieve feelings of stress from school and 

other areas of life. Focus group participant Beth remarked:   

For me it’s like, if anything bad happens in school, usually it just helps me 
get out all of that pressure…I feel relief. And I don’t know, but it starts to 
warm me up. And I get hot and warmer in my body. It kind of helps me to 
release out all of the stress that happened in school. 

 
When Beth danced, she experienced a sense of relief from the stresses of school that she 

regarded as ‘pressure’.  She described physical sensations of warmth and heat and a felt 

sense of release of stress when she danced.  For Padma, dancing made her forget about 

stress.  She realised that the dance programme was a vital way for her relax.  She 

recalled: 

When I missed it a few days ago last week, I was very annoyed with 
myself. Because I didn’t want to come too late, but my mum, she went to 
the hospital with my baby brother. I was just really puzzled because I 
didn’t know what I was going to do. And this takes up most of my time, 
and it’s really relaxing, and it makes me forget about all the stresses. 

 
Participants in the study by Duberg et al. (2016) also felt dancing was an ‘oasis’ from 

stress.  Dance anthropologist Judith Lynne Hannah explains that dancing is a way to 

escape or transcend stress because it can ‘…lead to an altered state of consciousness, 

flow, catharsis, and euphoria,’ (2006, p. 44).  Focus group participant Devina experienced 

dancing as an outlet for stress.  She stated: 

For me it helps me feel, like, less stressed of everything. And you can 
put that, if you are not happy that day, you can express all of your 
emotions. 
 

Several participants remarked that the ability to express the full range of their emotions 

was a key benefit of dancing.  Participant Padma thought this lack of limitations in dance 

fostered emotional and physical experiences that differed from what she felt when doing 
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other activities she enjoyed.  Others also expressed that they experienced different 

feeling-states when they danced than when they did other activities.  Some participants 

explained how differently they felt in more detail: 

In my school we do yoga.  We have different activities. Like, we do 
basketball and yoga. And with yoga it’s kind of the same as dance but 
you’re not dancing, you’re relaxing yourself. But honestly, I don’t find that 
yoga in my school is more relaxing. I feel like dancing is more relaxing, 
because I feel comfortable dancing. – Angelique, aged 12 

 
In school we used to do music and instruments and stuff called e-camp. 
But then, um, dance is more relaxing than doing music because in dance 
it’s more quiet and you could have more people around you to support 
and help. But in e-camp there’s only like a little bit of people and there’s 
lots of noise. In dance there are less distractions. – Emelia, aged 11 

 
When I went to drama in school, but it wasn’t as calm as this. – Padma, 
aged 10 

 
All three of these interviewees experienced greater relaxed or calm feeling-states when 

they danced than when they did other activities they enjoyed.  Feeling relaxed or calm as 

a result of dancing is commonly reported by young people who took part in community-

based dance activities (Burkey, Utley, and Astill, 2018; Miles and Strauss, 2008).  In the 

current study, there were also observable changes in classes that suggested participants 

grew calmer or more relaxed as the weeks progressed.  At the beginning of term, classes 

were noisier, and participants seemed to be more physically hyper during breaks and 

while learning dance moves. Participants even spatially arranged themselves in the room 

in less organised patterns, but as the term progressed, they would position themselves in 

straighter lines more evenly spaced apart, which appeared and felt more orderly and 

calmer.  Towards the end of term, participants were still energized but in a more focused 

way, with less chatter and less frenetic movements throughout the duration of class.  Even 

while they were dancing, and particularly when they were creating their own movements 

during freestyle or creative dance exercises, participants had more serene facial 

expressions and moved their bodies with more ease later in the term.  Participants 

themselves remarked on how dancing made them calmer:    
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Callahan: You said you began earlier in the summer. So, have you or your 
parents or your family members noticed anything different about you 
since you’ve been coming here? 
 
Emelia: Yeah. Because like when I never used to do dance, I was more like 
energetic and I used to be more, like, do weird things. Like jumping 
around and stuff. And when I started to do dance, I became calmer 
because I did more energy in dance and not at home because I get in 
trouble for that, jumping around and being energetic. 

 
Interviewee Emelia noticed that before she started dancing in the programme, she had 

excess energy and would get in trouble at home for having frenetic behaviour, but dancing 

gave her an outlet for her energy, and she became much calmer at home.  She also 

shared that dance not only helped her calm down, but that it helped her with concentration 

and seemed to help her calm down other issues she struggled with like anger:   

OK, so I have told someone about it, the dance. I said that it’s, like, fun 
and helps.  I can’t describe it. It helps with like all of the things you 
struggle with, like concentration, like calming if you have anger problems.  
It makes you calm more down…And like all of the bad things, when you’re 
dancing you forget all of the bad things that happened. 

 
Emelia’s statement encapsulates the most common ways participants thought dancing 

impacted them emotionally.  They thought dancing gave them enjoyment, relieved stress, 

made them feel calmer and more relaxed, and was a way to express themselves and their 

emotions.  

7.2.5 Summary of findings on emotional symptoms 

 
The dance group’s average follow-up emotional symptom score was 17% higher than the 

control group (6.68 vs. 5.71), but this difference was not significant.  The one-point 

difference was largely due to a drop in the control group’s average follow-up score, but 

this difference was not significant.  The DID model was significant, but the key diff-in-diff 

term was not significant.  The coefficient was positive, which means that emotional 

difficulties improved (slightly) for the dance group, but this change was not significantly 

different from the control group, could be due to chance, and cannot be causally linked to 

participant in the dance programme.  In contrast to the quantitative results, participants 

expressed that dancing had a positive emotional impact on them.  They felt dancing took 
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them to another place, made them feel free, helped to relieve stress, and made them feel 

calm. They also shared that dancing allowed them to freely express a range of emotions 

and different parts of themselves in ways they could not in other activities they enjoyed.  

This was observed in the dance classes wherein, via creative movement exercises, 

participants learned different ways to interpret and express diverse soundscapes through 

movement, and to use their bodies to explore different concepts, feelings, emotions, and 

different parts of themselves with noticeably different movement qualities and dynamics. 

 
7.3 SDQ Hyperactivity/inattention and Focus 

 
7.3.1 Description of SDQ hyperactivity/inattention subscale 

 
The SDQ hyperactivity/inattention subscale has been found to be a useful screening tool 

for attention deficit and hyperactivity disorder (ADHD) (Goodman et al., 2003; Algorta et 

al., 2016), a neurodevelopment disorder characterised by persistent patterns of impulsive, 

hyperactive behaviour and/or difficulties concentrating and focusing (World Health 

Organization, 2022).  The subscale has also been used for detecting hyperactivity and 

attention symptoms in non-clinical populations (Hall et al., 2019).  Symptoms of 

hyperactivity and inattention symptoms have been linked with problems like poor long-

term academic outcomes (Galéra et al., 2009), increased smoking (Heffner et al., 2010), 

problematic internet use and depressive symptoms (Morita et al., 2022), suicidality (Forte 

et al., 2020), and might be interrelated with emotional dysregulation (Martel, 2009).  

Young people clinically diagnosed with ADHD are not the subject of this study, so the 

scale is not used for screening purposes in this study, but to detect possible 

improvements in hyperactivity/inattention symptoms in community dance participants.  

There is very little research on the impact of dancing on these symptoms.  One study 

using a neurological approach found that dance exercise significantly improved 

concentration (Bastug, 2018), and one study reported that 81% of the surveyed high 

school dancers thought that dancing improved their concentration (Vicario et al., 2001).  
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This current study seeks to examine if underprivileged ethnic minority youth experience 

similar changes and if these changes can be captured via the SDQ subscale.   

 

This is the first known study to use the SDQ to examine how community dance impacts 

hyperactivity and inattention.  The SDQ hyperactivity/inattention subscale measures 

changes in common symptoms of hyperactivity and inattention.  The subscale is 

comprised of these 5 items: 

• I am restless, I cannot stay still for long 
• I am constantly fidgeting or squirming   
• I am easily distracted, I find it difficult to concentrate. 
• I think before I do things. 
• I finish the work I’m doing. My attention is good. 

 
Hyperactivity/inattention subscale scores ranged from 0 to 10, with lower scores signifying 

worse hyperactivity/inattention.   

Overall, the hyperactivity/inattention subscale does not have strong construct validity or 

internal consistency.  Only one of the previously referenced psychometric studies found 

subscale items correctly loaded to the hyperactivity/inattention subscale (Muris et al., 

2004).  All others reported cross loadings and/or inadequate factor loadings of 

hyperactivity/inattention items (Mellor and Stokes, 2007; Ruchkin et al., 2008; Richter et 

al., 2011; Becker et al., 2018; Garrido et al., 2020; Gomez et al., 2021).  These results 

mean that the subscale may not be unidimensional and may not adequately assess 

hyperactivity/inattention.  Results on internal consistency of the hyperactivity/inattention 

subscale have been on the low end.  Psychometric studies involving majority European 

populations produced coefficient alpha levels .58, .60. and .63 (Gomez et al., 2021), .64 

(Becker et al., 2018), .65 and .66 (Van Roy et al., 2008), .68 (Muris et al., 2004), and .69 

(Garrido et al., 2020).  Studies with ethnic minority and immigrant populations produced 

coefficient alpha levels from .34 (Twyford et al., 2019) and .56 (Ruchkin et al., 2008).  

Coefficient alpha levels in the current study were slightly higher than those found in most 

previous studies at .72 at baseline and .65 at follow-up.  This indicates that this sample’s 
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responses to the hyperactivity/inattention subscale may have had acceptable internal 

consistency.  In the following sections I examine changes in hyperactivity/inattention by 

comparing baseline and follow-up subscale scores, observations from classes, and 

participants’ accounts from focus groups and interviews.  

7.3.2 Hyperactivity/inattention subscale t-test results 

 
There were no significant within or between group differences in baseline 

hyperactivity/inattention subscale scores (see Table 7.3).  Both groups had roughly the 

same baseline average which was within the expected ‘normal’ range for young people 

(SDQ Info, 2016).  The dance group’s average follow-up score increased while the control 

group’s score decreased slightly.  Average hyperactivity/inattention subscale scores 

increased from 6.05 to 6.79 in the dance group.  The control group’s follow-up score 

dropped into the ‘borderline’ range to 5.86.  The dance group’s average score at follow-up 

was 0.93 points higher than the control group, but this difference was not significant 

(p=.180) and likely due to chance. 

 

There were no significant gender differences within groups at baseline.  The one male in 

the dance group had a higher baseline score than the 37 females in the group (10.00 and 

5.95, respectively), but this was not significant per lack of variability (only one male score).  

At follow-up, males in the control group had significantly higher average scores than 

females (p=.035).  On average, follow-up scores for males in the control group were 2.09 

points higher than females in the control group.  
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Table 7.3: SDQ Hyperactivity/Inattention Subscale Results by Group, Gender, And 
Programme 

 Baseline Follow-up 

N=52 
Dance group 

 n=38 
Control group   

n=14 
Dance group   

n=38 
Control group 

n=14 
Mean (sd) 6.05 (2.58) 6.07 (2.06) 6.79 (2.30) 5.86 (1.83) 
t-value (df) -0.025 (50) 1.361 (50) 

p-value .981 .180 
     

Female 5.95 (2.53) 5.56 (2.19) 6.70 (2.27) 5.11 (1.45) 
Male 10.00 (n/a) 7.00 (1.58) 10.00 (n/a) 7.20 (1.79) 

t-value (df) -1.583 (36) -1.292 (12) -1.432 (36) -2.381 (12) 
p-value .122 .221 .161 .035* 

     
DanceLondon 7.33 (2.89) - 6.67 (2.31) - 

YouthDance 5.94 (2.57) - 6.80 (2.34) - 
t-value (df) -0.894 (36)  0.095 (36)  

p-value .377  .925  
     

Age correlation     
Spearman’s rho 0.275 -0.443 0.208 0.089 

significance .095 .113 .210 .762 
*p<=.05 

 
 
There were no significant differences in baseline hyperactivity/inattention subscale scores 

between DanceLondon and YouthDance programmes, though DanceLondon’s average 

score was slightly higher than that of YouthDance (7.33 and 5.94, respectively).  Average 

follow-up hyperactivity/inattention scores decreased slightly for DanceLondon participants, 

reducing the previous 1.39-point gap at baseline to a 0.13-point gap between the two 

programmes at follow-up.  Average follow-up scores were roughly the same for 

DanceLondon and YouthDance participants.  There were no significant relationships 

between age and hyperactivity/inattention subscale scores in either group at baseline or 

follow-up. 

 
7.3.3 Hyperactivity/Inattention difference-in-difference analysis 

 
The overall DID model for hyperactivity/inattention was significant (p=.032) and the R2 

value was 0.10 (see Table 7.4).  The model was significant because one of the 

independent variables predicted hyperactivity/inattention scores and accounted for 10% of 

the variability in hyperactivity/inattention scores.  The significant variables were the 
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constant (b=7.492, p<.001) and the gender dummy variable (b= -2.211, p = .005).  Female 

hyperactivity/inattention scores were lower than males and the key diff-in-diff term was 

positive (b=0.951) but not significant (p=.341).  Once again, this means that there was no 

improvement in hyperactivity/inattention scores after the dance intervention, the increase 

in the dance group’s average score was not different from the control group (see Figure 

7.2) and cannot be directly attributed to the dance programmes.   

Table 7.4: Impact of Dance Programmes on Hyperactivity/Inattention: Difference-in-
Difference Model Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.100 .064 2.247 99 .032** 

 

Unstandardize
d Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 7.492 0.781  9.594 <0.001 

Dance  0.712 0.748 0.137 0.952 0.343 
Post -0.214 0.849 -0.046 -0.252 0.801 
Female -2.211 0.776 -0.306 -2.847 0.005*** 
Dance*Post 0.951 0.994 0.198 0.957 0.341 

𝑆𝐷𝑄	ℎ𝑦𝑝𝑒𝑟𝑎𝑐𝑡𝑖𝑣𝑖𝑡𝑦	&	𝑖𝑛𝑎𝑡𝑡𝑒𝑛𝑡𝑖𝑜𝑛	𝑠𝑢𝑏𝑠𝑐𝑎𝑙𝑒	𝑠𝑐𝑜𝑟𝑒
= 7.492 + 	0.712𝐷𝑎𝑛𝑐𝑒 − 0.214𝑃𝑜𝑠𝑡 − 2.211𝐹𝑒𝑚𝑎𝑙𝑒 + 𝟎. 𝟗𝟓𝟏𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 

**significant at p<.05; ***significant at p>.01 
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7.3.4 Observations & participants' experiences related to focus 

7.3.4.1 Increased ability to focus 

 
There were no significant quantitative improvements in hyperactivity/inattention scores, 

but most interviewees thought that dancing in the programme improved their ability to 

focus.  In fact, an increased ability to focus was the first answer participants gave when 

asked how the dance programme impacted them, as illustrated in the following exchange:  

 
Callahan: So how has your experience been? You can talk about this term 
or from when you started. 
 
Padma: I really enjoyed it, I think that it gets kind of puzzling, I have to think 
about how I can improve my dancing. But it's very fun and it helps me focus. 
 
Angelique: First of all, I agree on her point. It does. Like, say, because I focus 
so much here as well as school. Focusing here has helped me focus more in 
school because I've learned more. I've gotten better and better at how to 
focus. 
 
Emelia: I just want to add a point. When I first started, I was very excited and 
like she said, it does make you focus in school. And it makes me calmer. It 
makes you tired, but it makes you remember more things, like, in school. 
Sometimes I forget things easily. So, like, in dance, you have to remember 
the dance moves. 

 
All participants agreed that dancing helped them focus more, and two shared that their 

focus in school improved.  They stated that they ‘learned more’ and had to ‘remember more 

things’ in the dance programme.  Participants gave different explanations for how dancing 

increased their ability to focus in school, but the most salient was that their focusing abilities 

were honed through repetition while learning and retaining dance skills.  First, participants 

recognised that learning and creating dance compositions was also a mental challenge that 

required focus and concentration.  Padma alluded to this when she described the 

programme as ‘puzzling’ but still fun.  Participant Emelia implied that dancing required 

concentration when she shared what she disliked most about the dance programme:  

Emelia: Yeah, sometimes people become like annoying and loud. Especially 
like when you're trying to listen and concentrate and you're trying to do a 
dance. There's like other people being silly and not actually focusing with the 
dance. They're not taking it seriously. 
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Other ‘annoying and loud’ classmates disrupted her ability to ‘listen and concentrate’ while 

dancing. Consequently, she had to learn to remain focused despite what was going on 

around her in class.  Participant Lily also acknowledged the need to focus while dancing, 

but she pointed out the internal commotion she had to manage to regain focus on the dance 

task:  She remarked:  

A lot of things are happening all at once, to be honest, when you're dancing. 
My mind is wandering. I'm like oh I need to know the next move, what's the 
next move? I can do this, I can do that. But like at the end of the day you just 
have to relax, focus, and remember to have fun, to be honest.  

 
Lily hinted at how she practiced focusing while dancing.  She noticed her mind wandered 

with questions and thoughts, but would remind herself to relax, focus, and have fun.  So, 

while she was learning and creating dance, she was also learning to manage her thoughts 

and focus her attention.  Both participants alluded to a practice of returning to focus while 

managing their internal or external environments.  When explicitly asked what they thought 

it was about dance that helped them to focus in school, two participants shared the 

following:  

Padma: It's helped me to create that skill of, like, focusing. So, if I focus here, 
tomorrow I'm going to have a good day at school. 
 
Angelique: It's helped me think more, in a way, like if I'm in school.  Like, 
today in school, I'll be excited to come dance. So, like, the memory of the 
dance we're doing will stay in my head, but at the same time I will focus 
because I learned how to focus in dance. 

 
Both participants recognised that dancing sharpened their focusing skills.  Angelique added 

that the dance programme required her to think more and retain more information.  In 

different ways, participants collectively described a practice of repeatedly returning their 

focus to the dance task while learning and creating dance compositions and staying focused 

during a new activity while retaining the previously learned dance.  This was something they 

learned experientially while they simultaneously learned and practiced dancing.  Teachers 

aided this process through how they conducted the class.  All teachers promoted the 

importance of remaining quiet and focused during exercises and repeatedly reminded 

participants to pay attention throughout the entirety of the class or rehearsal.   
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7.3.4.2 Class cultures and focus 

 
There were some subtle differences in the level of focus of participants in the different 

classes.  Participants across the three Motions community dance classes observably 

became more focused as the term progressed: 

Motions 1 and 2: 
• Some chattiness and lack of focus while learning dance movements in the beginning 

of class.  As classes progressed, they are more focused and listen more; they also 
are more sociable with one another.  i.e. when in pairs, they are focused on creation 
but are still friendly and connect to others /Week 4 Autumn 

• Nearly everyone is very engaged, focus and interested in learning. /Week 7 Autumn 
• Kamala teaching with more discipline, keeping them focused and quiet. /Week 8 

Autumn 
• Kamala keeps telling them to be quiet.  Not letting them get away with any chatting 

or distractions.  /Week 8 Autumn. 
• Warmup very focused and quiet.  /Week 9 Autumn 
• Mila and Mark are really distracted, and Kamala has to keep reminding them to 

focus, but the rest of the class remains completely focused. /Week 15, Week 5 
Spring 

Motions 3: 
• Niomi says 'she’s concentrating this week' the usual clique when they try to distract 

her. /Week 8 Autumn  
• The clique is very distracting, but the rest of the group seem to be trying to ignore 

them to focus on the tasks. /Week 9 
• Class has a very different vibe than the previous term.  They are all focused and not 

chatty.  The clique made a big difference last term.  /Week 12, Week 2 Spring 
• Vicky, who said she has issues with attention, appears intently focused on getting 

the group flip correct.  /Week 15, Week 5 Spring   

(Callahan field notes, YouthDance, Autumn 2019; Spring 2020) 

 

  Motions 1 and 2 classes with younger participants were noisier and more frenetic in the 

earlier weeks, but as the weeks progressed, the environment became much calmer, and 

participants seemed to be able to focus for longer periods of time.  At the end of the term, 

participants were focused right at the start of class during warmup, all the way through to 

the end of class.  Roughly half of the participants in Motions 3, the older class, began the 

term with a high level of focus, but the other half was much more distracted.  There was a 

clique of 4 or 5 Afro-Caribbean girls that were enthusiastic about dancing, but were often 

talkative, disruptive, and separated themselves away from the other participants.  It seemed 

as though they attended classes to socialise and have fun dancing with one another, but not 
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to make new friends or improve their dance skills.  They appeared to enjoy dancing quite a 

lot when they were there, but their attendance varied, and their social, emotional, and dance 

skills did not seem to change in any noticeable way as the term progressed.   

 

The clique’s behaviour had a significant impact on the entire class.  The teacher would often 

have to remind them to be quiet and focus.  Other participants were noticeably frustrated 

and distracted by the clique and would make comments to me and other staff about them 

‘not liking’ some of the girls in the group.  Eventually a few of the other participants dropped 

out.  During week 8, one of the participants, Nicole, who at times would be friendly with the 

clique, told the girls in the group that ‘she’s concentrating this week’ when they were trying 

to socialise with her.  She seemed to want to distance herself from the group so she could 

focus.  The group’s irregular attendance delayed progress on the end of term performance 

piece, and in the end, the teacher choreographed the entire piece in two rehearsals toward 

the end of term after unsuccessfully building on compositions everyone created at different 

points earlier in the term.  The girls in the clique did not appear to experience changes in 

their abilities to focus, but the rest of the class seemed better able to sharpen and maintain 

their focus and disregard the distracting group as the weeks progressed.   

 
The disruptive clique did not attend Motions 3 in the spring term, the class had an entirely 

different group of participants.  This group was focused from the beginning of the term, 

much like the non-disruptive participants in the fall term.  Their focusing abilities did not 

appear to drastically change since they were already focused at the start of term.  One 

participant, Vicky, who shared that she was diagnosed with ADHD, seemed to have the 

same level of focus as the other participants from the beginning.  Her focus and 

concentration would increase during group exercises, specifically when the group was 

learning how to do group lifts.  Other times she would seem just as focused as the others 

and would even contribute problem-solving ideas and lead her group during creative dance 

exercises.  The teacher never had to tell the group to focus or quiet down, they were always 
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attentive.  Spring classes were cut short 3 weeks early because of the pandemic, so there 

was no opportunity to see if changes in their focus occurred in the final weeks. 

Youth Dance Company (YDC) and Stand Up participants observably held an even higher 

level of focus as the older Motions 3 spring class:    

• Stand Up choreographer repeatedly encourages/reminds girls to focus because they 
have a lot to cover. /Week 5 Autumn 

• When the choreographer walks away to do music or to talk with her assistant, 
participants begin to chatter at a low/medium volume but regain focus once she 
returns. /Week 5 Autumn. 

• Sally becomes very focused after being put in front. /Week 5 Autumn (Stand Up) 
• They are all focused on the choreographer and getting the choreo correct.  A few 

ask questions for clarification and specification of certain steps.  /Week 5 Autumn 
• Not a single person is distracted. /Week 6 Autumn (Stand Up) 
• YDC: Movements were all different from each person, and very beautiful.  Most have 

a focused look on their faces and have a wide range of moves that are fluid.  Some 
more confident than others.  /Week 7 Autumn 

• YDC: Everyone is engaged in each of the activities.  They are focussed and 
interested in learning new movement styles and choreographies. /Week 7 Autumn 

• YDC: No tension in the air, just attention and space for them to freely express 
themselves.  Could be experienced as ‘serious’ but it’s more about focus. /Week 9 
Autumn 

(Callahan field notes, YouthDance, Autumn 2019) 

 

YDC participants were older (13 – 19 years) more technically proficient dancers, so they too 

demonstrated a high degree of focus from the beginning.  A notable difference with this 

group was their focus on one another during improvisation sessions.  To create movement 

and expand participants’ movement vocabularies, the artistic director and teacher Jade, 

would play random clips of music from wildly different genres, spoken word, and other 

unconventional soundscapes.  Participants had to improvise movement to whichever clip 

played, which often led to beautifully fluid, creative, and diverse movements their 

classmates appeared to find interesting.  The intensity of focus presented as serious looks 

on their faces as they improvised and watched each another improvise.  The diversity of 

movements increased as the term progressed, but their alert focus on dance tasks and 

each other persisted throughout the term.   
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For Stand Up, a high level of focus was required from the beginning because the 

performance that was to be presented alongside professionals at a special event, was over 

10 minutes long, included very intricate choreography, and had to be learned over just 8 

weeks.  Participants were held to a more professional standard than other YouthDance 

classes.  Stand Up participants were expected to be on time, they could not miss 

rehearsals, and it was made clear to them that if they did not stay on task they would be 

removed from the piece.  There was very little talking during rehearsals, other than during 

small breaks or during ice breakers in the beginning of term.  Despite the noticeably more 

professional culture of the rehearsals, they still had the same sense of community that the 

other YouthDance classes had.  There was a high level of collaboration, friendliness, and 

encouragement.  Everyone was supportive of each other, and the more technically 

proficient dancers always helped the newer dancers with difficult choreography in a relaxed 

way.  The level of focus during these rehearsals was higher than any other classes at 

YouthDance or DanceLondon.  At times the choreographer and the choreographic assistant 

would have to remind participants to stay focused and minimize chatter, but there was less 

need for this as the term progressed.    

 

Nearly all participants at DanceLondon were observably engaged and focused on the dance 

tasks from the beginning, and their level of focus was relatively consistent each week: 

• Everyone seems to have prior technical training in contemporary dance and are very 
focussed on learning during the exercise.  /Week 5 Autumn 

• Aura is distracted again today, talkative to other participants and keeps going off 
task. /Week 7 Autumn 

• Joanne has a realisation about Aura’s distractibility.  She says out loud ‘Oh I get it. 
Some of you are really into creative’ and tells them that she is sorry to single out 
Aura again, but ‘I sense that you really enjoy creative, but others really enjoy 
technique.’ She tells them that ‘you need technique to have something to create 
on. It makes choreography better.’  She ended her talk to the class saying it is 
important to create a supportive environment for classmates as they learn 
technique.  /Week 7 Autumn  

• Elaina focusses very well, no longer seems hesitant during technique.  /Week 9 
Autumn 

• Aura finally focused throughout the whole class, and Joanne gives her one to one 
attention to help her stay focussed.  Everyone else autonomous.  /Week 9 Autumn. 

(Callahan field notes, DanceLondon, Autumn 2019) 
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  The DanceLondon class was open to all technical levels, but it was marketed as a 

contemporary technique class and drew young people who already had a strong foundation 

of ballet or contemporary technique.  Hence, participants were well-versed in how a dance 

class functions, knew the importance of staying focused in class, and came in with a high 

level of focus.  As mentioned in the field notes above, just one participant, Aura, was 

talkative during exercises and fidgety while the teacher would talk.  At week 7, Joanne (the 

teacher for the second half of the term) caught on that Aura would be talkative and 

distracted during the technique portion of class but was focused during the creative portion 

and deduced that Aura preferred creative dance over technique.  Joanne then paused the 

class and told participants that she understood that they may individually prefer one element 

of class over another, but they are all equally important.  She told the class that it was 

important to be respectful of other classmates while they worked and explained to Aura that 

working on technique helps to create more difficult and elaborate movements, so focusing 

during technique will only help improve her creativity and choreographic skills.  This seemed 

to shift Aura’s behaviour in the remainder of the class and further classes, and all 

participants were more focused toward the end of the term. 

 

Participants across all dance classes and programmes either began the term with a high 

degree of focus or attained the same level of focus as their classmates as the term 

progressed.  There was only one group of girls whose abilities to focus seemingly did not 

increase, which may have been because they primarily socialised amongst themselves and 

did not seem to become integrated members of the larger class community.  The few 

examples of disruptive participants did seem to negatively impact others’ abilities to stay 

focused in the beginning, but as the term progressed, they had the opposite effect on others 

who made attempts to increase their level of focus despite the distractions.  Teachers had a 

substantial influence on how participants focused while in class.  When participants were 

talkative, fidgety, disruptive, or generally unfocused on dance tasks, teachers would 
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repeatedly encourage participants to return their focus to the task.  All of the teachers 

reiterated the importance of staying focused during class and served as reminders for 

participants to return their attention to the dance task when their focus waned. 

 
7.3.5 Summary of findings on hyperactivity/inattention and focus 

 
Hyperactivity/inattention subscale scores improved slightly for the dance group after the 

dance intervention, but this improvement was not significant.  The overall DID model was 

significant, but the diff-in-diff term was not significant.  Both insignificant results may 

indicate that the dance activity did not have a substantial quantitative impact on 

hyperactivity/inattention.  This contradicts the qualitative findings which suggest 

participants gained the ability to focus in dance classes through countering distractions 

and repeatedly returning their focus to learning and retaining dance skills and 

choreography.  Teachers fostered an environment for participants to remain focused 

through repeatedly encouraging participants to do so and stressing the importance of 

creating an environment in which all could focus on the dance activity.  Nearly all 

participants demonstrated that they were highly focused in class as the terms progressed.  

That said, most participants demonstrated a high degree of focus in the dance classes at 

the start of the term, which could explain why the increase in the dance group’s subscale 

scores was not significantly higher than the control group’s follow-up scores. 

 
7.4 Impact of pandemic and lockdown on results 

 
As discussed in the previous chapters, the pandemic had a substantial impact on the 

control group.  The experience of being in lockdown and away from school and friends 

may have had a measurable effect on the control groups’ emotional symptoms and their 

abilities to focus (and other socio-emotional traits measured in this study).  These effects 

may have been captured in the control group’s emotional difficulties scores which declined 

at follow-up.  Their average follow-up emotional difficulties scores dropped below the 
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normal range of subscale values into the borderline range, which may indicate that control 

group participants did experience increases in emotional symptoms due to the pandemic 

and being in lockdown.  This widened the gap between the two groups’ follow-up scores, 

though this difference was not significant.  

7.5 Chapter Seven discussion 

The community dance programmes qualitatively had a positive emotional impact on 

participants’ emotions and their ability to focus, but there were no improvements in 

emotional symptoms or hyperactivity/inattention subscale scores.  Participants expressed 

that dancing gave them positive feelings like happiness, freedom, and calmness, relieved 

stress, allowed them to use their bodies to express a range of emotions and different parts 

of themselves, and sharpened their abilities to focus in dance class and in school.  These 

changes may have come about through embodied learning and processes akin to Kolb’s 

learning cycles (see Figure 7.3).   

Participants engaged in embodied self-exploration and self-expression as they learned 

different ways to use their bodies to interpret and express concepts, musical qualities, 

feelings, and emotions.  Participants seemed to make reflective observations and engage 

in active experimentation through cognitive and embodied processes.  They made 

reflective observations in exercises where they practiced getting in touch with their own 

internal experiences and engaged in active experimentation when they tried different 

dance movements and qualities of movement that, by their own judgement, adequately 

captured the feeling, emotion, or concept they were trying to express.  This occurred in 

classes where participants were encouraged to express a range of emotions, feelings, 

and parts of themselves through creative dance activities and dance exercises where they 

learned to engage with and explore different soundscapes, emotions, feelings, and 

concepts using their moving bodies.  Improvisation and creative dance exercises given in 

the classes promoted self-exploration and expression through movement.  Learning to 

use movement for exploration and expression was also supported within classes where 
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there was a culture of giving non-judgemental attention, support, and encouragement to 

everyone equally.   

Figure 7.3 - Theory of Change – Emotional difficulties, hyperactivity/inattention, and focus 

 

 

 

 

 

 

Participants also thought dancing improved their ability to focus.  The nature of learning 

dance skills and choreographies requires attention and concentration (Hanna, 2014), so 

the practice itself was a way for participants to exercise and improve these skills.  

Evidence of each distinct process of Kolb’s learning cycle was not always observable, but 

participants seemed to be experientially learning to increase their focus through regular 

Community 

Participants learn through:

•Kolb's learning cycles
•Made reflective observations of their internal 

experiences and bodily movements
•Actively experimented with interpretation 

and expression of concepts, feelings, and 
emotions through movement

•Repeatedly returned their focus to learning, 
creating, and remembering dance skills 

•Embodied learning
•Connected with their bodies and reflected on 

ways to interpret and express different 
concepts and internal experiences

•Experimented with ways to physically express 
different concepts and internal experiences 

•Supported within classes where self-
exploration and expression through 
movement was encouraged

•Supported by a culture of non-judgemental 
attention, support, and encouragement

•Focusing skills supported by teacher 
encouragement and presence of distractions

Practice 

Participants engage in: 

•Creative dance and 
improvisation activities that 
explored, different 
soundscapes, concepts, 
feelings, emotions.

•Technical and creative dance 
exercises that required focus 
and concentration

•Performing created 
choreography in front of others

Outcomes (observable changes) 

Participants experienced: 
• No significant quantitative improvements in the emotional 

symptoms or hyperactivity / inattention SDQ subscale measures 
• Positive feelings and emotions and stress relief 
• Improved ability to express different aspects of themselves 
• Increased ability to focus in dance classes and in school 
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and repetitive practices of returning their focus to learning, creating, and remembering 

dance movements and choreographies, particularly when there were distractions present 

in the class.  The cultures and dynamics within the dance classes supported development 

of these skills.  During classes and rehearsals, teachers consistently reminded participants 

of the importance of being quiet and focused and instructed participants to focus while they 

learned new dance movements and to focus on their classmates when they performed 

choreographies for the group.  This created a cultural dynamic of paying attention and 

staying focused in most classes, which supported participants’ abilities to remain attentive 

and sharpened their abilities to focus.  The presence of distracting cliques and/or 

classmates may have increased the level of difficulty to focus, requiring participants to 

increase their abilities to tune out distractions and sharpen their focus to acquire new 

dance skills and learn and retain choreographies.   

 

There were no significant differences in emotional difficulties subscales scores between 

groups, but the dance group thought dancing positively impacted their emotions and 

moods.  The lack of significant improvement in emotional difficulties subscale scores was 

likely due to a mismatch between what the subscale items measured, and the actual 

emotional changes participants experienced.  Most of the reported positive effects did not 

overlap with the questions asked in the emotional symptoms subscale.  Decreased stress 

and feelings of happiness were the only reported effects somewhat related to two of the 

emotional difficulties subscale items – ‘I worry a lot’ and ‘I am often unhappy, down-hearted 

or tearful’.  There were no subscale items about expression of emotions or relaxation, and 

participants did not mention any emotional changes related to the remaining subscale 

items: physical maladies, nervousness in new situations, or being scared or fearful.  

Simply put, emotional changes participants actually experienced did not completely match 

what was measured in the SDQ emotional symptoms subscale.  Only two out of the five 

subscale items aligned with the themes relating to emotional symptoms that emerged 

from qualitative data, and participants had other emotional experiences that were not 
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measured by the subscale items.  In accordance with finding from several other studies 

(Stinson, 1997; Vicario and Chambliss, 2001; Jounghwa et al., 2013; Burke, Utley and 

Astill, 2018; Duberg et al., 2020), participants expressed that dancing made them feel 

happy, free, and calm, relieved stress, and allowed them to express the full range of their 

emotions and different parts of themselves.  The emotional difficulties subscale would not 

have captured these unmeasured changes.  This may be why the dance group’s subscale 

scores did not significantly improve despite the plethora of positive claims from 

participants, one of which was improvements in their ability to focus and concentrate.   

 
The community dance programmes also seemed to have a positive qualitative impact on 

participants’ ability to focus.  There were no significant quantitative improvements in 

hyperactivity/inattention subscale scores, but participants thought the dance programme 

increased their abilities to focus and concentrate.  Participants thought that dancing was 

also a mental challenge that required them to ‘learn more’ and ‘remember more’.  They 

learned to improve their abilities to focus experientially by managing distractions and 

repeatedly returning their focus to the dance task while learning, creating, and remembering 

dance compositions.  Teachers and assistants supported these processes by teaching 

participants the importance of their focused attention and reminding them to regain focus 

throughout classes and rehearsals.  This discrepancy between the quantitative data and 

qualitative data may be because increases in subscale scores may not have been 

substantial enough to be considered significantly higher than the control group. 

 

The Covid-19 pandemic had an impact on the control group and the quantitative results in 

this chapter.  The pandemic reduced the overall sample size and subjected the groups to 

different conditions during the study period.  A larger and more balanced matched control 

group might have improved accuracy of estimates, as explained in Chapter Five, section 

5.4.1.  The control group also endured the pandemic and lockdown prior to follow-up data 

collection which may have influenced the decrease in emotional difficulties scores and 
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widened the gap between the groups’ follow-up averages.  That said, emotional difficulties 

scores increased slightly for the dance group, as did hyperactivity/inattention scores to a 

larger degree.  These group differences were not statistically significant.   

 
Alternatively, the co-occurrence of insignificant subscale results and qualitative 

improvements in emotional difficulties and hyperactivity/inattention may be an indication of 

discrepancies between quantitative and qualitative data.  If this is the case, changes in 

these emotional learning measures may not have captured the actual changes 

participants experienced in the dance programmes.  This may be an indication that these 

two subscales do not adequately assess emotional learning in a community dance context 

and call into question the utility of the SDQ for examining complex emotional experiences 

of underprivileged ethnic minority youth (and possibly other populations) involved in dance 

activities.  Participants reported changes that were not accounted for in the SDQ 

subscales.  This implies that different scales may have been more appropriate for 

quantitatively capturing changes that did occur in the community dance context such as 

their abilities to express themselves, express different emotions, and feeling states such 

as calm, relaxed, or stressed.   

 
Some of these qualities are aspects of emotional intelligence – ‘an ability to recognize the 

meanings of emotion and their relationships, and to reason and problem-solve on the 

basis of them’ (Mayer, Caruso and Salovey, 1999, p. 267), which involves perceiving and 

expressing emotion, reflectively regulating emotions, understanding emotions, and 

assimilating emotion into thought.  So, perhaps it would have been advantageous to have 

used scales that assess multiple aspects of emotional intelligence such as the EI scale 

(Tett, Fox and Wang, 2005) for nonverbal emotional expression, recognition of emotion, 

and creative thinking, the Trait Meta-Mood Scale (TMMS) (Salovey et al., 1995; Salguero 

et al., 2010) for emotional clarity, attention, and regulation, the Negative Mood Regulation 

Scale (NMRS) (Catanzaro and Mearns, 1990) for feeling states, and the Styles in 

Perception of Affect Scale (SIPOAS) (Bernet, 1995) which has not been widely validated 
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but could be promising for assessing bodily-based emotional awareness.  In terms of 

hyperactivity and inattention, the Mizan meta-memory and meta-concentration scale for 

students (MMSS) (Manzar et al., 2018) also has not been widely validated, but it might 

have captured the changes participants reported better than the SDQ which solely 

focused on negative symptoms of hyperactivity and inattention.  The next and final 

analysis chapter examines how participating in the community dance programmes 

impacted participants’ self-esteem.  
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Chapter 8: Self-esteem 

 
8.1  Introduction 

This final analysis chapter seeks to answer the research sub-question: 

2.3 Does participating in a community-based dance programme improve self-

esteem of underprivileged ethnic minority youth? 

First, I describe the Rosenberg Self-Esteem Scale and how it has been used in prior 

research.  Next, I explain the data preparation and data quality checks conducted on 

quantitative self-esteem data.  I then present results from the within- and between-group t-

tests and results from the difference-in-difference analysis.  I follow this with qualitative 

findings that emerged from observations and participants’ reflections on how dancing 

impacted their self-perceptions and what processes were involved in changing views of 

themselves.  In the penultimate section, I discuss the impact of the pandemic on self-

esteem results.  I conclude the chapter with a discussion of how participating in 

community dance classes impacted the self-esteem of ethnic minority youth. 

 
8.2 Rosenberg Self-Esteem Scale (RSES) 

 
Improved self-esteem is a commonly reported outcome in recreational and community 

dance research.  As discussed in the literature review (see Table 2.2 in Chapter Two), 

studies have assessed self-esteem using different methods and varied assessment tools.  

The most commonly used validated scale in this area of dance research, and in 

psychological and social research on self-esteem in general, is the Rosenberg Self-

Esteem Scale (RSES) (Robins, Hendin and Trzesniewski, 2001; Quin, Redding and 

Frazer, 2007; Connolly, Quin and Redding, 2011; Orth and Robins, 2014; Romera, 

Gómez-Ortiz and Ortega-Ruiz, 2016).  The RSES has been found to have test-retest 

reliability and good structural and predictive validity (Schmitt and Allik, 2005; Butler, R. J. 

and Gasson, 2005) across different ethnic groups (Sinclair et al., 2010; Verkuyten, 1994), 

and can be used in different cultural contexts (Farruggia et al., 2004) when culturally 
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different responses to negatively worded items are accounted for (Schmitt and Allik, 2005; 

Supple et al., 2013).  Psychometric studies have consistently found the RSES to have 

high internal consistency, with alpha coefficient levels ranging from .81 to .91 (Verkuyten, 

1994; Schmitt and Allik, 2005; Sinclair et al., 2010).  Alpha coefficients of the RSES were 

similar in this PhD study with levels at .80 at baseline and .89 at follow-up, indicating that 

participants’ responses had good internal consistency.   

The RSES scale reliably measures individuals’ self-esteem or the overall evaluation of 

oneself and the attitudes and feelings one has toward themselves (Rosenberg, 1965a).   

• On the whole, I am satisfied with myself. 
• At times I think I am no good at all. 
• I feel that I have a number of good qualities. 
• I am able to do things as well as most other people. 
• I feel I do not have much to be proud of. 
• I certainly feel useless at times. 
• I feel that I'm a person of worth, at least on an equal plane with others. 
• I wish I could have more respect for myself. 
• All in all, I am inclined to feel that I am a failure. 
• I take a positive attitude toward myself. 

 
Scores range from 0 to 40, with higher scores signifying higher self-esteem (more positive 

attitudes, feelings, and evaluations of the self).  Quantitative data presented in this chapter 

was collected via the RSES.  In the next section, I examine how community dance 

impacted self-esteem by analysing RSES scores and participants’ experiences shared in 

interviews and focus groups.  

 
8.2.1 Quantitative data preparation and quality checks 

 
Only one item in baseline RSES scale data was missing more than five percent (5.5% 

missing cases, n=4; see Appendix 12).  Little’s MCAR tests for the self-esteem scale at 

baseline and follow-up were insignificant, indicating that values were missing completely 

at random.  Missing values on the self-esteem scale were imputed with the mean value for 

that item (single mean imputation).  Normality tests indicated that self-esteem data was 

normally distributed or nearly normally distributed (see Appendix 12).  Survey data and 
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qualitative data have been triangulated to determine if and how community dance 

programmes impacted participants’ self-esteem. 

8.2.2 Rosenberg Self-esteem Scale t-test results 

 
The average baseline self-esteem score for the dance group was slightly higher than the 

control group, but since this difference was not significant, it can be assumed that there 

were no substantial differences between the groups at baseline (see Table 8.1).  After 

completing the dance intervention, the dance group’s average self-esteem score 

increased from 30.04 to 31.58 (+1.54 points, +5.1%).  The control group’s average score 

decreased from 28.15 to 27.86 (-0.29 points, -1.0%).  A t-test found that the 3.72-point 

gap between the two group’s average follow-up scores was statistically significant 

(p=.027).  This is an important finding, but the t-test result only demonstrates that there 

was a significant difference between the two means, not that the intervention (the dance 

programme) caused these differences.  A difference in difference test was conducted to 

determine if differences were directly related to participation in the dance intervention, the 

results of which are presented in section 8.2.3.   

Table 8.1: Self-Esteem T-Test Results by Group, Gender, and Programme 
 Baseline Follow-up 

N=52 
Dance group 

 n=38 
Control group   

n=14 
Dance group   

n=38 
Control group 

n=14 
Mean (sd) 30.04 (4.26) 28.15 (3.99) 31.58 (4.46) 27.86 (6.95) 
t-value (df) 1.445 (50) 2.278 (50) 

p-value .155 .027* 
     

Female 30.12 (4.39) 26.39 (3.03) 31.62 (4.52) 26.11 (5.30) 
Male 27.00 (n/a) 31.30 (3.74) 30.00 (n/a) 31.00 (9.03) 

t-value (df) 0.719 (36) -2.678 (12) 0.354 (36) -1.294 (12) 
p-value .477 .020* .725 .220 

     
DanceLondon 32.33 (4.26) - 33.33 (5.51) - 

YouthDance 29.85 (4.25) - 31.43 (4.43) - 
t-value (df) -0.971 (36)  -0.704 (36)  

p-value .338  .486  
Age correlation     

Spearman’s rho -0.118 0.110 -.160 -0.243 
significance .479 .708 .337 .403 

 *p<=.05 
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Baseline self-esteem scores among males in the control group, on average, were 

significantly higher than females by 4.91 points.  There was a 3.1-point difference in 

average self-esteem scores between genders in the dance group, but significance could 

not be calculated because of a lack of variability due to there being only one male in the 

dance group.  At follow-up, average differences in self-esteem by gender in the control 

group were no longer significant, perhaps because of the decrease in the sample size of 

the control group (n=14).  Despite this insignificant difference, it is worth noting that the 

average self-esteem score for males was nearly 5 points higher than females.  These 

gender differences are in line with much of the literature on gender and self-esteem in 

adolescence, which overwhelmingly report higher global self-esteem in male adolescents 

(Quatman and Watson, 2001; Bleidorn et al., 2016).  This could indicate that this study’s 

sample is not unusual, however, because of the small sample size and observational 

nature of the data, I refrain from making inferences from these results.  

 
Self-esteem scores between dance programmes were compared to identify any notable 

within-group differences related to the different dance programmes.  Baseline and follow-

up self-esteem scores were slightly higher at DanceLondon, but these differences were 

not significant.  This is an important finding because it suggests that there were no 

substantial within-group differences at the start of the intervention and that the different 

programmes did not have a significantly different impact on their respective participants.   

 
Previous research has found that self-esteem is not static, but a dynamic construct that 

changes over time, particularly during adolescence (Baldwin and Hoffmann, 2002).  

However, there is no consensus on how self-esteem changes during adolescence.  Some 

researchers have found that self-esteem is relatively stable and gradually increases in 

adolescence and young adulthood (Birkeland et al., 2012), while others found that self-

esteem development varies across individuals (Donnellan et al., 2007).  Others have 

found that changes in self-esteem during adolescents are not linear, but influenced by 
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changes in life events, family cohesion, and differ by gender (Baldwin and Hoffmann, 

2002).  Since the relationship between age and self-esteem is varied in the literature, 

Spearman’s correlation analysis was run to see if age played a factor in self-esteem in this 

study.  Correlations between age and baseline self-esteem scores were low and 

statistically insignificant in both groups at baseline and follow-up, indicating that there was 

no significant relationship between them in this sample (see Table 8.1). 

 
8.2.3 Self-esteem difference-in-difference analysis 

 
The DID model of self-esteem was significant overall (p=.013) and the R2 value for the 

model was 0.12 (see Table 8.2).  This means that at least one covariate had a significant 

relationship with the self-esteem outcome variable, and that the covariates accounted for 

12% of the variability in self-esteem.  Regression variability of this size is not numerically 

substantial, but this is not unusual for social science research where there is little 

experimental control over explanatory variables (Moksony and Heged, 1990).  The 

significant variables were the constant (b=30.21, p<.001), the gender dummy variable (b= 

-3.206, p = .05), and the group affiliation dummy variable (b= 2.954, p= .06).  This means 

that being female had a negative impact on self-esteem scores (or that females’ self-

esteem scores were generally 3.206 points lower than males) and that there were higher 

self-esteem scores for the dance group in general, if all other independent variables were 

held constant.  The key DID term (in bold) that estimates the isolated impact of dance on 

self-esteem had a coefficient of 1.829 but was not significant.  This means that self-

esteem increased for the dance group after participating in the dance programme, but this 

change is not significantly different, could be due to chance, and cannot be directly 

attributed to the dance programme.   
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Table 8.2: Impact of Dance Programmes on Self-Esteem: Difference-in-Difference Model 
Results 

Model 
summary 

R2 Adjusted R2 
Std. Error of 
the Estimate 

 
df2 Sig. F Change 

0.120 0.084 4.667 99 .013** 

 

Unstandardized 
Coefficients  

Standardized 
Coefficients 

t Sig. B Std. Error Beta 
 (Constant) 30.210 1.622  18.627 <0.001 

Dance  2.954 1.554 0.270 1.901 0.060* 
Post -0.292 1.764 -.0030 -0.165 0.869 
Female -3.206 1.613 -0.211 -1.988 0.050** 
Dance*Post 1.829 2.063 0.181 0.886 0.378 

 
𝑆𝑒𝑙𝑓 − 𝑒𝑠𝑡𝑒𝑒𝑚 = 	30.21 + 	2.954𝐷𝑎𝑛𝑐𝑒 − 0.292𝑃𝑜𝑠𝑡 − 3.206𝐹𝑒𝑚𝑎𝑙𝑒 + 	𝟏. 𝟖𝟐𝟗𝑫𝒂𝒏𝒄𝒆 ∗ 𝑷𝒐𝒔𝒕 
 
*significant at p< .1; **significant at p<.05 
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8.2.4 Participants' experiences related to self-esteem 

 

Although the quantitative increase in self-esteem for the dance group could not be 

causally linked to the dance intervention, it demonstrates that there were increases in self-

esteem for the dance group after the intervention: an improvement corroborated by 

participants’ experiences.  Changes in how participants viewed themselves were not 

necessarily visually-observable phenomena, and in interviews and focus groups, 

participants rarely made explicit references to the term ‘self-esteem’.  However, they did 

state how involvement in the dance programme led to positive changes in beliefs about 

themselves, changes in self-understanding, increases in a sense of self-pride, and 

expansion of what they saw was possible for them.  
 

8.2.4.1 Changes in perspective, self-understanding, and self-belief 
 

Taking part in community dance classes gave participants opportunities to expand their 

perspectives and learn new things about themselves.  These changes came about 

through exposure to new experiences, teacher encouragement, and self-reflection while 

they danced.  One of YouthDance’s values is to provide new cultural experiences to 

young people from their community.  One such experience was a small group trip to see 

the musical Hamilton during half term.  The following week, the youth producer shared 

that attendee Sally, a 16 year-old British African girl said it was the first time she thought 

she could pursue dance and performance as a career because it was the first time she saw 

people that looked like her in such a production.  Seeing people that looked like her 

expanded her perspectives on what was possible for her.  This was the only instance of a 

participant openly sharing how ethnicity played a role in how she saw herself and how it 

impacted what she saw as possible for her, but this may have been experienced by other 

participants.  Seeing ones’ racial or ethnic identity represented on stage and in media helps 

to form a positive sense of self and validates one’s social existence (Gerbner and Gross, 

1976; Syler and Chen, 2017). The community dance programme created the opportunity 

for Sally to see herself represented on stage, which helped to change her view of what was 
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possible for her.  Other participants experienced changes in perspective and views of 

themselves, however these mostly came about through the practice of learning and making 

dance.  Emelia, a 10-year-old mixed race girl, learned that she was able to do more than 

she previously thought.  She stated:  

 
I have learned that I can do lots of things. I can do more things than I feel I 
can do. 

 
Another participant, Padma, an 11 year-old British Asian girl made a similar reflection when 
she shared:  
 

I feel like I've learned that I don't really know how to dance, but I also know 
that I can try my best, and I always do anything that I can. 

 
Both Padma and Emelia gained a clearer understanding of their own capabilities.  This 

was also true of participants of the Dance Connections community dance programme 

where participants expanded their previously-held perspectives, but mainly on what dance 

could be and how they could enjoy different types of dance (Green, 2001).  Whether it 

was learning of new capabilities or their limitations, they both thought they gained 

understanding of themselves and their abilities.  Further, Padma recognising the 

limitations of her dance abilities taught her that even if she is not great at something, she 

can always try her best at anything she does.  Her experience in the programme helped to 

shape belief in herself, similarly to another participant, Lily, a British African girl aged 15 

years.  Through dancing, Lily learned that if she did not give up on something she found 

difficult, she would eventually get better at it.  She stated:  

…just practice it and get it right, don't be saying oh I can't do this, or I give 
up, or I can't be doing this…So, just go for it. Do it, to be honest. And if you 
get it wrong, if you fall down, get up and do it again. It makes no difference, 
you still gotta do, you're doing the same move. The move is not changing. 
Keep on trying until you get it right. That's literally it. 

 
Lily observed that if she just continued to do the movement, she would eventually get the 

movement right.  She recognised that her beliefs or thoughts would not necessarily help 

her learn the movement, but that doing it would.  She learned that simply trying the moves 

over and over would eventually lead to her getting it right.  Lily was also encouraged by 

her teacher to take this approach.  She explained:  
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Because during rehearsals a lot of times I have always told my dance teacher 
I can't do this, I can't do this, she would always say don't give up, it's not the 
best thing for you to do right now. The best thing for you to do right now is 
to practice, and practice and practice and practice. So, I did. So, I did this 
show, and it went great. 

 

From these repeated experiences in dance classes and rehearsals, she adopted a new 

positive attitude toward herself and the prospect of learning something difficult or new.  

She continued:  

I dislike myself giving up...In rehearsals, there are some things I couldn't 
do, and I was like, you know what, I can't be arsed to do this. I give up. But 
me giving up isn't going to let me understand what I was doing. It's not 
going to do the dance for me. So, if I don't get up and do my dance myself, 
what's the point of me being here in the first place? What's the point of me 
auditioning? What's the point of me coming to rehearsals? What's the point 
of the show in general? So, if you know you can't do it, there's no point in 
you going for it. But if you trust in yourself and like never give up, then you 
can do it. I've given up so many times in my life, wow honestly, it's like you 
do something, you want to do that thing, but you can't do it, so it's just like, 
you know what, I give up. But if you keep on trying, eventually you're gonna 
get it. You're gonna know how to do it…So I've learned not to give up on 
myself. If I have something now, I'm going to stick to it and do it. I'm not 
giving up this time. 

 
Lily realised that she tended to give up when faced with difficulties, but her persistence 

with learning challenging choreography in rehearsals showed her that she could 

overcome things she found difficult.  Through her experiences in the dance programme, 

she eventually gained the value of not giving up on herself.  She also may have 

developed a more independent view of herself, despite what others thought.  She shared 

that she learned to believe in herself even when others doubted her: 

I've had a lot of people tell me I can't do this I can't do that, but I'm here 
aren't I? I mean I'm proving them wrong, so. So many people in my school 
if I tell them that I do dancing or I do singing, they will always tell me oh no 
I'm rubbish, I can't do that, I can't do that. 
 

But her experiences in the dance programme helped her to believe in herself anyway.  

She learned:  

Just believe in yourself honestly. Like don't let nobody put you down. 
Because what you know you can do, don't let other people tell you you 
can't. If someone comes up to you and start chatting rubbish, start saying 
something, it's not gonna be them doing it, it's gonna be you. So, you know 
you can do it.  
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Lily learned to have firm belief in herself even when others put her down or projected 

doubt onto her.  Participant Devina, a British Asian girl of 12 years, also learned to 

disregard other people’s opinions.  She shared that she used to post videos of herself 

dancing on TikTok but deleted her account for fear of being bullied.  Later, at the 

community dance programme she felt nervous dancing by herself in front of the class.  

However, when given the opportunity to perform a solo in the end of term show, she 

became more secure in herself as she practiced it in front of her classmates each week.  

She described what she did to make herself feel more comfortable performing alone in 

front of other people without fear:    

 

When I'm dancing, I feel, I imagine I'm on the stage by myself with a light 
shining on me, and everyone is staring at you. And then you're just dancing 
to show, to make everyone happy.  It makes me feel proud. 

 
Devina transformed fears of performing in front of others into pride in herself for 

performing to make others happy.  In different ways, the dance programme helped both 

participants overlook other people’s opinions and become more secure in themselves.  

Similar gains in self-assurance were also found in other dance studies.  Duberg et al. 

(2016; 2020) noted that the self-trust participants gained in themselves was independent 

of how they measured up against others.  Furthermore, some parents of Yorkshire Dance 

participants thought the programme helped their children become more self-assured 

(Burke, Utley and Astill, 2018).  

 
8.2.4.2 Self-reflection practices  

 
Changes in self-belief some participants experienced may be an indication of how the 

practice of learning new and challenging dance movements and choreography gave them 

opportunities to reflect upon themselves and discover that they could overcome 

challenges.  Another participant, Devina, spoke of how dancing led to self-reflection in the 

following exchange: 
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Devina: When I create dance moves to songs I like, when I'm doing it, it 
makes me realise what I'm feeling about myself, and how it makes me look 
over what I've done so far. It makes me think 'have I done the right choice?' 
or stuff like that. 
 
Callahan: So, you do quite a bit of –   
 
Devina: Reflecting. 

 
For participants Devina and Lily, self-reflection came along with their dance practices.  Lily 

would reflect upon her self-doubt while Devina was more self-evaluative as she reflected 

on what she felt about herself and her choreographic choices.  They both described 

reflective cognitive processes that paralleled their bodily processes of learning and 

creating dance moves.  They first encountered a challenge such as a new way of moving, 

learning or creating choreographic compositions, then experimented with different ways of 

executing and interpreting movements.  They also connected these movements to their 

varied emotions and internal experiences to explore and express different parts of 

themselves.  All the while, they repeatedly returned to self-evaluative mental reflections to 

gauge the 'success' of each process.  Throughout this entire process, they navigated 

parallel mental processes of reflecting on themselves and physical processes of 

integrating and expressing movement with their bodies.  The reflections that came from 

these processes may have contributed to changing what and how they thought about 

themselves.   

 
8.2.5 Summary of self-esteem findings 

 
The dance group experienced significant increases in self-esteem scores compared to the 

control group and the overall DID model was significant.  However, this increase cannot 

be causally linked to the intervention because the diff-in-diff term estimating the causal 

impact of the dance programme on self-esteem was not significant (b=1.82, p=0.378).  

The positive coefficient signifies that self-esteem did increase after the dance intervention, 

but the lack of significance means that this difference is not necessarily meaningful and 

may be due to chance.  Most participant accounts indicate that taking part in the dance 
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programmes did positively impact perceptions of themselves. They conveyed that they 

gained a better understanding of their capabilities, learned they could overcome 

difficulties, and strengthened belief in themselves, despite their own self-doubts or what 

others thought of them.  Changes in how they saw themselves seemed more related to 

their individual internal experiences rather than from experiences with other people. These 

changes came about through their own personal reflections as they engaged in the dance 

practice.   

 

8.3 Impact of pandemic and lockdown on self-esteem results 

 
The different conditions experienced by the control group between baseline and follow-up 

data collection may have impacted self-esteem results. Average self-esteem scores 

declined for the control group.  Research has shown that stressful life events have a 

negative impact on self-esteem (Baldwin and Hoffmann, 2002; de Moor et al., 2019), so 

this result is not surprising given the control group’s exposure to the global pandemic and 

the subsequent lockdown during the study.  Self-esteem scores went down for the control 

group but went up for the dance group, so the significant difference between the two 

groups’ diverging average follow-up self-esteem scores may have been partially driven by 

decreases in the control group’s scores.   

8.4 Chapter Eight discussion 

 
Overall, the community dance programmes had a positive impact on participants’ self-

esteem and self-perspectives.  Despite the impact of the pandemic, which reduced the 

sample and may have caused a decrease in the control group’s self-esteem scores, the 

dance group had significantly higher scores than the control group after participating in 

community dance classes.  However, this difference could not be causally linked to the 

intervention.  The Rosenberg Self-Esteem Scale seemed to adequately capture 

improvements in participants’ self-esteem, so it is recommended that this scale be used 

again in future dance research seeking a reliable way to quantitatively measure self-

esteem of ethnic minority youth and possibly other populations.  In line with findings from 
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the few dance studies that used the RSES with young people (Quin, Redding and Frazer, 

2007; Connolly, Quin and Redding, 2011; Schwender et al., 2018), participating in the 

dance programmes had a positive impact on self-esteem – increases that, in this study, 

were observed quantitatively and qualitatively.  Quantitative results on self-esteem (and all 

other results in this study) should be interpreted with caution because of this study’s 

sample size, however clear positive changes in self-esteem were evidenced via 

triangulated data.  Several dance group participants reported that dancing in the 

programme had a positive effect on how they saw themselves and what was possible for 

them.  Through parallel cognitive and bodily processes of self-reflection that mirrored 

Kolb’s learning cycles, they experienced significant quantitative improvement of self-

esteem scores and expanded perspectives and beliefs of themselves and their 

capabilities despite other people’s doubts or self-doubts (see Figure 8.2). 

 

The embodied practices of learning and remembering difficult choreographies and 

expressing themselves through movement led to new and improved physical and 

emotional competencies which participants extended to other areas of themselves and 

their lives.  The dance practice itself involved personal engagement with their own bodies 

and internal aspects of themselves, which may have encouraged self-reflection, self-

awareness, and appreciation of different aspects of themselves.  They engaged in 

activities to create dance compositions and learn new dance movements and 

choreographies (concrete experiences).  Within these experiences, they experimented 

with different movement qualities and different interpretations of instructed movements.  

They also experimented with different ways to interpret emotions and concepts and ways 

to express them through movement (active experimentation).  These experiences also 

involved reflection on the meaning of different emotions and concepts in parallel to 

reflections on the movements they interpreted and created to express them (reflective 

observations).   
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Figure 8.2 - Theory of Change – Self-esteem 

 

 

 

 

Engaging in new and sometimes challenging experiences gave them insight into new 

capabilities they did not know they had and broadened perspectives on what was possible 

for them. Teachers supported these expansions when they encouraged participants to 

persevere when facing challenging dance movements and choreographies and 

encouraged them to ‘take risks’ or push themselves a little beyond what they thought was 

possible for themselves.  These parallel cognitive and bodily processes of reflection and 

experimentation within new and challenging experiences were supported within the 

community dance classes and resulted in positive changes in participants’ self-

perceptions.  

Community 
Participants learn through:

•Kolb's learning cycles
•Concrete experiences engaging in activities to 

learn and create dance 
•Reflective observations on emotions and 

concepts and bodily movements to express 
them

•Active experimentation with different 
movement qualities and interpretations of 
movements, emotions, and concepts

•Embodied learning
•Embodied practices of learning and retaining 

difficult choreographies and self-expression 
through movement led improved physical 
and emotional competencies that transferred 
to other areas of their lives. 

•Connection with their bodies and reflection 
on different parts of themselves

•Supported by programmes that offered new 
cultural opportunities

•Supported within classes where self-
exploration and expression through 
movement was encouraged

•Supported by teacher encouragement

Practice 
Participants engage in: 

•New cultural experiences that 
expanded their perspectives

•Dance practice involved 
engagement with their own 
bodies and internal aspects of 
themselves

•Creative dance and 
improvisation activities that 
explored, different 
soundscapes, concepts, 
feelings, emotions.

•Technical and creative dance 
exercises that required focus 
and concentration

•Performing created 
choreography in front of others

Outcomes (observable changes) 

Participants experienced: 
• Significant quantitative improvements of self-esteem scores  
• Expanded perspectives of themselves and what was possible for them  
• Increased belief in themselves and their capabilities despite self-doubts or 

doubts from others  
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Chapter 9: Conclusion 

9.1 Introduction 

 
This thesis examined how participating in a community-based dance programme impacts 

social and emotional learning for ethnic minority youth in deprived areas.  Using a quasi-

experimental design, I aimed to draw a causal link between participation in these 

programmes and improvements in self-esteem, social self-efficacy, and social and 

emotional strengths and difficulties.  I used a mixed-method approach, drawing on 

interviews, focus groups, observations, and triangulation of all data to get a deeper 

understanding of the experiences of underprivileged ethnic minority participants.  In the 

first three chapters, I discussed the rationale and scope of this study, reviewed and 

critiqued relevant literature, and presented the applied theoretical and methodological 

frameworks.  Chapter Four described the dance programmes and discussed the cultures 

and social dynamics within the classes.  Chapter Five examined the impact of dancing on 

social self-efficacy and other expressions of confidence, and Chapter Six focused on 

overall social strengths and difficulties, peer relations problems, prosocial behaviours, and 

collaboration.  Chapter Seven discussed how participating in the dance programmes 

affected emotional attributes, hyperactivity/inattention, and focusing abilities.  The final 

analysis chapter, Chapter Eight, examined how dancing impacted participants’ self-

esteem, self-perceptions, and self-beliefs.  This chapter concludes this thesis by providing 

a summary and interpretation of findings, discussing the limitations and contributions of 

the study, and offering recommendations for further research.   

9.2 Summary of findings 

 
To give context to participants’ social and emotional experiences in the community dance 

programmes, Chapter Four described the programmes and the structures and content of 

classes. Also discussed were the cultural values, practices, and social dynamics that took 

place in them.  Where programmes established a culture that included a value of diversity, 

collaboration, support, and student-centred pedagogical approaches, ethnic minority 
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participants were highly engaged, worked collaboratively, and made more contributions.  

YouthDance modelled many of these values and practices that are consistent with what 

scholars and practitioners have said are important for creating an inclusive community 

dance practice that fosters creativity, community-building, and socioemotional benefits 

(Green, 2000; Houston, 2005; Bartlett, 2008; Amans, 2017).  Where these were not 

present, or lacking, the sense of community was not as strong and participation differed.  

In these instances, enthusiasm waned, participants were not as engaged with one 

another.  The particular instance of DanceLondon staff verbalising biased views may have 

impacted ethnic minority youth participation in the programme.   

Most classes functioned like a community of practice wherein participants and staff 

interacted amongst and between one another while they engaged in the shared activity: 

the practice of learning and creating dance.  Within the community, there was a clear old-

timer-newcomer dynamic between older and younger community members that suggests 

younger participants learned from older community members within the community of 

practice through legitimate peripheral participation.  Older participants voluntarily took on 

leadership roles to help younger participants learn, and adult teaching staff taught dance 

techniques and different ways of expressing oneself through movement, encouraged 

participants, and modelled leadership and communication skills. These dynamics set the 

foundation for social and emotional learning that took place (or did not take place) in the 

community dance classes. 

 
Chapters Five and Six focused on the interpersonal aspects of social and emotional 

learning to answer the first research question via three sub-questions: 

1. Does participating in a community-based dance programme improve interpersonal 

aspects of social and emotional learning for underprivileged ethnic minority youth? 

 
1.1 Does participating in a community-based dance programme improve social 

self-efficacy? 



270 
 
 

1.2 Does participating in a community-based dance programme improve social 

strengths and difficulties (prosocial behaviours and peer relations)? 

1.3 Does participating in a community-based dance programme improve the 

ability to collaborate in dance classes? 

There were some qualitative improvements in interpersonal aspects of social and 

emotional learning, but no quantitative improvements after taking part in the dance 

programmes.  There were no significant quantitative increases in social self-efficacy, peer 

relations problems, or prosocial behaviours, and the significant difference in total 

difficulties scores was primarily driven by the decline in control group scores.  

Subsequently, there were no significant diff-in-diff terms to causally link dance 

participation with improvements in any of the interpersonal social and emotional learning 

measures.  There were no qualitative improvements in prosocial behaviours, but there 

were some improvements in peer relations skills and collaboration, and major 

advancements in alternative forms of confidence. 

 
Most interviewees and focus group participants said that taking part in the community 

dance programme improved their abilities to socialise, make friends, take on leadership 

roles, overcome shyness, and increased their confidence to perform in front of others.  

They also demonstrated more confidence in their movement over time.  As the weeks 

progressed, participants were observed dancing with larger body movements, attacking 

movements with less hesitation, and took up more space in the room.  Participants gained 

efficacies in these areas experientially as they navigated the dance activities and social 

dynamics within the classes and worked with people of different age groups.  The 

summative effect of these experiences was improvements in their overall confidence: 

confidence that several participants thought translated into other areas of their lives like 

accomplishing new things and standing up for themselves.  These changes in confidence 

may have occurred through embodied learning and mastery experiences.  The 
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discrepancy between the quantitative social self-efficacy results and qualitative findings 

was likely due to three issues.   

 
The first issue was a mismatch between what the subscale measured and the learning 

that took place.  Only three of the eight items on the subscale emerged as themes in the 

data from interviews, focus groups, and observations, which suggests there were no 

instances of learning or changes related to the other five subscale items.  The second 

may have been insufficient improvements across the four dimensions theorised to 

improve social self-efficacy.  Bandura’s theory suggests that social self-efficacy can be 

enhanced through four types of experiences, mastery experiences, vicarious 

experiencing, social persuasion, and changes in emotional feedback (Bussey and 

Bandura, 1999; Bandura et al., 1999).  However, only instances related to mastery 

experience emerged as a theme while there were no thematic appearances of the other 

four types of experiences.  Finally, there were increases in confidence beyond the domain 

of social self-efficacy.  Improvements in overall confidence, confidence performing in front 

of others, and other efficacies mentioned above, were not measured by the subscale, so 

these improvements were not reflected in the quantitative social self-efficacy subscale 

results. 

 
In terms of peer relations, participants in most classes learned to socialise more 

comfortably with peers and formed friendships with other participants.  Some participants 

shared that they coped with negative interactions with peers by managing their own 

feelings as to not escalate these issues into conflicts.  Some participants shared that they 

had distressing experiences with bullying, and in one case racist bullying, that took place 

mostly outside of the programmes.  The issue of bullying was explored in one class where 

participants explored ways to express feelings associated with being bullied, so this gave 

them an opportunity to engage with and express their feelings on the topic using their 

bodies.  Participants were highly engaged in this activity, but it was only practiced once in 
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one class, and it is not clear how the dance programmes affected how participants dealt 

with these peer problems overall.  

 
There were no substantial qualitative improvements in prosocial behaviours, though 

participants demonstrated some improved ability to collaborate with others in the dance 

classes.  Where teachers used more democratic student-centred approaches, participants 

were highly engaged and worked collaboratively to learn dance techniques and create 

dance compositions.  Participants also made more contributions when these approaches 

were regularly applied as the terms progressed.  When more authoritarian approaches 

were used, participants seemed less comfortable working with others during group 

exercises, worked more on their own, and portrayed less enthusiasm overall.  So, 

participants’ experiences of collaboration were highly dependent upon the pedagogical 

approaches taken by teaching staff and the activities they set forth.  Though, most 

teachers promoted collaboration and collaborative practices, to which participants 

responded well.   

    
Chapters Seven and Eight focused on how the community dance classes impacted 

intrapersonal aspects of social and emotional learning to answer the following research 

question and sub-questions: 

2. Does participating in a community-based dance programme improve intrapersonal 

aspects of social and emotional learning for underprivileged ethnic minority youth? 

2.1 Does participating in a community-based dance programme improve 

emotional difficulties?  

2.2 Does participating in a community-based structured dance programme 

improve ability to focus in dance classes? 

2.3 Does participating in a community-based dance programme improve self-

esteem? 
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There were both quantitative and qualitative improvements in intrapersonal aspects of 

social and emotional learning for underprivileged ethnic minority participants.  Self-esteem 

scores significantly increased for the dance group and hyperactivity/inattention scores 

improved, but the difference was not significant.  There were no improvements in 

emotional difficulties scores for the dance group, though the control group’s scores 

decreased slightly.  The difference-in-difference analyses garnered significant models for 

all three indicators, however none of them had significant diff-in-diff terms.  This means 

that any changes in intrapersonal social and emotional learning measures could not be 

causally linked to the dance intervention.  Despite this, improvements across all attributes 

were substantiated by qualitative findings.  Positive changes were observed, and 

participants thought dancing helped improve their self-esteem and their ability to focus 

and gave them many positive emotional benefits.   

 
Participants expressed that taking part in the dance programme led to positive changes in 

self-belief, self-understanding, it expanded their perspectives on what was possible for 

them, and they learned new things about themselves.  These changes seemed to come 

about through holistic self-reflective processes that involved both their bodies and minds.  

Some participants described reflective cognitive processes similar to those of Kolb’s 

learning cycles (2015) that paralleled bodily processes as they learned and created dance 

movements.  Participants learned to make connections between their inner experiences 

and their physical bodies and made attempts to express both through dance movement.  

The dance classes gave them opportunities to explore and reflect upon different aspects 

of themselves through movement and discover their own capabilities to overcome 

challenges.  Cumulatively, these experiences positively impacted views and beliefs they 

had of themselves which bolstered their self-esteem.   

 

Participants expressed that dancing made them feel happy, open, and free to express 

different parts of themselves that they could not in other activities.  Through improvisation 
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and creative dance exercises, they learned to express different emotions, feelings, and 

concepts using their bodies.  Several participants felt that dancing helped to relieve stress 

from other areas of their lives which brought on relaxed and calm feeling states.  Although 

these emotional benefits are substantial, they are not emotional symptoms, so they were 

not represented in the emotional symptoms subscale and subsequently were not captured 

in the quantitative results.  Similar to social self-efficacy, participants experienced 

emotional benefits outside of what was measured by the emotional symptoms subscale, 

and there were no thematic instances that aligned with several subscale items.  Changes 

related to expression of emotion and feelings of relaxation were not captured, and there 

were no observations or mentions of changes in three of the five subscale items: physical 

maladies, nervousness in new situations, or being scared or fearful.  These discrepancies 

may be why subscale scores did not increase, despite participants’ claims that dancing 

had a positive impact on different aspects of their emotional well-being. 

 
Most participants thought that participating in the community dance programme increased 

their ability to focus.  Several participants thought this extended beyond the dance activity 

and experienced increased abilities to focus at school.  They attributed this to the fact that 

dancing is both a cognitive and physical activity that requires concentration, attention, and 

memory to learn and retain dance movements and compositions.  They also had to have 

a higher degree of focus in the dance classes which they obtained experientially through 

repeatedly returning their focus to learning and retaining dance movements despite 

distractions.  All teaching staff cultivated class cultures conducive for enhancing 

participants’ abilities to focus while learning, creating, and retaining dance skills and 

compositions.  Teachers would repeatedly remind participants to regain focus during 

classes and would regularly express the importance of staying focused while they took 

part in dance activities.  Although there were visible and reported improvements in 

focusing abilities, hyperactivity/inattention subscale scores did not significantly increase.   
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9.3 Interpretation of findings 

 
Overall, the community dance programmes had a greater impact on the intrapersonal 

aspects of social and emotional learning than the interpersonal aspects.  Qualitative and 

quantitative results for self-esteem, emotional difficulties, and hyperactivity/inattention 

were more robust and congruent.  Results for the interpersonal measures, social self-

efficacy, peer problems, prosocial behaviours, and collaboration were not robust overall, 

and there were discrepancies between some of the qualitative and quantitative findings.  

The difference in strength of intrapersonal and interpersonal findings may have been 

related to the scales used to measure interpersonal social and emotional learning, which 

did not capture the actual learning that took place as well as the scales used to measure 

intrapersonal aspects like self-esteem and hyperactivity/inattention.  This difference may 

also be evidence of the impact of some of the problematic social dynamics that took place 

in some of the classes (see sections 4.3.1, 4.3.4.3, 6.3.3.1, 6.3.3.2, 6.3.3.4).  These 

dynamics may have hindered legitimate peripheral participation for participants and 

therefore mitigated advancements in the more social and interpersonal aspects of social 

and emotional learning.  More broadly, there may have been more variables within the 

social dynamics of the classes which impacted different interpersonal outcomes more 

directly.  On the other hand, the practices, activities, and dance exercises set by teachers 

(which were less variable) may have had a more direct impact on intrapersonal aspects of 

SEL (self-esteem, self-beliefs, etc.).  Reflecting on the different ways participants learned 

and did not learn in the communities of practice of the dance programmes, I would revise 

the model for the theory of change to reflect the different ways learning occurred for 

interpersonal and intrapersonal aspects of SEL. 

In the revised model presented in Figure 9.1, I propose that interpersonal learning 

primarily takes place via opportunities to engage in mastery experiences within the 

practice.  Further, the degree to which participants learn interpersonal SEL skills is 

moderated by teachers’ values and pedagogical approaches and the social dynamics 
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between participants.  More specifically, these factors influence how participants engage 

in legitimate peripheral participation and moderate how they learn to socialise, make 

friends, overcome shyness, embody confidence, take on leadership roles, and collaborate 

with peers.  

Figure 9.1 – Revised model for learning in a community of practice within community 
dance classes 

 

 

 
 
Learning may be facilitated in classes taught using collaborative, student-centred 

pedagogical approaches with cultural values of diversity, collaboration, and support where 

there is equal socialising between young people.  Conversely, interpersonal learning may 

be more limited in classes that do not have these values, are taught using more 

authoritarian approaches, and have cliques or fractured social groups, even if there are 
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opportunities for mastery experiences.  For the more intrapersonal aspects of SEL, I 

propose that learning takes place in the practice through new opportunities for holistic 

(cognitive and embodied) reflection and experimentation and is primarily moderated by 

the teachers and the exercises and activities they provide in classes.  Self-esteem, 

expansion of perspectives, secure self-beliefs, and focus may be enhanced in classes 

where teachers value participant contributions and encourage participants to engage in 

reflective and experimental practices of self-exploration and expression of body and mind.  

Learning in these areas may be limited in classes where teachers offer fewer 

opportunities for participants to contribute freely or engage in activities that encourage 

self-exploration and expression.  

 

The suggestions outlined in the revised model may explain why there were differences 

between intrapersonal and interpersonal SEL outcomes.  It is also plausible that 

advancement of intrapersonal aspects like self-esteem, the ability to focus, and emotional 

well-being were more closely aligned with objectives and practices involved in a dance-

based activity, whereas some of the interpersonal aspects focused on in this study, 

namely peer problems and prosocial behaviours, were less closely aligned.  This points to 

an important need to manage expectations of the scope and magnitude of the social and 

emotional learning that might occur in certain community dance settings and what kind of 

learning occurs.  The programmes involved in this study offer community-based dance 

classes so that local youth have opportunities to be involved in the arts, to have positive 

social experiences, to improve their dance skills, and have fun while doing so.  While 

these programmes are rich with opportunities for learning and development, they are still 

largely ‘ameliorative’ community dance practices (Thomson, 1994) that offer recreational 

dance activities with the primary aim of promoting a sense of well-being for participants 

and are not necessarily purposed for learning beyond the dance activity.  It would be 

ambitious to assume that a weekly 90-minute community dance class could substantially 

and permanently improve multiple social and emotional learning outcomes in a three-
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month period.  This was not an expectation of this study.  I did not presume that learning 

should take place in community dance settings but sought a deeper examination of 

commonly reported social and emotional benefits of dance.  I did so by employing designs 

and methods that strengthen the validity and reliability of these claims and analytical 

approaches that deepen our understanding of the impact community dance can have on 

aspects of social and emotional well-being. For, as arts in health researcher Mike White 

judiciously stated, 'We can set a big goal like improved well-being but we need to prove 

small things first' (2005, no pagination).  Future research also seeking to add to this body 

of knowledge would be wise to consider the possibilities of social and emotional learning 

or other transformations that could occur, acknowledge the context of the programme 

being studied, and manage expectations accordingly. 

 
Despite some of the methodological challenges faced and limitations brought on by the 

pandemic (see section 9.4), the findings from this study suggest that community dance 

programmes can help improve intrapersonal attributes like self-esteem, the ability to 

focus, self-expression, and can cultivate positive feeling states.  While the results for 

interpersonal aspects of SEL were generally weaker than the intrapersonal aspects, it 

would be incorrect to make an outright claim that the community dance programmes did 

not positively impact some aspects of interpersonal social and emotional learning.  

Results for peer problems and prosocial behaviours were weak overall, but there were 

strong qualitative findings that indicate participants experienced improvements in social 

self-efficacy, overall confidence, and their ability to collaborate.  Further research is 

needed to determine how community dance impacts these and other interpersonal 

aspects of social and emotional learning.  

9.4 Limitations 

 
This was an ambitious study that first set out to use a random control design to draw a 

causal link between community dance and improved social and emotional learning.  As 
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discussed in Chapter 3 section 3.5.3, implementation of this design was not possible, so a 

proxy design was used to safeguard study completion.  The quasi-experimental design 

that was ultimately used has several limitations.  The use of a convenience sample meant 

that the study mostly enrolled participants who previously took part in the dance 

programmes and were not new to the intervention.  So, this study was essentially looking 

for the effects of 3 more months of dancing in a programme that participants had mostly 

already been a part of, rather than the effects of dance on a population new to community 

dance.  Additionally, the sample was not probabilistic or representative, so the findings are 

not generalisable (no inferences to a larger population), and it was more difficult to make 

causal conclusions.  Difference-in-difference regressions were used to approximate a 

direct effect, but the different social conditions between groups violates the 

exchangeability assumption, which brings into question the accuracy of the DID terms 

(see Chapter Five Section 5.4.1).  Also, the small sample size made it difficult to garner 

significant DID terms.  The use of a convenience sample also meant that the composition 

of the dance group depended on self-selection.  Because of this, and because males 

typically have lower participation in dance, the dance group was overwhelmingly female.  

This is not uncommon in extracurricular dance programmes (Anderson, Leyland and Ling, 

2017), but the implications of this in conjunction with the use of a non-probabilistic, non-

random sample, are that study findings are limited to only females involved in this study.  

 
The global pandemic had a significant impact on several aspects of my PhD, but the size 

of the sample and control group were most affected.  The pandemic and subsequent 

lockdown affected data collection, the composition and size of the control group, and the 

socioemotional experiences of control group participants.  The reduction of the sample 

from 100 to 52, made it challenging to get significant results.  Collectively, these issues 

limit the ability to make causal inferences where models were significant and impeded 

procurement of statistical significance where increases were deemed insignificant 

because of the lack of power (small sample).  This diminishes the strength of the 
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quantitative findings in this study.  However, these issues do not discount the valuable 

experiences of dance group participants and the invaluable information gleaned from 

them, and only have some impact on the richness of overall findings elucidated through 

triangulation of quantitative and qualitative data from the dance group.   

 
As discussed in section 9.2, some of the scales used in this study did not adequately 

measure or capture all the socioemotional changes that occurred in classes.  There were 

substantial qualitative improvements that exceeded what the quantitative scales captured.  

This was in part due to some of the scales that were used, but the limitations of 

quantitative scales to capture the breadth and depth of the effects and benefits of dance 

participation is not an issue unique to this study.  This is a common issue amongst 

research in dance for health and well-being.  Researchers have attested that quantitative 

data often does not capture the rich and complex social interactions and emotional 

experiences that occur in dance programmes or explicate the meaning dancing has to 

those taking part (Houston, 2011; Crickmay et al., 2021).  Practitioners of dance for health 

and well-being have also expressed concerns that quantitative measure are ‘…biased 

towards things that are easier to test, not necessarily relating to things that were of value 

in dance’ (Crickmay et al., 2021, p. 15).  These assertions coupled with findings from the 

current study point to recommendations for future research to have methodological 

plurality and to develop quantitative tools appropriate for dance research.  These two 

recommendations are further discussed in section 9.6.2.   

 
In terms of limits to methodological plurality in this study, I was unable to adequately 

ground theory on embodied learning.  Throughout this thesis, there are descriptions of 

bodily movements and discussions of how participants used different movements to 

interpret and express different concepts, emotions, shapes, and forms.  I was able to 

connect certain types of movement, qualities of movement, and how they used their 

bodies in space with changes in levels of self-expression and confidence.  I also 
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recognised that some participants used holistic self-reflection processes that involved 

reflection on their bodily movements and their internal cognitive and emotional 

experiences when they were engaged in creating dance movements and choreography.  

However, I was unable to garner enough data on embodied experiences do delve deeper 

into the ways they played a role in social and emotional learning.  In focus groups and 

interviews, young people did not speak of their bodily experiences or how their bodies felt 

in relation to the social and emotional experiences they had in the dance programmes.  

When queried, only a few participants were able to elaborate on their bodily experiences, 

and yet they still used vague and simple language like their bodies felt ‘good’ or ‘warm’.  

This may be because internal bodily attention might not be a practice they regularly 

engaged in, and therefore they may not have had the awareness and vocabulary to 

describe their internal physical experiences.  This is not uncommon according to 

anthropologist Thomas Csordas, who states, ‘It is a truism that, although our bodies are 

always present, we do not always attend to and with them’ (1993:139).  Participants’ 

inability to describe their bodily experiences while dancing limited possibilities for insight 

into their embodied experiences, and for this lack of data, I do not prove this part of my 

theory.  However, in section 9.6 I provide several suggestions of what could be done in 

future research to examine the role embodied learning plays in social and emotional 

learning in a dance-based activity.   

 
The qualitative data in this study are subject to the limitations of any study that uses 

qualitative data.  General issues around internal and external generalizability apply, as 

does the issue of social desirability bias that might lead to overly positive results.  There is 

an elevated risk of social desirability bias in this study because of the power differential 

between the young participants and the adult researcher. These limitations are discussed 

in greater detail in Chapter 5 section 5.4.2.  There could have been more interviews of 

older participants to counter this issue.  Older interviewees might have also provided more 

insight into the ways older participants experienced the programmes in comparison to 
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younger ones.  There could have also been additional interviews and focus groups 

conducted in the middle of the term, instead of at the beginning and end, to get a sense of 

any progressions in social and emotional learning.  Additional qualitative and quantitative 

data collection after participation may have also benefitted this study because it is unclear 

how long any changes in social and emotional learning last after completion of the dance 

programmes.  An additional set of interviews, focus groups, and survey data survey 

gathered four to six weeks after the end of the term might have elucidated any longer-term 

impacts of community dance on aspects of social and emotional learning. 

9.5 Contributions 

 
This thesis set forth the following aims: 

 
1. To determine if community dance can support social and emotional learning and 

build the body of knowledge of the impact of dance on ethnic minority youth who 

live in deprived areas. 

2. To build the body of knowledge on mixed-method dance research using advanced 

quantitative techniques and share knowledge on the challenges and best-practices 

of triangulating qualitative findings in dance research. 

3. To use a random control design to draw causal links between dance participation 

and social and emotional learning and share knowledge on the challenges and 

best-practices of implementing random controlled experiments in dance research.  

This study was able to achieve nearly all of its aims, and subsequently, makes a 

significant contribution to scholarly dance research and literature in the field of dance for 

health and well-being.  Of known research, this is the first study in the UK to assess social 

and emotional learning of ethnic minority youth involved in community-based dance 

programmes.  It is also the first to use robust qualitative methods to explore and give 

voice to the experiences of underprivileged ethnic minority youth in community dance 

programmes.  This study is one of the very few quasi-experimental community dance 
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studies using mixed methods to assess social and emotional aspects of participants’ 

experiences in dance activities.  It is also the first study in the UK to use certain validated 

scales to assess social and emotional learning in a dance activity.  This is the first study to 

use the SDQ to assess how dance participation impacts social and emotional difficulties 

and the first to use the SEQ-C or any validated scale to assess social self-efficacy in any 

population in the UK.  Although some of the results from these scales were not strong, 

findings from this study can be used as guidance for what scales to use and can inform 

the development of quantitative tools for assessing the impact of dance on social and 

emotional learning and well-being.  This study also contributes a unique application of 

experiential learning theories to examine social and emotional learning in a community 

dance context.  Specifically, this study offers an account of how community dance 

programmes function as communities of practice that support (or do not support) social 

and emotional learning of underprivileged ethnic minority youth from deprived areas.  This 

study also uses Kolb’s learning cycles to explain how individuals transformed and 

expanded their perspectives and learned ways of using their bodies to interpret and 

express different concepts, feelings, emotions, movement qualities, and choreographies.  

I have also proposed a revised model for learning within a community of practice in a 

community dance programme that can be applied in future research endeavours.  While I 

was not able to implement a random control design to make causal links between dance 

participation and improved social and emotional learning, the attempt to do so was a 

valuable experience.  I gained insight into some of the challenges of implementing random 

control trials in real-world dance research and can subsequently provide 

recommendations future research, which I do in the next and final section.   

9.6 Recommendations for further research 

9.6.1 Community dance setting 

The community dance programmes involved in this study were housed within larger 

organisations that offer several other dance programmes and produce multiple dance 
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events each year.  Although DanceLondon is a much smaller operation than YouthDance, 

both have multiple staff members and established organisational structures that smaller 

community dance practices may not have.  This has implications on class sizes, how 

classes are run, and recruitment practices that determine who would take part in the 

programmes.  For example, a smaller community dance practice run by an individual with 

fewer resources might host classes that are smaller in size and comprised of people from 

similar backgrounds.  In these classes, participants might have more opportunities to 

develop closer relationships and the social dynamics that take place might be different 

from those of a larger less intimate class like those held by larger organisations. Both 

organisations in this study were also owned and managed primarily by white people and 

not by people from an ethnic minority background.  This may also have implications on 

how the community dance programmes operate and the cultures and practices that take 

place within the classes.  All of this may affect the kind of social and emotional learning 

that takes place in different community dance classes.  Further research is needed to 

examine how different structures, sizes, and cultural backgrounds of owners and 

operators of community dance programmes might impact classes and therefore the 

experiences of ethnic minority participants.   

 
It is important that future research involving ethnic minority groups, and programmes not 

involved in research who serve ethnic minority populations, have a practiced value of 

ethnic diversity and diversity amongst staff, teachers, and leadership that reflects the 

populations they serve. It is also highly recommended that programme staff and 

leadership heed the growing body of resources that provide guidance on ways educators, 

directors, and organisations can recognise systemic racism in dance organisations as to 

be more inclusive and supportive of ethnic minority participants (Mullikin, 2020).   
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9.6.2 Design and methods 

 
Implementation of a random controlled cluster sampling design was unfeasible in this 

study because it was incompatible with the organisations’ pre-existing recruitment 

strategies and may have negatively impacted relationships with their community 

members.  It is likely that future research endeavours may come up against the same 

issues when seeking to use experimental designs in real-world settings with programmes 

that are already in full operation.  For greater success implementing a random control trial, 

it is recommended that a pilot study first be conducted to determine what type of design 

and recruitment strategy are most feasible and what resources are needed to 

operationalise the trial.  If it is not possible to conduct a pilot study, ample time should be 

given prior to the start of the random control trial to give the organisation time to adjust the 

recruitment strategy for the class(es) involved in the study.  For the programmes involved 

in the current study, three to six months would have been sufficient, however this time 

may vary depending on the needs of the programme.  If this is not possible, the 

programme could introduce a new class to be populated via a random design as to not 

disturb the enrolment of the other classes that are populated via their normal means of 

recruitment.  Also, introducing a new class might be a good opportunity to enrol new 

participants who would be participating in the programme for the first time and have not 

yet experienced the effects.  Participants new to dance may experience greater increases 

in measures compared to those that have already been involved.  So, it is also 

recommended that programmes enrol as many new participants as possible to detect the 

effect of the dance programmes more accurately. 

 
In terms of data collection methods, it is recommended that future studies also adopt 

methodological plurality to capture the full impact of dance on participants.  Some of the 

qualitative findings in this study captured more of the learning that happened than the 

quantitative findings, and participants experienced additional improvements in areas 
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outside the scope of the quantitative scales.  Also, like in this study, triangulation adds 

complexity to the results and can lead to more questions worthy of further research.  All 

this reveals that it is important to also use qualitative and other methods beyond 

quantitative methods to make new discoveries, gain a deeper understanding of 

participants’ experiences and their meaning, and learn how and why dance impacts 

participants.  There is also a need for the development of quantitative tools that are more 

advantageous for dance research.  As discussed in section 9.4, quantitative data may 

have considerable limitations in dance research, and statistically significant changes may 

be difficult to achieve, however employing quantitative methodologies still has value.  

Recent research has explicitly called for development of such methodologies that can 

potentially assess the more complex social and emotional changes that occur in dance 

programmes aimed at supporting health and well-being (Fancourt et al., 2019; Chappell et 

al., 2021).  Some of the findings from the current study might be useful to these 

endeavours, but more research is needed to further develop these methodologies. 

 
Specific methodologies recommended for further research are methodologies suitable for 

examining embodied experiences of participants.  Because dance is an activity that 

involves the mind and body holistically, there is a need for closer examination of 

participants’ bodily experiences while they engage in dance activities.  This will provide 

greater insight into how embodied experiences mediate social and emotional learning or 

other benefits researchers wish to examine.  Dance researchers and scholars have also 

highlighted the need for research to include methods that explore embodied qualities of 

dance (Houston, 2011; Chappell et al., 2021).   

 
As discussed in section 9.4, the current study did not collect enough data on these 

embodied qualities or embodied experiences to ground theory on how embodied learning 

is involved in social and emotional learning.  To answer this question, participants need to 

be made aware of the concept early in the study so they can gain awareness of their 
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bodies and bodily experiences while they are dancing.  There also needs to be more data 

collection throughout the study.  Participants can be interviewed at the beginning and 

middle of the study rather than just at the end to gather more information on their bodily 

experiences and how they may change throughout the study.  A future study could include 

a body-based assessment scale like the Styles in Perception of Affect Scale (SIPOAS) 

(Bernet, 1995) suggested in Chapter Seven. 

 
As discussed throughout this thesis, some of the scales in this study did not adequately 

measure all the social and emotional learning and benefits that occurred in classes.  So, 

there are expressed limitations to the findings from these scales, though future research 

should continue to use them to add to the body of knowledge that can inform further 

validation or invalidation of the efficacy of these widely used scales in dance research.  

From the findings in this study, it is recommended that future research continue to use the 

Rosenberg Self-Esteem Scale.  Use of the Self-Efficacy Questionnaire for Children social 

self-efficacy subscale might add to the literature on the efficacy or inefficacy of its use in 

dance research, however, use of a different multi-dimensional scale (see Chapter 5 

section 5.5) might capture more of the changes in self-efficacy that might occur in dance-

based activities.  Continued use of the Strengths and Difficulties Questionnaire is also 

suggested, but it is recommended that future research use the overall SDQ scores and 

interpret subscales results with caution.  Studies that have identified issues with lack of 

unidimensionality (Mellor and Stokes, 2007) of subscales and high intercorrelation 

between subscales (Richter et al., 2011) also suggest that total SDQ scores are preferred 

over subscale scores.  

 
Specific suggestions for alternative and potentially more effective scales are provided in 

the conclusion sections of Chapters 5, 6, and 7.  However, these are merely suggestions.  

It is not possible to give strong recommendations for which scales to use since so few 

studies have used validated scales to assess social and emotional learning or well-being 
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in a dance setting, particularly with ethnic minority populations.  Before any strong 

recommendations can be made, more research assessing the efficacy of different scales 

in dance research is needed.  To do this, future research should use mixed methods to 

examine how dance impacts one social or emotional trait and perhaps use different scales 

to measure quantitative changes of this one trait.  This should be coupled with qualitative 

methods like those used in this study to gain a deeper understanding of participants’ 

experiences for explanation of why and how the changes do or do not occur.  These data 

can then be used to ground development of scales that are more useful in dance research 

in general and in assessment of social and emotional learning in the context of a dance-

based activity.  It is also recommended that future research examine socioemotional 

qualities that were not quantitatively assessed but emerged from the qualitative data as 

important positive outcomes: dance or performance self-efficacy, overall self-efficacy, and 

aspects of emotional intelligence such as nonverbal emotional expression, recognition of 

emotion, and creative thinking.  
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Appendices 

Appendix 1: Programme Consent Form 

 

 

 

 

Title of Research Project: Measuring the socioemotional impact of dance amongst 
disadvantaged and ethnic minority youth: a random control, mixed method approach. 

 
Description of Research Project, and What Participation Involves:  
 
Your organisation is being asked to volunteer to host part in a research project being 
conducted by a doctoral researcher at the University of Roehampton.  At no cost to your 
organisation, this project aims to conduct high quality research that will assess the impact 
your organisation has on the young people and communities it serves.  This consent form 
gives information about the project, so you know exactly what the project involves.   
 
This research project is looking at the emotional and social effect dance has on 11-16-year-
old ethnic minority and underprivileged youth who take part in programmes like yours.  The 
researcher will recruit 100 individuals to take part in this project.  Participants may be 
randomly selected to either 1) participate in your community-based dance programme or 2) 
be added to a waitlist to participate in your dance programme.  Each group will consist of 
50 people, for a total of 100 study participants.  Multiple dance programmes are taking part 
in this study, so not all individuals will be referred to your programme.  Programme 
participants will independently register with your programme, cover any associated costs, 
and attend all dance classes for the full term of your programme.  Participants will take part 
in each 60 – 120 minute class per week for the duration of the programme (6 – 14 weeks) 
for a total of 6 -14 classes per term.  Classes will take place at your programme site at 
[address].   
 
The researcher will remain independent of your programme, so all dance classes and 
activities should run as usual per your programme’s design.  Though, by taking part in this 
research project, your programme gives the researcher permission to: 
 

1. Recruit young people to participate in your dance programme  
2. Administer surveys to participants two times per term at your programme site 
3. Conduct interviews of 2 participants two times per term at your programme site  
4. Observe a minimum of 3 dance classes per term 
5. Conduct one focus group of 3 or more participants at the end of the term 
6. Coordinate with a programme staff member to approve and schedule research 

activities (recruitment, interviews, assessments, and class observations) 
7. Video record dance classes that do not include research participants 

 
The researcher be present during a few classes to observe the whole class and to 
administer surveys.  Surveys will have 50 questions that ask how participants feel about 
themselves and their experience in the dance programme.  Surveys should take less than 
20 minutes to complete.  The first survey will be completed before or on the first dance 
class.  The next survey will be completed at the end of term.  Electronic completion of 
surveys will be available via an online survey website if participants are absent on the day 
surveys are completed.  Participants who complete two surveys will be compensated £5 for 



290 
 
 

their time.  The researcher will ask 5 young people (in total) aged 15-16 to do two additional 
interviews, one at the start of the programme and one after completing the programme.  
These interviews will be held at your dance programme site at [address], will take about 15 
minutes, and will be audio recorded.  The researcher will also ask 3 or more participants to 
complete a 20-minute focus group at the end of the term.  Participants in the second group 
(waitlist control group) will be put on a waitlist to be referred to your dance programme for 
the next term.  
 
General research information for programmes: 
 
Participation in this project is completely voluntary and all participants (individuals and 
dance programmes) have a right to leave the study at any time, though previously collected 
data may be used anonymously in the final analysis.   
 
All data during the study is confidential and will be used for research purposes only.  The 
researcher will not share any individual data with any other individual or organisation 
(including dance programmes).  The only time confidentiality might be breached is if a 
child makes a disclosure that brings forth serious issues related to child protection, in this 
case, the researcher has a moral duty to breach the confidentiality of participants and 
inform relevant third-party authorities.  Video recordings of dance classes will be used for 
illustrative purposes only, at academic and professional conferences.  Full study findings 
demonstrating the effect of dance on underprivileged youth will be reported to participating 
dance programmes.  Such a report could be used in the future to support funding requests 
made by your organisation.  All research results will be made anonymous and reported in 
aggregate in the final doctoral thesis and in publications via academic conferences and 
journals. This means that anyone who reads published material will not know the identity 
of any participants.  If your organisation wishes to be named in publications, your 
organisation must sign the waiver of anonymity below. 
 
Some of the survey/interview questions ask about the emotional experience of the 
participant.  If participants have any discomfort answering these, or any other survey 
questions, the participant can skip them without penalty.  Participants who do not answer 
all questions may continue participation in all study activities, though if too many questions 
are unanswered, they may be excluded from analysis.   
 
If your programme has any concerns about hosting this project, staff should feel free to 
speak with the researcher or her Director of Studies (below) to address any issues. 
 
Investigator Contact Details:   Lanora Diana Callahan 

Dance Department  
Froebel College 
University of Roehampton 
Roehampton Lane  
London SW15 5PJ 
Callahal1@roehampton.ac.uk 
020 8816 7092 

 
Consent Statement: 
[Organisation name] agrees to host this research project, and are aware that we are free 
to withdraw at any point without giving a reason by contacting Lanora Callahan. 
[Organisation name] understands that if we do withdraw, our data may not be erased but 
will only be used in an anonymised form as part of an aggregated dataset. [Organisation 
name] understands that the personal data collected from us during the course of the 
project will be used for the purposes outlined above in the public interest.  
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The information you have provided will be treated in confidence by the researcher and 
your identity will be protected in the publication of any findings. The purpose of the 
research may change over time, and your data may be re-used for research projects by 
the University in the future. If this is the case, you will normally be provided with additional 
information about the new project. 
 
By signing this form, you are confirming that you have read, understood and agree with 
the University’s Data Privacy Notice for Research Participants. 
 
Programme 
name……………………………………………………………………………………. 
 
Programme contact name ……………………………………………….   
 
Programme contact signature ……………………………………………  
 
Date ……………………………………          
 
 
Waiver of anonymity 
 
Often, public bodies like to be associated with research and should be offered the 
opportunity to be credited for their contribution.  The researcher offers this opportunity to 
your organisation.  Please tick the box below if your organisation would like to waive 
anonymity.   

� [Organisation name] wishes to be identified in the final report, and waives the                     
right to anonymity for the purposes of this research.  We understand that this 
waiver can be revoked at any time per our organisation’s request. 

 
Please note: if you have a concern about any aspect of your participation or any other 
queries please raise this with the investigator, or her Director of Studies. However, if you 
would like to contact an independent party please contact the Head of Department. 
Director of Studies Contact Details:  
Dr. Sara Houston     
Froebel College 
University of Roehampton 
Roehampton Lane 
SW15 5PJ  
Sara.Houston@roehampton.ac.uk 
020 8392 3243 
 
Head of Department Contact Details:  
Dr. Graham White 
Digby Stuart College 
University of Roehampton 
Roehampton Lane  
SW15 5PJ 
Graham.White@roehampton.ac.uk 
020 8392 3658 
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Appendix 2: Recruitment Site Consent Form 

 

 

 

 

 

Title of Research Project: Measuring the socioemotional impact of dance amongst 
disadvantaged and ethnic minority youth: a random control, mixed method approach. 

Description of Research Project, and What Participation Involves:  

Your organisation is being asked to volunteer as a recruitment site for a research project 
being conducted by a doctoral student at the University of Roehampton.  This consent 
form gives information about the project, so you know exactly what participation in the 
project involves.   

This research project is looking at the emotional and social effect dance has on 11-16 
year old ethnic minority and underprivileged youth who take part in community-based 
dance programmes.  To get participants into the study, the researcher will recruit 
individuals from community sites like yours.  The researcher will recruit 100 individuals to 
take part in this project.  Multiple recruitment sites and dance programmes are taking part 
in this study, so not all recruitment activities will take place at your organisation. Recruited 
participants may be randomly selected to either 1) participate a community-based dance 
programme or 2) be added to a waitlist to participate in a dance programme.  Each group 
will consist of 50 people, for a total of 100 study participants.  Once in the study, 
participants will complete a survey at the beginning, middle, and end of the study.   

Close collaboration with your organisation will be needed to ensure periods of recruitment 
align with the start of dance programme terms and that recruitment efforts are in line with 
your organisation’s rules and regulations.  By taking part in this research project, your 
organisation gives the researcher permission to: 
 

8. Either in person or through your digital channels that describe the research project 
9. Visit your site on a scheduled basis, to give information to potential participants  
10. Administer surveys to some research participants on a scheduled basis 
11. Coordinate with a programme staff member to approve and schedule research 

activities (in-person recruitment sessions and surveys completion) 
 
Your organisation will primarily serve as a recruitment site.  The researcher will remain 
independent of your organisation, so all normal site activities should run as usual.  If a study 
participant cannot complete surveys electronically via the online survey website and wants 
to do so in person at your organisation’s site, the researcher will seek permission from and 
schedule it with your organisation’s study contact.  Participants who complete the study will 
be compensated £5 for their time.  
 
General research information for recruitment sites: 
 
Participation in this project is completely voluntary and all participants (individuals and 
organisations) have a right to leave the study at any time, though previously collected data 
may be used anonymously in the final analysis.   
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All data collected during the study is confidential and will be used for research purposes 
only.  The researcher will not share participant data with any other individual or 
organisation (including dance programmes and recruitment sites).  All research results will 
be made anonymous and reported in aggregate in the final doctoral thesis and in 
publications via academic conferences and journals.  Full study findings may be reported 
in brief to participating dance programmes. This means that anyone who reads published 
material will not know the identity of any participants.  If your organisation wishes to be 
named in publications, your organisation must sign separate waiver of anonymity below.  
 
If your organisation has any concerns about participating in the project, staff should feel 
free to speak with the researcher or the Head of Department (below). 
 
Investigator Contact Details:   Lanora Diana Callahan 

Dance Department  
Froebel College, University of Roehampton 
Roehampton Lane  
London SW15 5PJ 
Callahal1@roehampton.ac.uk 
020 3289 7413 

Consent Statement: 
[Organisation name] agrees to host this research project, and are aware that we are free 
to withdraw at any point without giving a reason by contacting Lanora Callahan. 
[Organisation name] understands that if we do withdraw, our data may not be erased but 
will only be used in an anonymised form as part of an aggregated dataset. [Organisation 
name] understands that the personal data collected from us during the course of the 
project will be used for the purposes outlined above in the public interest.  
 
The information you have provided will be treated in confidence by the researcher and 
your identity will be protected in the publication of any findings. The purpose of the 
research may change over time, and your data may be re-used for research projects by 
the University in the future. If this is the case, you will normally be provided with additional 
information about the new project. 
 
By signing this form, you are confirming that you have read, understood and agree with 
the University’s Data Privacy Notice for Research Participants. 
 
 
Organisation name………………………………………………………………………………..… 
 
 
Organisation contact name ……………………………………………………..………………….   
 
 
Organisation contact signature …………………………………Date …………………………          
 
Waiver of anonymity 
 
Often, public bodies like to be associated with research and should be offered the 
opportunity to be credited for their contribution.  The researcher offers this opportunity to 
your organisation.  Please tick the box below if your organisation would like to waive 
anonymity.   

� [Organisation name] wishes to be identified in the final report, and waives the                     
right to anonymity for the purposes of this research.  We understand that this 
waiver can be revoked at any time per our organisation’s request. 
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Please note: if you have a concern about any aspect of your participation or any other 
queries please raise this with the investigator, or her Director of Studies. However, if you 
would like to contact an independent party please contact the Head of Department.  
Director of Studies Contact Details:  
Dr. Sara Houston     
Froebel College 
University of Roehampton 
Roehampton Lane 
SW15 5PJ 
 
Sara.Houston@roehampton.ac.uk    
Head of Department Contact Details: 
Dr. Ann David 
Froebel College 
University of Roehampton 
Roehampton Lane SW15 5PJ 
020 8392 3658 
a.david@roehampton.ac.uk 
020 8392 3243 
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Appendix 3: Participant and Parent/Guardian Consent Form 

 

 

 

 

Title of Research Project: Measuring the socioemotional impact of dance amongst 
disadvantaged and ethnic minority youth: a random control, mixed method approach. 

 
Description of Research Project, and What Participation Involves:  
 
Your child/you are being asked to volunteer to take part in a research project being 
conducted by a doctoral researcher at the University of Roehampton.  This consent form 
gives information about the project, so you know exactly what participation in the project 
involves.   
 
This research project is looking at the emotional and social effect dance has on ethnic 
minority and underprivileged youth aged 11-16.  100 participants in this study may be 
randomly selected to either 1) participate in a community-based dance programme or 2) be 
added to a waitlist to participate in a dance programme.  Each group will consist of 50 
people, for a total of 100 study participants.   
 
Participants in the first group will independently register with the dance programme offered 
to them and complete the dance programme.  Any costs associated with the dance 
programme should be covered by the participant.  Participants will attend all dance classes 
for their own enjoyment per the programme’s schedule (for the full 6 – 14 week term).  
Dance classes will be between 60 and 120 minutes per class and there will be total of 6 -
14 classes per term that will take place at [dance programme name and address].  The 
doctoral researcher will only be present during a few classes to observe the whole class 
and to administer surveys.  Individuals in dance programmes will be asked to complete 
three surveys with roughly 30 questions about how participants feel about themselves and 
their experience in the dance programme.  Surveys will take about 30 minutes to complete.  
The first survey will be completed before the first dance class.  The next two surveys will be 
completed in the middle of the programme term and at the end of term.  The researcher will 
be present to complete the surveys with participants at the dance programme site.  
Electronic completion of surveys will be available if participants are absent on the day 
surveys are completed.  Participants who complete three surveys will be compensated £5 
in total for their time.  The researcher will ask 5 young people aged 15-16 to do two 
additional interviews, one at the start of the programme and one after completing the 
programme.  These interviews will be held at [dance programme address], will take about 
15 minutes, and will be audio recorded.  The participant will be asked questions about their 
experiences, but will also be encouraged to express any other thoughts or feelings they 
wish to share.   
 
Participants in the second group (waitlist control group) will be put on a waitlist to be referred 
to the local dance programme for the next term.  While on the waitlist, participants in this 
group should not be enrolled in any dance programme.  During this time, participants will 
be asked to complete three surveys with roughly 30 questions about how participants feel 
about themselves.  The first survey will be completed when the consent form is returned to 
the researcher.  The following two surveys will be given roughly 5 and 10 weeks later.  All 
surveys can be completed electronically via the online survey website that will be provided 
to you, though if the participant wants to complete the survey in person, arrangements can 
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be made to meet the researcher at a location convenient to the participant.  All participants 
who complete the three surveys will be compensated £5 for their time.   
 
General research information for participants: 
Participation in this project is completely voluntary and all participants have a right to leave 
the study at any time, though collected data will be used anonymously in the final analysis.   
 
All data collected is confidential, and identifying data will never be disclosed in any way.  
Participant data will have to be identifiable in the secured database during the data 
collection period (10-14 week dance programme term) to match follow-up results.  Once 
the follow-up data is collected, an anonymous case number will be assigned to each 
participant.  Only the researcher will have access to the collected data. Data will be used 
for research purposes only and will not be shared with any other individual or organisation 
(including the dance programme).  All research results will be made anonymous and 
reported in aggregate in the final doctoral thesis and in publications via academic 
conferences and journals.  This means that anyone who reads published material will not 
know the identity of any participants.  Interview quotes may be reported, but the identity of 
the interviewee will remain anonymous.  The only time confidentiality might be breached is 
if a child makes a disclosure that brings forth serious issues related to child protection, in 
this case, the researcher has a moral duty to breach the confidentiality of participants and 
inform relevant third-party authorities. 
 
Some of the survey/interview questions ask about the emotional experience of the 
participant.  If participants have any discomfort answering these, or any other survey 
questions, the participant can skip them without penalty.  Participants who do not answer 
all questions may continue participation in all study activities, though if too many questions 
are unanswered, they may be excluded from analysis.  If the participant has any concerns 
about participating in the project, he or she should feel free to speak with the researcher 
or dance programme staff to address any issues. 
 
Investigator Contact Details:   Lanora Diana Callahan 

Dance Department, Froebel College 
University of Roehampton, Roehampton 
Lane  
London SW15 5PJ 
Callahal1@roehampton.ac.uk 
020 3289 7413 

 
Parental/Guardian Consent Statement: 
I allow my child to take part in this research and am aware that my child is free to 
withdraw at any point without giving a reason by contacting Lanora Callahan.  I 
understand that if I do withdraw, my child’s data may not be erased but will only be used 
in an anonymised form as part of an aggregated dataset. I understand that the personal 
data collected from my child during the course of the project will be used for the purposes 
outlined above in the public interest. I understand that information my child provides will 
be treated in confidence by the researcher and your identity will be protected in the 
publication of any findings. The purpose of the research may change over time, and your 
data may be re-used for research projects by the University in the future. If this is the 
case, you will normally be provided with additional information about the new project. 
 
By signing this form, you are confirming that you have read, understood and agree with 
the University’s Data Privacy Notice for Research Participants.  The privacy notice sets 
out how your child’s personal data will be used as part of the research project. By signing 
this form, you are confirming that you have explained the content of the Data Privacy 
Notice for Research Participants to your child.   
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Parent/Guardian Name………………………………………………………………….…    
 
 
 
Signature ………………………………………………………..Date ……………………. 
 
 

Participant Consent Statement: 
I agree to take part in this research and am aware that I am free to withdraw at any point 
without giving a reason by contacting Lanora Callahan.  I understand that if I do withdraw, my 
data may not be erased but will only be used in an anonymised form as part of an 
aggregated dataset. I understand that the personal data collected during the course of the 
project will be used for the purposes outlined above in the public interest. I understand that 
information I provide will be treated in confidence by the researcher and your identity will be 
protected in the publication of any findings. 
 
 
Participant Name ………………………………………………………………………………   
 
 
 
Signature………………………………………………………..…..Date………………..…… 
 
Please note: if you have a concern about any aspect of your child’s/your participation or any 
other queries please raise this with the investigator or her Director of Studies. However, if 
you would like to contact an independent party please contact the Head of Department.  
 
Director of Studies Contact Details:  

Dr. Sara Houston     
Froebel College 
University of Roehampton 
Roehampton Lane 
SW15 5PJ  
Sara.Houston@roehampton.ac.uk 
020 8392 3243 
 
Head of Department Contact Details:  
Dr. Graham White 
Digby Stuart College 
University of Roehampton 
Roehampton Lane  
SW15 5PJ 
Graham.White@roehampton.ac.uk 
020 8392 3658 
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Appendix 4: Proposed Random Allocation Schedule  

 

  Term 1   Term 2   Term 3   Term 4 

Enrolment 
Number Allocation Enrolment 

Number Allocation Enrolment 
Number Allocation Enrolment 

Number Allocation 

1 Control 31 Control 61 Intervention 91 Intervention 
2 Intervention 32 Control 62 Control 92 Intervention 
3 Intervention 33 Control 63 Intervention 93 Intervention 
4 Intervention 34 Intervention 64 Intervention 94 Control 
5 Control 35 Intervention 65 Control 95 Control 
6 Intervention 36 Control 66 Control 96 Control 
7 Control 37 Control 67 Intervention 97 Control 
8 Intervention 38 Intervention 68 Intervention 98 Control 
9 Intervention 39 Intervention 69 Intervention 99 Control 

10 Intervention 40 Control 70 Control 100 Control 
11 Intervention 41 Intervention 71 Intervention 101 Intervention 
12 Control 42 Intervention 72 Intervention 102 Intervention 
13 Intervention 43 Control 73 Intervention 103 Control 
4 Control 44 Intervention 74 Control 104 Control 

15 Intervention 45 Control 75 Intervention 105 Control 
16 Intervention 46 Control 76 Control 106 Control 
17 Intervention 47 Control 77 Control 107 Control 
18 Intervention 48 Control 78 Intervention 108 Intervention 
19 Intervention 49 Control 79 Intervention 109 Intervention 
20 Control 50 Control 80 Intervention 110 Control 
21 Control 51 Control 81 Control 111 Control 
22 Intervention 52 Control 82 Intervention 112 Control 
23 Intervention 53 Control 83 Intervention 113 Control 
24 Intervention 54 Control 84 Control 114 Intervention 
25 Control 55 Control 85 Intervention 115 Intervention 
26 Intervention 56 Control 86 Control 116 Control 
27 Control 57 Intervention 87 Intervention 117 Control 
28 Control 58 Control 88 Intervention 118 Control 
29 Intervention 59 Intervention 89 Intervention 119 Intervention 
30 Intervention 60 Intervention 90 Intervention 120 Control 

20 intervention; 
10 control 

10 intervention; 
20 control 

20 intervention; 
10 control 

10 intervention; 
20 control 

 

Totals: 60 intervention; 60 control  
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Appendix 5: Observation and Interview Frameworks  

Checklist guides for what to record during observations  

(Spradley, 1980) 

• Space and objects in the space 
• Actors (the people present) 
• Acts (single actions of people) 
• Activities (actions of the group) 
• Events (sets of related activities) 
• Goals (what people are trying to accomplish) 
• Time (sequence of events) 
• Feelings (emotions experienced)  

(Angrosino, 2007) 

• Details on the setting and objects within the setting 
• Number of participants present 
• Descriptions of participants  
• Order of events 
• Behaviours and interactions  
• Conversations and/or verbal interactions conversations 

 

Programme: 

Site: 

Date/time: 

Participants: 

Dance group: 

Teacher/choreographer/assistants: 

 

What exercises do they do?   

What kind of movements do they display? 

What do their dance movements express? 

How does the teacher interact with participants?  

How do participants interact with one another? 

What do their social interactions express?  

What does the classroom climate feel like? 

How do participants and staff interact with me? Me to them? 

Any unusual occurrences? 
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Interview Framework 

Guidelines for interviews 

Provide reassurances (no opinion is wrong, confidentiality, anonymity, etc.) 
Preface questions to acknowledge different experiences 
Ask follow-up questions 
Ask for examples or stories 

(Bergen and Labonté, 2019) 

Clear unambiguous instructions 
Provide context before questions 
Impression management  
Avoid leading questions 
Views of others for comparison 
Make it fun 

(Greig, Taylor, and MacKay, 2007) 
 

Discuss ground rules for the focus group  

• Everyone is allowed to say how they feel.  No judging or making others feel bad for 
how they feel or what they think.  Speak one at a time 

• What you and others say is confidential in the group.  Please do not share what 
others have said to anyone outside of this group. 

Overview 

• Purpose of focus group/interview is to share your experiences in the programme 
and what this programme has been like for you. 

• Ask for permission to record audio.  Focus group/interview is recorded so I can 
listen later and write about all of your experiences.  Only I have access to 
recordings.  All names will be changed so no one will know who said what.   

• There are no right or wrong feelings, thoughts, or experiences.  The only ‘right 
response is an honest and truthful one. 

• You do not have to answer any questions you do not want to answer. 
• You are free to take a break or leave anytime. 

Questions 

1. How long have you all been taking classes? 
2. How has your experience been? 

a. Do you enjoy classes? 
b. Why? What about it? 
c. Favourite part?  

3. How do you feel when you are dancing? 
a. Are there other activities you do that make you feel this way? 
b. Does dancing make you feel differently from other activities in any way? 

4. Has anyone learned anything from these classes? 
a. About yourself? Or other people? 
b. About dance? 

5. Since you started coming, have you changed in any way? 
a. Do you feel different in any way since you started coming? 

6. Some people think programmes like this help increase confidence, some do not 
think so.  How do you think coming here affected your confidence? 

7. Is there anything you do not like about the classes?  
a. What about classes do you not enjoy? 
b. What is the worst part? 
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8. Is there anything challenging or difficult about the classes? 
9. What can make classes better? 
10. What is the most memorable thing about the program so far? 

Additional interview questions 

• Start with ‘is there anything you want to share before we start?’ 
• Ask if they are able to elaborate on comments made/experiences shared in focus 

group 
• What does the programme mean to you? 
• What’s the most important thing you get from coming to the programme? 
• What comes to mind when you think about these classes? 
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Appendix 6: Excerpt of Field Notes and Interview and Focus Group Transcripts  

 
DanceLondon field notes extract 

10 October 2019 6:30 pm 

DanceLondon day 1 observation 

Class takes place in a studio roughly 50 square metres with wooden floors and mirrored 
walls on one side.  Unused piano in the space.  Teacher uses recordings of music. 

Teacher (Emma) takes attendance. 10 girls in class.   

Only black girl positions herself on the back of the class, doesn’t associate with other 
people. 

Group isn’t socialising or dancing as one group. 

Some appear self-conscious.  Their body movements are small and close to the body.  

Teacher doesn’t make much eye contact with students. Not much of a connection, 
teaches at them. There isn’t much bidirectional sharing. 

Focussed on combinations with micro movements and articulations of each extremity. 

Fits a lot into the classes. Run like a technique class. They run exercise 2 times then 
move on. 

Doesn’t show them how to do the movements, demonstrates it full out and doesn’t break it 
down. 

Class is all centre work. 

Small clique of 3-4 girls but everyone else is solo, do not interact with one another. 

Small clique seems to have a more formulated relationship with Emma 

One teacher taught first class. Emma leaving for a performance midway through term. 
Teachers are changing midway through. 

They don’t know each other’s names. 

In a conversation with one participant, Jocelyn and Emma told her an anecdote about 
another student who said to them that contemporary is the foundation for hip hop and that 
they agree with that.   

Class started with a warmup, followed by technique exercise, followed by a break, then a 
short creative movement section, and ends with a warm down.  90 minutes altogether. 

 

17 October 2019 6:30 pm 

Second class 

Conducted surveys today 

9 in attendance 

They are doing a contact improve push/pull exercise. 

Very different vibe in class than last time, much more light-hearted this week.  
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Little girl who was in conversation about contemporary and hip-hop is absent. 

They sat in a circle and learned each other’s names. 

Partnering exercise to help them prepare for solo push-pull across the floor. 

Circle after turning > short chat about partnering.  

Class activities and structure similar to last time. 

Emma and Jocelyn do quite a lot of hip hop bashing. 

Emma said to me that hip hop doesn’t allow for creativity and freedom of movement. I said 
some classes incorporate freestyle dance which gives opportunities for freedom and 
expression. 

They keep bringing up hip-hop to me for some reason. 

Staff express quite a lot of ignorance toward hip hop dance. And made assumptions about 
my work.   

 

31st October 

First class with new teacher Joanne 

Neither teacher nor check-in girl who is filling in for Rana knew of me or my research 

8 in class today 

Her movement is very modern, with swings in parallel. 

They seem to enjoy the movement and one intent on doing it well. 

She explains movements well and demonstrates the movements until they get it. 

Teaches a warm-up that they will repeat each week. 

She asks them to share any tips that make it easier to do. (Arm down leg slide) and they 
share 2 tips that help them all 

Teaches them barrel turns and a reverse pencil turn (fondue, outside turn with leg to the 
back) 

Teaches swings, bounces, rebounds, sharp and starts, continually, suspensions, impulses 
(throwing) 

Pupils do not fraternise with each other during the break.  Very quiet and they seem shy to 
interact with one another. – this is almost 4 weeks into the term 

Gives them options on which exercises they want to learn. 

Teaches them a lot of foundational modern/contemporary techniques. 

A bit more of a democratic teaching method. 

Asks them to each pick a movement dynamic/quality and improvise.  They then set 
choreography individually. 

One sibling not creating movement very creatively, keeps looking at sister and what she is 
doing.  She shyly bounces up and down. 

Their solos were gorgeous (3 of them). 
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Girl who usually only socialises with her sister seems to transform when she dances.  She 
seems quite shy otherwise, but while dancing she is confident and very expressive. 

Teacher gives them some choreography from a professional piece – James Wilton’s 'The 
Storm'. 

Does a circle warm down. 

 

14th November  

8 in class today 

Added turnout to warmup  

Joanne explains movements in great detail. Explains how to do the movements in multiple 
ways.  

Aura asks if they are going to do creative today. *feels comfortable to ask for what she 
wants.  

Most seem much more relaxed with Joanne. The environment is much warmer and 
friendly.  

Gave them nutritional advice of when to eat before and after class  

One girl with braids is isolated, goes off on her own and does not engage with other girls 
or teacher. Joanne gives her extra attention.  

Aura is distracted today.  

Joanne goes 'oh I get it. Some of you are really into creative' and tells them that she is 
sorry to single out Aura again, but 'I sense that you really enjoy creative but others really 
enjoy technique.'  

Tells them that 'you need technique to have something to create on. It makes 
choreography better.'  

Handled distraction brilliantly 

Joanne’s talk ended with her saying it is important to create a supportive environment for 
your classmates as they learn technique.  

 

YouthDance field notes extract 

15 October 2019 – Tuesday (The Community Centre, 5:00 pm) 

1st class for observation 

• Energetic 
• A little distracted 
• Started 30 minutes late; raining 
• Very welcoming vibe 
• About 20 kids in the class 

Teacher (Nina) and 2 assistants (Lena and Meghan) 
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Large gymnasium style room with no mirrors. About 150 sq metres. High ceilings. Table at 
the front for teacher and assistants to use.  Table also has water and cups for kids to drink 
from. 

As classes progressed: 

• they are more focused and listen more (get more still and quiet) 
• they also are more sociable with one another.  i.e. when in pairs, they are focused 

on creation but are still friendly and connect to others by chatting 

Exercise: A number given to each limb and they connect limbs with a partner.  

Two older (10/11 year olds) spotted 2 younger (aged around 8) in a pair struggling with 
exercise.  2 younger partners (T1 and T2) shyly looking at one another. T1 and Nancy go 
over and ask if they want to swap partners.  They swap and create movement. 

All quietly watching one another perform routines created from limb connecting exercise. 

Nina creates an organised classroom and makes sure everyone is listening and paying 
attention. 

 

16 October 2019 – Wednesday 

5:00 Class 

Roughly 25 in class 

Kamala teaching with Lena assisting. 

Class takes place in a large square studio (about 150 sq metres) with mirrors at the front.  
Wooden floors. Chairs stacked in the back of the room.  Table at the front for water and 
use for teacher and assistant.  

Class is quiet and everyone is focused on the task to create a dance about stress. 

Some gesture hands to the head; one participant sitting in a ball, rocking.  

Lena told me about Star class last week.  At Star there were 4 older kids in the front row 
with her doing grooves.  They then began going around and instructing the younger kids 
(5,6,7 years).  She then assigned each older child with a group of younger children to 
create a dance.   

*teacher made the best of a class of majority young participants 

*created a learning and leadership opportunity for kids 

10 year old comes to Lena and says, 'the ideas aren’t flowing', asks for help. 

Weeks 2+ they do worry boxes. 

During the break a small group of kids are doing cartwheels, acrobatics, and larger, more 
difficult dance moves. 

6:30 Class 

14 in the class 

Same studio as 5:00pm class. 

New participant with special education needs, a bit disruptive to other participants. 
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Group of 7 girls in a loud, boisterous clique.  They are friendly but they take a lot of the 
energy in the room. 

A lot of chatting, Kamala has to constantly quiet down the room. 

Niomi looking after special needs girl, is being patient with her and tries to make her feel 
included. 

 

19 October 2019 – YDC Audition 

Jade teaching, Kim assisting. 12 participants. 

More boys in this class than any other. 2 on time 2 more come 1 hr late, the 5th joined 1.5 
hrs late. All position themselves in the back of the class at first and gravitate toward one 
another throughout. 2 brothers, 2 cousins.  

All exceptionally gifted. All black. 2 are acrobatic, the other two do hip hop/locking.  

A few come forward during pop and lock exercise.  

A little bit of floor work, mostly house and locking.  

Teacher says 'when in doubt freestyle'. 

Missed some of the class because of research admin discussions with youth producer. 

 

28 October 2019 - Stand Up 

Stand Up @Studio Wayne McGregor 

Large all white studio with no visible mirrors.  Marley floors in white, stunning look.  
Everyone must wear socks or shoes with white rubber bottoms, no colours.  Professional 
studio space.   

About 16 girls in the rehearsal with choreographer and choreographic assistant Isra.  Lena 
assisting with admin. 

Upon arrival, group is relaxed and waiting to start.  Positive friendly vibe. 

Choreographer opens session with circle, say your name, one positive thing that has 
happened since they last met, and one thing they are looking forward to. 

Goal of all rehearsals will be learning choreography for the final performance in 
November.   

Choreographer repeatedly encourages/reminds girls to focus because they have a lot to 
cover. 

2 girls have bad colds, but both say they wanted to be here to learn the routine. 

Choreographer treats them like professionals. 

One participant (Sandy) currently has a professional gig. 

They are all focused on Choreographer and getting the choreo correct.  A few ask for 
clarification. 

Not a single person is distracted.  
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When Choreographer walks away to do music or to talk with Isra, they begin to chatter at 
a low/medium volume but regain focus once she returns. 

Lena went over to tell Lola to get off the phone because it’s not break yet.  Lily says 'okay, 
I know you want me to succeed'.   

 *they feel cared about and that others want them to do well.  

Lan (two long cornrows) is very, very focused. 

Sally (short hair) is also focused, after being put in front. 

Later in the rehearsal, Bella and Amy seem a little less focused. 

Rehearsal is 2 hours. 

 

30 October 2019 – Wednesday 

5:00 class 

Lyric brought biscuits for her birthday. 

Shared if they achieved their goals they set a few weeks ago.  

Kamala teaching with 2 assistants (Lena and Darren) 

New intern from [redacted] started today.  Darren says that they have (young people) 
already made him feel welcomed and they took him in. 

3 groups to make their own choreography. 

Participant starts crying at the beginning of group work.  Dana and I brought her outside 
and she told Dana about her cousin said he hopes she gets stabbed.  She tells me that he 
says stuff like this to her a lot.  Also says that he is not nice to her.  Is only nice when he 
wants something.  I asked if she ever told him that it hurts her and she said no, but that 
she could tell him and she thinks she will. 

6:30 class 

Same teachers and assistants. 

Patty is not here, requested a 1 to 1 with Dana but didn’t come. 

Bella went from being quiet and sullen to smiling and being quite social and confident in 
her movements.  Dancing skills also improved greatly.  Seemed passive and 'just turning 
up' to being engaged, having fun, being a leader in the dance movement and staying 
focused.  Even instructing others on movement. 

Susie still looks sullen, but still turns up.  Not really engaging with others; doesn’t look like 
she wants to be bothered. 

New intern Darren not a part of the 6:30 class.  They do not welcome him in or 
communicate with him.   

Class is still cliquey, 4 (Afro-Caribbean) girls do not integrate with the others.  

 *centre of community; power; difference in outcomes 
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6 November – Wednesday 

5:00 class 

Kamala teaches with two assistants (Lena and Darren). 

Darren leads warmup, 2 boys in class and one stands right next to him at the front. 

Mark working with Allie (Asian girl) in partnering.  He is fidgety and she keeps making 
grimaces at me in discomfort of his lack of focus and lack of consideration for her.  He 
keeps leaning back without warning her, seems to either expect her to be there or doesn’t 
lean back for her to actually 'catch him'.  He doesn’t realise she is behind him and feels 
like she hast to lift him up/catch him every time.  

*unaware of other people’s needs 

Mark keeps sitting down, not engaged in choreography, not intentional or doesn’t know it. 

Mila injured, still turns up.  Does routine in a chair. 

At break, kids start their own game of tag. 

All boys energetically playing tag, same group of girls sitting out and relaxing. 

Dana suggests a song change, much better energy, kids like it more. 

6:30 class 

'The clique' is 15 minutes late again. 

 *effect they have on others learning 

Lena’s group does not seem to like the opening steps to the routine.  I think Lena 
choreographed it without their input. 

Other group is much more energetic, they seem to have more say in the choreography. 

Collaborative choreography and democratic movement choices keep them engaged. 

Girls all sit down during the break, break off into pairs and half get on their phones, as 
opposed to younger group who all played a vigorous game of tag. 

Relationships do not seem to develop or develop very slowly between non-clique girls.  
Lola seems to be friendly to everyone and a source of inclusion.  Seems comfortable with 
everyone and not interested in being cliquey -*more equality to get to centre of community 

 

Excerpt of focus group and interview transcripts 
 
Focus group 1: 
The Community Centre 3 December 2019 
Emelia – aged 10, Angelique – aged 11, Padma – aged 10 
 
Location: The Community Centre 
 
Prior to focus group I ask if they can be recorded and explain to the group that their 
names will not be recorded or mentioned.   
 
Callahan: so, everyone thank you, people for participating. (group laughs). The first thing I 
want to know is, actually the first thing I will say is that because we are doing a group 
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conversation one person speaks at a time or else it's really hard to tell what you're saying. 
OK so how long have you each been taking part in these classes? 
 
Emelia: I have…I don't know. Since summer. 
 
Angelique: I've been taking part since last year. 
 
Padma: I started this summer 
 
Callahan: so how has your experience been? You can talk about this term or from when 
you started. 
 
Padma: I really enjoyed it, I think that it gets kinds of puzzling, I have to think about how I 
can improve my dancing. But it's very fun and it helps me focus. 
 
Angelique: first of all, I agree on her point. It does. Like say, because I focus so much here 
as well as school. Focusing here has helped me focus more in school because I've 
learned more. I've gotten better and better at how to focus. 
 
Emelia: I just want to add a point. When I first started, I was very excited and like she said 
it does make you focus in school. And it makes me calmer. It makes you tired, but it 
makes you remember more things like in school. Sometimes I forget things easily. So, like 
in dance you have to remember the dance moves. 
 
Callahan: So, then what do you think it is about the dancing that all three of you said helps 
you focus better in school? What do you think about it does that for you? 
 
Padma: it's helped me to create that skill of like focusing. So, if I focus here tomorrow, I'm 
going to have a good day at school. 
 
Angelique: It's helped me think more, in a way, like if I'm in school, like today in school, I'll 
be excited to come dance so like the memory of the dance we're doing will stay in my 
head but at the same time I will focus because I learned how to focus in dance. 
 
Emelia: it makes me think positive. And um I forgot. 
 
Callahan: You lost your train of thought? That's OK. If it comes back just give a shout.   
So, you mentioned fun, that it helps you focus, is there any other activity like this dancing 
that makes you feel that way too, similar to this? 
 
Padma: When I went to drama in school, but it wasn't as calm as this. 
 
Angelique: in my school we do yoga. We have different activities like we do basketball and 
yoga. And with yoga it's kind of the same as dance but you're not dancing, you're relaxing 
yourself. But honestly, I don't find that yoga in my school is more relaxing I feel like 
dancing is more relaxing. Because I feel comfortable dancing. 
 
Emelia: in school we used to do music and instruments and stuff called e-camp and then 
um dance is more relaxing than doing music because in dance it's more quiet and you 
could hear more people around you to support and help. But in e-camp there's only like a 
little bit of people and there's lots of noise. In dance there are less distractions. 
 
Callahan: so, some people think that this kind of programme and dancing helps them with 
confidence some people don't think that. Some people say no I don't feel more confident. 
What do you guys think about that for yourselves personally? There is no right answer by 
the way. Don't say what you think I want to hear you can be honest. 
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Emelia: I feel more confident because we dance in front of people. And like when I first 
started, and I had to dance in front of people that I didn't know I was nervous. But when I 
got used to it, it made me build up my confidence and so now I feel more confident to do 
more things that I want to do in life. 
 
Angelique: In school it's kind of different from in here. So, like I feel like in here I don't 
really think it's boosting our confidence that much. It may be a little bit, but not that much. 
It's separate situations from school and in here. 
 
Callahan: So, do you think in school there are things that happen in school that help you 
build more confidence more than in here? 
 
Angelique: Less than in here. I am more confident than when I first started, because now I 
know these people. 
 
Padma: I've always had a bit of confidence. When I started it helped me a little bit 
because I was kind of shy to come here at the beginning, but I was happy and it has 
helped me but it also help me with finding how to just do things you want to do. 
 
Callahan: When you are physically dancing either doing the creative stuff, or I know Nina 
in the beginning did exercises across the floor, even when you're doing the choreography, 
when you are dancing if you can remember and go back to the time when you are 
physically dancing, what is it that you are actually feeling when you're dancing if anything? 
 
Padma: It's like indescribable. It's like you're in a dreamland and you feel like you can do 
whatever you want to, and you feel happy all the time. 
 
Angelique: it's like a unique feeling kind of. Because like when I am out there, I feel like I 
can be free.  
 
Emelia: I feel the same way when you're like, as like she said you feel free. You're in just 
like a quiet peaceful place. 
 
Callahan: is there anything you have learned from here about either yourself or a new 
skill? 
 
Emelia: I have learned that I can do lots of things, I can do more things than I feel I can 
do. 
 
Angelique: I've learned that the more you… I've learned how to build a team like how to 
work in a team. Because with dance you have to find a partner, you have to work as a 
team. you don't have to like everybody, but you have to be calm with everybody. And like 
it's helped me.  
 
Padma: I feel like I've learned that I don't really know how to dance, but I also know that I 
can try my best and I always do anything that I can.  
 
Callahan: Was there anything or is there anything that you find challenging or difficult or 
frustrating about the classes here? 
 
Angelique: Yes, what's frustrating is that say I don't know you're dancing and say 
someone younger for example Jenny younger than me and she says a comment about 
me then I have to hold that grudge and try and hold it together. 
 
Callahan: That's interesting. So you not only have to hold that negative thing or the thing 
that's hurtful, but you also have to stay on task, stay focused, and sort of still maintain 
your teamwork with that person. 
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Padma: Nothing really. I don't find anything difficult. 
 
Emelia: Yeah same, I don't really find anything difficult.   
 
Callahan: is there anything you want to change about this programme? Is there something 
you want to happen that hasn't happened? Free reign to say anything you want. You can 
take a minute to think about it. 
 
Padma: I would like, I don't know how to explain it. I would get people from people from 
different countries, I don't know America that speak different kind of languages to build up 
a sense of community. 
 
Callahan: So, you want to expand the kind of people that are involved in the programme, 
the young people that are involved? 
 
(she nods) 
 
Callahan: So, what do you think you get out of that? 
 
Padma: I think I would get, for example I've never met an Albanian before so like I would 
like to meet other people to meet in Albanian. 
 
I would like to meet other people from other places. Not just a person who lives in 
[redacted]. Because it's kind of boring just seeing the same person from the same place. 
 
Padma: to add onto her point I think we should also do food. Because everybody likes 
food. I think we should do a cultural day where there are loads of cultural foods. And then 
some people could bring the food like they go with their parents and when they come 
here, they bring it here. 
 
Emelia: yeah, that would be nice. 
 
Callahan: I would like that too. I can bring my American dishes French fries and burgers. 
 
Emelia: My auntie and my grandma are from America. 
 
Callahan: aww really, yeah, we are everywhere. 
 
(Group laughs) 
 
Callahan: what's your favourite part of this programme these classes? 
 
Emelia: My favourite part is being with everybody. Because they are really nice and kind.  
just being with other people. For example, if they are just out and here at home you see 
the same people and sometimes when you're in dance, you're with other people that are 
your friends instead of just being with your annoying siblings. 
 
Callahan: So, like, community.  That this is like slightly bigger than your family. 
 
Padma: It's nice to have a break from your mum shouting at you every second. 
 
Angelique: I agree. 
 
Callahan: Anyone have any other thoughts you want to share anything you want to say? 
 
Angelique: (to E) did that thought come back to you from the first questions?  
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Emelia: I still forgot it.   
 
Callahan: anything else you want to share? (they all say no). 
 
 
Interview 5: Lily – aged 15 
4 December 2019 
 
Callahan: how long have you been coming to YouthDance classes? 
 
When did I start? I think last year.  Last year, yeah because I remember doing a show in 
December. Then I was meant to come for summer workshops and that, but I couldn't 
come because I was going somewhere on holiday. I had been going to the open tech one, 
the Saturday one. They introduced me to this.  
 
Callahan: So, you started open technique last year… 
 
No, open technique was time ago, years.  Like 2017. 
 
Callahan: oh, so you've been coming for a while now. So good. So, what keeps you 
coming back? 
 
I don't know. The people. The dance in general. Knowing how to dance, like learning how 
to dance. The kind of dancing we do actually, the hip hop dances we do. Because 
sometimes when I'm at school I just start dancing randomly and my friends are like, oh, I 
didn't know you could dance. And so, I was like I didn't know either, So I started going to 
dance lessons. 
 
Callahan: Oh wow, so you just started coming and you didn't really know that you had any 
skill or talent or anything? But when you started coming you started to see… 
 
Yeah. 
 
Callahan: Oh nice. So how did you stumble into coming here? 
 
I was given a leaflet by Dana. And she was like ah there is a Wednesday, another group, 
like an audition thing. So, I came for it and I got in. So, I'd come Wednesdays now. 
 
Callahan: And so, in the time that you've been here so far, do you feel different in 
anyway? Do you feel any kind of change in yourself? Do you think this has added 
anything to you or taken anything away? 
 
It's added. There is nothing taken away to be honest. It's added in a way that the 
confidence I didn't have before, it comes now. Because I used to remember like being a 
very, I wouldn't say shy, but I didn't talk much to people. I was just on my own and like if 
someone said something to me, I couldn't defend myself. But now, if you come at me, I'm 
coming at you it's very simple. It's helped me boost my confidence saying, like, you know 
what, if I can express myself, if other people can watch me dance and express myself, 
then why can't I just stand up to someone, just the one person?  And it's taken away just 
because I don't do my singing anymore. That's the only thing it's taken away. 
 
Callahan: So how come you stopped singing? 
 
(Pauses, mumbles...) Because I had like 2 places to be on the same day I was dancing, 
and I had to stop want to go to the other one. And I said well, I already know how to sing. I 
just needed more dancing lessons. That's it. 
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Callahan: and so, when you are singing, I'm sure you still sing, right? 
 
Yeah 
 
Callahan: Does that make you feel similarly to how you do when you're dancing or is it 
different? What's the difference between the two for you or are they kind of the same? 
 
I mean you see dancing, yeah, dancing is like fun. It's interesting. you can express 
something through dancing. You can let other people see another side of you. Singing, a 
lot of people already know I can sing, the singing places I go to the people listen to me 
and like, it feels nice. And to be honest singing was always my like passion since I was 
like three or two. So, my mom, I have been going to church choirs, school choirs, 
everything. So, singing always has been like #1 for me. Until I started dancing to be 
honest. They are both number ones, I wouldn't really choose one. So, it's not really taken 
anything away, it's not really different from the singing because I can express myself in 
both ways. And both of them have a meaning to me. They are like the same thing. 
 
Callahan: got it, they are different ways of expressing yourself. And is that the biggest 
thing you get out of dancing, is the expression for yourself? Or are there other things you 
get out of dancing? 
 
When I started dancing the 1st thing in mind was like, you know what, I need to lose 
weight. Because dancing was like, because I realise that if I started dancing more, I mean 
I did lose a bit of weight. But knowing, starting to learn how to dance and knowing what 
you're doing actually, is like something interesting. Something that is really passionate. 
You see like I like those type of dances where the way you move your body expresses a 
story, it tells a story. Every part of your body you move tells a story, tells your audience a 
story. So, if you dance and you don't know what you're doing, you just think nothing of it, 
it's not gonna give people the type of feeling they want. The audience that is watching, it is 
not going to give them that type of feeling. So, for me I used to think, you know what, I'll 
just use dancing to lose weight. But starting to dance and actually doing something good, 
actually knowing the moves and knowing how to dance, it has given me a different way of 
life. It's just I'm telling my story to people. Like I thought this was not going to be 
something serious, but it has turned into something serious. So that's how it's going to be. 
It's not going to just be nothing anymore; it's going to have a place in my life now. 
 
Callahan: That is wonderful. I am happy for you. I'm really happy to hear that, that's a 
beautiful thing. 
 
Thank you.   
 
Callahan: so obviously when you dance it's really important to you, you get a lot out of it 
that's a great thing. So, when you are actually physically dancing, when you are in the 
moment, if you can go back to when you're dancing in your mind and in your body, what is 
it that you are feeling? What are somethings that come to mind when you're actually 
physically dancing? 
 
Like, I mean I'm happy.  
 
Callahan: you can also talk about what's not happening inside. 
 
A lot of things are happening all at once, to be honest, when you're dancing. My mind is 
wandering. I'm like oh I need to know the next move, what's the next move? I can do this; 
I can do that. But like at the end of the day you just have to relax focus and remember to 
have fun to be honest. I can say so many times where like I'm probably doing a house 
chore or something like that and I just started dancing. I'm just in the groove, and my 
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sister is like what are you doing. You don't understand me right now, I'm in the zone. Don't 
say anything. Don't say anything just leave me. And she just stands there because I 
always have my earphones in every time at the house. My mom is always like we're just 
going to watch you ruin your ear drums. But I always have it in, so when I'm listening to 
music that I like, that I feel like I can move to, and I start dancing, my sister doesn't disturb 
me anymore she just watch is me and when I'm done, she tells me oh you didn't do this 
right, you didn't do that right. I'm just like, you're actually watching me? Did I ask you to 
watch me while you're watching me? But thanks anyway. So, it's good to hear feedback 
about what you're doing right, or about what you're not doing right, and it's always good to 
like, know that someone is actually helping you, someone is there to help you. Like a lot of 
people that I know who dance they always come up from really bad past.  They have 
always, they have always had something to do with them. Like expressing themselves 
doing dance. And it's not everyone that always has someone there for them. So, for me 
I'm blessed to be honest to have someone there for me. I mean dance does express a 
part in my life, that things haven't always been right, but I'm glad that things are alright 
now. So yeah, I feel a lot of emotions dancing. Just like singing as well, I feel a lot of 
emotions. Like if I'm dancing to a slow song or a sad song, the way I'm feeling is just sad 
because I'm remembering things that start coming into my mind. So, it's just how I feel to 
be honest. 
 
Callahan: wow, thanks for sharing that.  So, a lot is processing. There is a lot inside that is 
going through, and it's going through you, and there's a lot of emotion in different things 
that you're holding. Meaning something happened and it still sort of lingering with you. So, 
when you're dancing, you're sort of processing some of that. 
 
[Nods yes.] 
 
Callahan: wow, that’s really, I'm glad to hear that. I'm glad you have dance.  
 
[She giggles.] 
 
Callahan: really, because we all need something. 
 
Yeah. 
 
Callahan: so yeah, you've already answered, you've given such thoughtful answers. Is 
there anything you dislike? Is there anything that's challenging or that you dislike. I know 
some people think those are the same, but they are two different things. 
 
I dislike myself giving up. Because I remember as you know we had a show, so like doing 
auditions, not auditions like rehearsals, and there are some things I couldn't do, and I was 
like, you know what, I can't be arsed to do this. I give up. But me giving up isn't going to 
still let me understand what I was doing. It's not going to do the dance for me. So, if I don't 
get up and do my dance myself, what's the point of me being here in the first place? 
What's the point of me auditioning? What's the point of me coming to rehearsals? What's 
the point of the show in general? So, if you know you can't do it, there's no point in you 
going for it. But if you trust in yourself and like never give up, then you can do. I've given 
up so many times in my life, wow honestly, it's like you do something, you want to do that 
thing, but you can't do it, so it's just like, you know what, I give up. But if you keep on 
trying eventually, you're gonna get it. You're gonna know how to do it. Because during 
rehearsals a lot of times I have always told my dance teacher I can't do this, I can't do this. 
She would always say don't give up, it's not the best thing for you to do right now. The 
best thing for you to do right now is to practice, and practice and practice and practice. So, 
I did. So, I did this show, and it went great. 
 
Callahan: And so that's something you've learned for yourself, like seeing it. My gosh if I 
actually do stick this out, if I do keep going, I can actually get this. So, you figured that 
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out? I know you said your teacher said that, but is that something you figured out for 
yourself as well? 
 
Yeah, I figured that out myself. Because before I started dancing like I said I do singing as 
well. And sometimes you know when you're singing in your voice just like cracks. So, I'm 
just like, you know what, I don't want to do this, and be like, why are you saying that. 
Because I remember in music class you had to play an instrument along with your talent, 
and I tried playing the piano, and I failed so many times. So many.  I can't even count. 
Honestly so many times. I was like, you know what, I can't do this. I cannot play the piano 
to save my life. And he was like come on I'll teach you the basics. And he taught me the 
basics. I went home, lucky my sister has a piano at home, so I was just using her piano to 
try and play it. My mom was just screaming at me so much. I was missing every key. And 
she was like don't you remember what your teacher said? And I was like yeah but it's so 
hard, like how do you even move your hands? So, she was helping me, and she was like 
you need to learn to actually put work into what you're doing. You can't be giving up 
easily. And me thinking about that, me thinking about all of the times that I've actually 
given up on things in my life, I'm like wow. I think this is true, you can't be giving up on 
things that you know you can do. You just have to sit down relax focus and just practice 
on what like, what you're doing. Focus on what you're doing. 
 
Callahan: and get it done.  Just keep going, keep working. 
 
Yeah.  I've had a lot of people tell me I can't do this I can't do that, but I'm here aren't I? I 
mean I'm proving them wrong so. So many people in my school if I tell them that I do 
dancing or I do singing, they will always tell me, oh no I'm rubbish, I can't do that, I can't 
do that. But you've never, first of all you've never heard me saying and you've never seen 
me dance, so you don't know what I can do and what I can't do. So, we're not actually, I 
remember the show I was in a video, and I showed them the video. They were surprised 
because they thought I couldn't do it. And I was like, I mean you don't know me, so don't 
judge a book by its cover. Just because you see me here in school thinking I can't do 
something, doesn't mean I can't do it. So, I've learned not to give up on myself. If I have 
something now, I'm going to stick to it and do it. I'm not giving up this time. 
 
Callahan: Wow nice. You've given me the pep talk. I'm like yeah, I'm gonna go out and 
finish this thing! 
 
It’s true though, honestly. 
 
Callahan: wow.  Thank you for that. I needed to hear that. My goodness that's beautiful. 
Wow. Good stuff, really good stuff. I won't keep you much longer. Is there anything you 
wanted to add or say? Anything? 
 
Just believe in yourself honestly. Like don't let nobody put you down. Because what you 
know you can do, don't let other people tell you you can't. If someone comes up to you 
and start chatting rubbish, start saying something, it's not gonna be them doing, it's gonna 
be you. So, you know you can do it. You know you know the moves, just practice it, and 
get it right. So don't be saying oh I can't do this, or I give up or I can't be doing this. 
Because I know how it feels to say that. I know how it feels. Like, it feels good sometimes 
when you give up. You don't do it anymore, but after a while you think, you know what, I 
can't do it, why am I telling myself I can't do it?  So just go for it. do it, to be honest. And if 
you get it wrong, if you fall down, get up and do it again. It makes no difference, you still 
gotta do, you're doing the same move. The move is not changing. keep on trying until you 
get it right. That's literally it. 
 
Callahan: wow, words of wisdom.  
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Appendix 7: Themes that Emerged from the Qualitative Data Analysis & Thematic Maps 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Subthemes
Eagerness and commitment 
My impact/presence in community
Centre of community
Racialised friend groups
Organisational community culture
Motivation
Teaching style/values
Relationships
Cliques
Diverse dance forms
Class cultures
Why they like dancing
Age differences
New relationships
Social skills
Exercises
Overcoming challenges
Learning dance
Community
Body
Confidence
Leadership opportunities
Encouragement 
Community - support
Collaboration
Power
New opportunities
Confilcts
Bullying
Negative experiences
Racism
Indescribable
Happy
Freedom
Emotions & moods
Expression
Creative exploration
Movement
Calming
Relief
Focus
Sense of self
Changing perspectives
Independence
Support
Thinking processes

Themes
High levels of enthusiasm and 
commitment
Sense of community
Facilitators of LPP 
Hindrances to LPP 
Value for cultural diversity
Overcoming shyness to make 
friends

Overcoming shyness to perform 
in front of others

Leadership
Teachers' support for 

Collaboration between 
participants

Difficulties forming new 
friendships

Increased socialising and making 
new friends

Approaches to coping with 
adverse peer interactions

External issues of peer problems 
- Bullying

External issues of peer problems 
- Racist comments

General emotional impact of 
dance
Experienced self-expression and 
expression of emotions
Self-expression through dance 
movement 
Dance as a stress-relieving and 
calming
Increased ability to focus
Class cultures’ support of 
participants’ focusChanges in perspective, self-
understanding, and self-belief
Self-reflection practices

Chapter Four:  
Social dynamics in 
community dance 

programmes

Chapter Five: Social 
self-efficacy

Chapter Six: Social 
Difficulties, peer 
problems, and 

prosocial behaviours

Chapter Seven: 
Emotional 

experiences, 
hyperactivity/    

inattention, and 
focus

Chapter Eight: Self-
esteem
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Figure A7.1 – Thematic map of the social context of community dance programmes and 
classes (Chapter Four) 

 

 

Associated codes (34): Democratic teaching style, warm class climate, 
didactic/authoritarian teaching style, no socialising in classes, value for sense of 
community, socialising between staff, ethnically diverse staff, open-mindedness about 
different cultures, staff not ethnically diverse, assumptions about my research, 
disparaging/inaccurate comments about hip-hop dance, diverse dance forms, 
contemporary dance only, my role in classes, my impact on community, becoming part of 
the community, welcoming, existing staff culture, centre of community, different age 
groups, older helping younger, cliques, fractured friend groups, friend groups by 
race/ethnicity, mixed ethnicity friend groups, high participation, regular attendance, 
coming to dance even while sick/injured, leading younger participants, no eye contact, 
floorwork, group work, group exercises, creating dance compositions 
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Figure A7.2 – Thematic map of social self-efficacy (Chapter Five) 

 

 

Associated codes (44): Confidence, unsure of impact on confidence, confidence doing 
other activities, transferability of confidence to other areas of life, new people, making 
friends, shy, shy talking to friends shy performing in front of others, talking to new people, 
nervousness, overcoming challenges, proud of self, self-conscious in their movements, 
small/contained body movements, close to body, nervous facial expressions, no eye 
contact, improved dancing skills, embodied confidence, increased confidence, expressive 
movement, larger movements, using full body, taking up space, using the floor, floorwork, 
hesitation,  precise demonstration of dance movements, leading groups, more confident 
when dancing, responsibility, helping others, helping younger classmates, contributing 
ideas, group work, group exercises, creating dance compositions, sharing 
choreography/dance compositions in front of class, different age groups, older provide 
guidance, leading younger participants, learning dance moves, building confidence, 
standing up for self 
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Figure A7.3 – Thematic map of social difficulties, peer problems, and prosocial behaviours 
(Chapter Six) 

 

 

Associated codes (57): democratic teaching style, teachers value collaboration, 
encouragement, value for sense of community, warm class climate, new people, making 
friends, new relationships, no socialising in classes, do not like other participants, 
rejection, helping others, amicable, conflicts, group work, group exercises, collaborative 
exercises, working in pairs, physical connections between bodies, playing games, ice 
breakers, cliques, fractured friend groups, friend groups by race/ethnicity, mixed ethnicity 
friend groups, bossy, did not escalate conflicts, did not understand people, learning dance 
moves, racist comments, racist bullying, negative experiences outside of the programme, 
negative effects of bullying, colourism, body shaming, age differences, older provide 
guidance, talking to adults, resolving conflicts, relating to peers, talking to peers, courage 
to talk to people, improved communication skills, creating dance compositions, better 
listening skills, did not escalate, rudeness, new understanding of people, bullied in school, 
express feelings through dance, explore feelings of being bullied, exercises, participants 
engaged in bullying exercise, helping others learn dance, new opportunities to make 
friends, expressing emotions through dancing in front of others, watching one another 
dance, sharing choreography/dance compositions in front of class 
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Figure A7.4 – Thematic map of emotional experiences, hyperactivity/inattention, and focus 
(Chapter Seven) 

 

 

Associated codes (94): expressive movement,  group work,  group exercises, exercises, 
creative exploration, encouragement, creating dance compositions, express feelings of 
being bullied, freestyling, exercise to create movement to different sounds, teacher 
encouraged expressive movements, dancing allows self-expression, physical expression 
of different emotions, feel open when dancing, dancing makes them feel free, dancing 
makes them feel happy, alive when dancing, cheerful, feel liberated when dancing, feel 
like in a quiet peaceful place when dancing, indescribable feeling when dancing, unique 
feeling when dancing, motivated by dance, exercise to create shapes with body, singing 
similar to dancing, feel the same as when singing, dance and singing have the same 
meaning, contracted bodies inward, lowered bodies to the ground, slow movements, 
physical enjoyment when dancing, other activities lack a certain feeling, limited expression 
of emotions in sports, sharing choreography/dance compositions in front of class, larger 
movements, can express different emotions when dancing, learning dance moves, 
freedom to express all emotions in dance, sports feel different emotionally and physically, 
feels tight in football, stomping, slapping the floor, spatially organised, noisy class early in 
term, dancing makes forget bad things, enjoy dancing, expressed the feeling of strength, 
expressed the feeling of being sad, expressed the feeling of frustration, outstretched 
arms, punching gestures, large upper body movements, teacher taught different ways to 
use body to form shapes to interpret and express emotions, random soundtrack exercise, 
free to express different aspects of self, dance as relaxing, carrying in stress from the 
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outside, dancing makes feel less stressed, dancing more relaxing than yoga, music camp 
noisy and distracting, explore political issues through movement, interpret concepts 
meaningful to them through movement, dancing makes feel calm, dance an outlet for 
energy, improved ability to focus in school, dancing helps focus, difficult to concentrate 
with noise and distractions, disorganised in the space, must keep refocusing, made the 
decision to focus, have to remember choreography, dancing improves the skill of focusing, 
have to remember a lot of dance moves, required to learn more in dance class, practice 
remembering dance and focusing, focusing in dance helps to focus in school, talkative, 
chattiness, wandering mind, distracting, cliques, collaboration, must retain a lot of 
information, dance requires you to think more, staying focussed despite distractions, high 
degree of focus, teacher encouraging staying on task, teacher encouraging quiet, teacher 
encouraging concentration, teacher encouraging respect for others while learning, teacher 
reminders to stay focussed, helping others, intense focus, disruptive in class 
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Figure A7.5 – Thematic map of self-esteem (Chapter Eight) 

 

 

 

Associated codes (44): proud of self, reflected on creative choices, reflected on self, 
reflected on movement choices, self-reflection while creating movement, connect body 
with internal experience, overcoming challenges, reflected on feelings, floorwork, group 
work, group exercises, opportunity to see Hamilton musical, representation, seeing ethnic 
minorities in a musical changed her belief in what is possible, experimenting with different 
ways to express through movement, confidence, physical expression of different 
emotions, teacher encouraged expressive movements, experimenting with different ways 
to interpret movement, creating dance compositions, belief in self regardless of others' 
opinions, expressive movement, don't let others put you down, new desire to not give up 
on herself, expressing emotions through dancing in front of others, sharing 
choreography/dance compositions in front of class, overcoming self-doubt, thoughts and 
beliefs won't help her learn, doing will, learned to not give up while facing a challenge, 
sharing choreography/dance compositions in front of class, creative exploration, 
encouragement, learning dance moves, learned they could do more than they thought, 
express feelings through dance, new awareness of capabilities, teacher taught different 
ways to use body to form shapes to interpret and express emotions, free to express 
different aspects of self, new awareness of limitations, used logic to change thinking, 
learned that practice helps her to learn, previously felt nervous dancing in front of people, 
learn to overcome fear of performing in front of others by changing perspective, self-
evaluation 
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Appendix 8: Collated Assessment Survey 

 

   

 

First name & surname initial _______________________________   Today’s date ____________________ 

Birth month/year  __ __   /__ __ __ __   Gender   F      M    Non-binary   Prefer not to say   

Dance programme name _________________________________________________________________ 

How many classes in the above programme have you attended so far? ________ (enter ‘0’ if it has not yet 
started) 

Have you participated in this dance programme or a similar dance programme before?  Y   /   N 

 If so, what programme(s) have you completed previously? 

 ________________________________________________________________________________ 

________________________________________________________________________________ 

Do you have any other dance training? (Taken a series of dance classes led by a trained teacher)   Y   /   N  

 If so, for how long have you trained?  ____ years ____ months   

 What dance form(s) have you trained in?  ______________________________________________ 

________________________________________________________________________________ 

How much do you enjoy dancing?  

□Not at all           □Only a little    □More than a little bit    □A great deal  □ I can’t live without it 

Questions 1 – 10 below contains a list of statements dealing with your general feelings about yourself. 
Please 
indicate how strongly you agree or disagree with each statement. 
 
1. On the whole, I am satisfied with myself. 

Strongly Disagree  Disagree   Agree    Strongly agree 

2. At times I think I am no good at all. 

Strongly Disagree  Disagree   Agree    Strongly agree 

3. I feel that I have a number of good qualities. 

Strongly Disagree  Disagree   Agree    Strongly agree 

4. I am able to do things as well as most other people. 

Strongly Disagree  Disagree   Agree    Strongly agree 

5. I feel I do not have much to be proud of. 

Strongly Disagree  Disagree   Agree    Strongly agree 

6. I certainly feel useless at times. 

Strongly Disagree  Disagree   Agree    Strongly agree 

7. I feel that I'm a person of worth, at least on an equal plane with others. 

Strongly Disagree  Disagree   Agree    Strongly agree 

8. I wish I could have more respect for myself. 

Strongly Disagree  Disagree   Agree    Strongly agree 

9. All in all, I am inclined to feel that I am a failure. 
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Strongly Disagree  Disagree   Agree    Strongly agree 

10. I take a positive attitude toward myself. 

Strongly Disagree  Disagree   Agree    Strongly agree 

 

For items 11 - 35, please mark the box for Certainly True, Somewhat True, or Not True. It would help us 
if you answered all items as best you can even if you are not absolutely certain or the item seems daft! 
Please give your answers on the basis of how things have been for you over the last six months. 

   
Not True 

Somewhat 
True 

Certainly 
True 

11 . 
I try to be nice to other people. I care about their 
feelings  □ □ □ 

12 . I am restless, I cannot stay still for long  □ □ □ 

13 . I get a lot of headaches, stomach-aches or sickness  □ □ □ 

14 . I usually share with others (food, games, pens etc.)  □ □ □ 

15 . I get very angry and often lose my temper  □ □ □ 

16 . 
I am usually on my own. I generally play alone or keep 
to myself  □ □ □ 

17 . I usually do as I am told  □ □ □ 

18 . I worry a lot  □ □ □ 

19 . I am helpful if someone is hurt, upset or feeling ill  □ □ □ 

20 . I am constantly fidgeting or squirming  □ □ □ 

21 . I have one good friend or more  □ □ □ 

22 . I fight a lot. I can make other people do what I want  □ □ □ 

23 . I am often unhappy, down-hearted or tearful  □ □ □ 

24 . Other people my age generally like me  □ □ □ 

25 . I am easily distracted, I find it difficult to concentrate  □ □ □ 

26 . I am nervous in new situations. I easily lose confidence  □ □ □ 

27 . I am kind to younger children  □ □ □ 

28 . I am often accused of lying or cheating  □ □ □ 

29 . Other children or young people pick on me or bully me  □ □ □ 

30 . 
I often volunteer to help others (parents, teachers, 
children)  □ □ □ 

31 . I think before I do things  □ □ □ 

32 . 
I take things that are not mine from home, school or 
elsewhere  □ □ □ 

33 . I get on better with adults than with people my own age  □ □ □ 
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34 . I have many fears, I am easily scared  □ □ □ 

35 . I finish the work I'm doing. My attention is good  □ □ □ 

For questions 36 – 38, please circle the item you think best describes how you focus on dance tasks, 
listen to others, and make decisions while participating in the dance programme. 

36.  Which item best describes how you think you FOCUS ON DANCE TASKS? 

□ I am not/will not be able to focus on the dance task and might distract others. 
□ I might need to be reminded to stay focused by others. 
□ I am able to focus on the dance task. 
□ I am able to focus on the dance task and even take a leadership role.  

37. Which item best describes how you think you LISTEN & DISCUSS THINGS WITH AN OPEN MIND? 

□ I have significant difficulty listening, speak disrespectfully to others, and might disregard others’ 
ideas. 

□ I need to work on listening and interacting respectfully with others.  I mostly talk about my own 
ideas. 

□ I interact respectfully with others and listen attentively to others’ movement ideas. 
□ I listen to and interact respectfully with others and even encourage others to share their movement 

ideas. 

38. Which item best describes how you think you PARTICIPATE & CONTRIBUTE TO DECISION MAKING? 

□ I rely on others to contribute ideas and sometimes impede decision making by arguing with others. 
□ I rarely contribute movement ideas and watch passively as others discuss their ideas. 
□ I contribute movement ideas, am actively involved in making decisions, and disagree respectfully.  
□ I contribute relevant movement ideas and help direct the group in making decisions. I even help the 

group      process disagreements constructively. 

For questions 39 – 46, please circle the answer that best shows how well you can do each of the 
following things. Scale:  

1=Not very well at all       2=Not well        3= Okay, average       4=Moderately well         5=Very well 

39. How well can you express your opinions when other classmates disagree with you?     1    2    3    4    5    

40. How well can you become friends with other children?          1    2    3    4    5    

41. How well can you have a chat with an unfamiliar person?      1    2    3    4    5    

42. How well can you work in harmony with your classmates?     1    2    3    4    5    

43. How well can you tell other children that they are doing something that you don’t like?     1    2    3    4    5       

44. How well can you tell a funny event to a group of children?      1    2    3    4    5    

45. How well do you succeed in staying friends with other children?      1    2    3    4    5    

46. How well do you succeed in preventing quarrels with other children?      1    2    3    4    5    
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47. What is your ethnic group?  Tick one option that best describes your ethnic group or background. 

Asian / Asian British  
 Mixed / Multiple ethnic groups 

 Indian     
  White and Black Caribbean 

 Pakistani     
  White and Black African 

 Bangladeshi    
  White and Asian 

 Chinese      Black and Asian 
 Japanese     

 
 

 Any other Asian background, 
 please 
describe__________________________
_ 

 

 

Any other Mixed / Multiple ethnic background,  
please describe 
_______________________________ 

 
    

 
  

Black / African / Caribbean / Black British  
 Other ethnic group  

 African   
 

 Arab  
 British    

 
 South American  

 Caribbea
n    

 
   

 Any other Black background, please 
describe__________________________
______ 

 

 

 Any other ethnic group, please describe 
__________________________________
__________  

      
White / White British 

 
  

 English / Welsh / Scottish / Northern Irish  
 Irish   

 
 

 Gypsy or Irish 
Traveller   

 
 

 Any other White background, please 
describe 
_________________________________ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

50. What is your home postcode? ____________ 

Thank you!! 

  

48. Which of the following are in your 
home?  
 Yes 
A desk to study at □ 
A room of your own □ 
A quiet place to study □ 
A computer you can use for school work □ 
Educational software □ 
A link to the Internet □ 
Classic literature (e.g., Shakespeare) □ 
Books of poetry □ 
Works of art (e.g., paintings) □ 
Books to help with your school work □ 
Technical reference books or manuals □ 
A dictionary □ 
Books on art, music, or design □ 
A guest room □ 
A high-speed Internet connection □ 
A musical instrument □ 

49. How many books are there in 
 your home?  
There are usually about 15 books 
 per foot of shelving. Do not include 
 magazines, newspapers, or your  
schoolbooks. 
 
Please tick only one 

  

□ 0-10 books 

□ 11-25 books 

□ 26-100 books 

□ 101-200 books 

□ 201-500 books 

□ More than 500 books 
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Appendix 9: SEQ-C Data Quality Checks – MVA, Little’s MCAR tests, and Normality Plots 

 

Missing Value Analysis: Baseline SEQ-C Social Self Efficacy Subscale Items  
Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

Q39 68 3.47 .889 1 1.4 2 0 

Q40 69 3.75 1.020 0 .0 0 0 

Q41 69 3.30 1.102 0 .0 5 0 

Q42 69 3.84 .964 0 .0 0 0 

Q43 68 3.49 1.139 1 1.4 5 1 

Q44 69 3.61 1.153 0 .0 0 0 

Q45 69 4.13 .856 0 .0 3 0 

Q46 69 3.46 1.079 0 .0 4 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
 

Baseline SEQ-C Social self-efficacy subscale items - EM Means 

Q39 Q40 Q41 Q42 Q43 Q44 Q45 Q46 

3.47 3.75 3.30 3.84 3.48 3.61 4.13 3.46 

Baseline Little's MCAR test: Chi-Square = 8.297, DF = 15, Sig. = .911 

 

Missing Value Analysis: Follow-up SEQ-C Social Self Efficacy Subscale Items  
Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

Q39_fu 51 3.59 .983 1 1.9 1 0 

Q40_fu 51 3.80 1.020 1 1.9 0 0 

Q41_fu 51 3.55 1.026 1 1.9 1 0 

Q42_fu 51 4.10 .755 1 1.9 1 0 

Q43_fu 51 3.61 1.133 1 1.9 3 0 

Q44_fu 51 3.65 1.278 1 1.9 0 0 

Q45_fu 51 3.94 1.085 1 1.9 0 0 

Q46_fu 51 3.49 1.046 1 1.9 2 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
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Baseline SEQ-C Social self-efficacy subscale items - EM Means 

Q39_fu Q40_fu Q41_fu Q42_fu Q43_fu Q44_fu Q45_fu Q46_fu 

3.59 3.80 3.55 4.10 3.61 3.65 3.94 3.49 

Follow-up Little's MCAR test: Chi-Square = .000, DF = 0, Sig. = . 

 

Baseline SEQ-C Social Self-Efficacy Subscale Normality Plot 
 

 

Follow-up SEQ-C Social Self-Efficacy Subscale Normality Plot 
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Appendix 10: Total SDQ, Peer Problems Subscale, and Prosocial Behaviours Subscale 
Data Quality Checks – MVA, Little’s MCAR tests, Normality Plots and Ana Nery Fragaso 

Collaboration Scale Chi-Square Results 

Missing Value Analysis: Baseline Total SDQ  
Univariate Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sconsid 72 1.53 .556 1 1.4 0 0 
srestles 72 .99 .778 1 1.4 0 0 
ssomatic 71 .52 .652 2 2.7 0 0 
sshares 71 1.21 .532 2 2.7 0 0 
stantrum 72 .61 .723 1 1.4 0 0 
sloner 72 .40 .597 1 1.4 0 0 
sobeys 72 1.24 .593 1 1.4 0 0 
sworries 72 .79 .730 1 1.4 0 0 
scaring 72 1.47 .530 1 1.4 0 0 
sfidgety 71 .75 .751 2 2.7 0 0 
sfriend 71 1.77 .421 2 2.7 . . 
sfights 72 .26 .531 1 1.4 . . 
sunhappy 72 .44 .648 1 1.4 0 0 
spopular 72 1.17 .581 1 1.4 0 0 
sdistrac 72 .76 .722 1 1.4 0 0 
sclingy 72 .82 .738 1 1.4 0 0 
skind 71 1.72 .453 2 2.7 0 0 
slies 72 .40 .685 1 1.4 0 0 
sbullied 72 .13 .373 1 1.4 . . 
shelpout 72 1.35 .609 1 1.4 0 0 
sreflect 70 1.10 .593 3 4.1 . . 
ssteals 71 .14 .389 2 2.7 . . 
soldbest 72 .60 .597 1 1.4 0 0 
safraid 72 .74 .750 1 1.4 0 0 
sattends 72 1.24 .682 1 1.4 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
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Baseline Total SDQ scale items - EM Means 

 Q11 Q12 Q13 Q14 Q15 Q16 Q17 Q18 Q19 

Baseline 1.53 .99 .52 1.21 .61 .40 1.24 .79 1.47 

 Q20 Q21 Q22 Q23 Q24 Q25 Q26 Q27 Q28 

 .74 1.77 .26 .44 1.17 .76 .82 1.70 .40 

 Q29 Q30 Q31 Q32 Q33 Q34 Q35   

 .13 1.35 1.09 .14 .60 .74 1.24   

Little's MCAR test: Chi-Square = 164.475, DF = 142, Sig. = .095 

 

Missing Value Analysis: Follow-up Total SDQ Univariate Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sconsid_fu 51 1.67 .476 1 1.9 0 0 
srestles_fu 51 .67 .712 1 1.9 0 0 
ssomatic_fu 52 .58 .637 0 .0 0 0 
sshares_fu 52 1.29 .667 0 .0 0 0 
stantrum_fu 52 .67 .706 0 .0 0 0 
sloner_fu 52 .56 .725 0 .0 0 0 
sobeys_fu 51 1.33 .554 1 1.9 0 0 
sworries_fu 52 .83 .706 0 .0 0 0 
scaring_fu 52 1.62 .565 0 .0 0 0 
sfidgety_fu 52 .77 .783 0 .0 0 0 
sfriend_fu 52 1.75 .519 0 .0 . . 
sfights_fu 52 .23 .469 0 .0 . . 
sunhappy_fu 52 .50 .728 0 .0 0 0 
spopular_fu 52 1.40 .569 0 .0 0 0 
sdistrac_fu 52 .58 .667 0 .0 0 0 
sclingy_fu 52 1.04 .685 0 .0 0 0 
skind_fu 52 1.62 .530 0 .0 0 0 
slies_fu 52 .31 .612 0 .0 . . 
sbullied_fu 51 .29 .610 1 1.9 . . 
shelpout_fu 52 1.31 .673 0 .0 0 0 
sreflect_fu 52 1.31 .579 0 .0 0 0 
ssteals_fu 52 .17 .474 0 .0 . . 
soldbest_fu 52 .69 .643 0 .0 0 0 
safraid_fu 52 .63 .658 0 .0 0 0 
sattends_fu 52 1.25 .682 0 .0 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
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Follow-up Total SDQ items - EM Means 

Follow-up Q11 Q12 Q13 Q14 Q15 Q16 Q17 Q18 Q19 

 1.67 .66 .58 1.29 .67 .56 1.32 .83 1.62 

 Q20 Q21 Q22 Q23 Q24 Q25 Q26 Q27  

 .77 1.75 .23 .50 1.40 .58 1.04 1.62  

 Q28 Q29 Q30 Q31 Q32 Q33 Q34 Q35  

 .31 .27 1.31 1.31 .17 .69 .63 1.25  

Follow-up Little's MCAR test: Chi-Square = 66.450, DF = 71, Sig. = .631 

 
 
Baseline Total SDQ Normality Plot 
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Follow-up Total SDQ Normality Plot 
 
 

 
 

Missing Value Analysis: Baseline SDQ peer problems subscale items  
Univariate Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sloner 72 .40 .597 1 1.4 0 0 
rfriend 71 .23 .421 2 2.7 . . 
rpopular 72 .83 .581 1 1.4 0 0 
sbullied 72 .13 .373 1 1.4 . . 
soldbest 72 .60 .597 1 1.4 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 

 
 
 

SDQ peer problems subscale items - EM Means 

Baseline Q6 Q11 Q14 Q19 Q23 

 .40 .23 .83 .13 .60 

Little's MCAR test: Chi-Square = 10.468, DF = 4, Sig. = .033 
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Missing Value Analysis: Follow-up SDQ peer problems subscale items  
Univariate Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sloner_fu 52 .56 .725 0 .0 0 0 
rfriend_fu 52 .25 .519 0 .0 . . 
rpopular_fu 52 .60 .569 0 .0 0 0 
sbullied_fu 51 .29 .610 1 1.9 . . 
soldbest_fu 52 .69 .643 0 .0 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 

 
 
 

SDQ peer problems subscale items - EM Means 

Follow-up Q6 Q11 Q14 Q19 Q23 

 .56 .25 .60 .30 .69 

Little's MCAR test: Chi-Square = 2.818, DF = 4, Sig. = .589 

 
 
 
Baseline Peer Problems Subscale Normality Plot 
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Follow-up Peer Problems Subscale Normality Plot 
 

 
 

Missing Value Analysis: Baseline SDQ prosocial behaviours subscale items Univariate 
Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sconsid 72 1.53 .556 1 1.4 0 0 
sshares 71 1.21 .532 2 2.7 0 0 
scaring 72 1.47 .530 1 1.4 0 0 
skind 71 1.72 .453 2 2.7 0 0 
shelpout 72 1.35 .609 1 1.4 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 

 
 
 

SDQ prosocial behaviours subscale items - EM Means 

Baseline Q1 Q4 Q9 Q17 Q20 

 1.53 1.21 1.47 1.72 1.35 

Little's MCAR test: Chi-Square = 11.489, DF = 8, Sig. = .175 
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Missing Value Analysis: Follow-up SDQ prosocial behaviours subscale items Univariate 
Statistics 

 N Mean Std. Deviation 
Missing No. of Extremesa 

Count Percent Low High 
sconsid_fu 51 1.67 .476 1 1.9 0 0 
sshares_fu 52 1.29 .667 0 .0 0 0 
scaring_fu 52 1.62 .565 0 .0 0 0 
skind_fu 52 1.62 .530 0 .0 0 0 
shelpout_fu 52 1.31 .673 0 .0 0 0 
a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 

 
 
 

SDQ prosocial behaviours subscale items - EM Means 

Follow-up Q1 Q4 Q9 Q17 Q20 

 1.67 1.29 1.62 1.62 1.31 

Little's MCAR test: Chi-Square = 1.776, DF = 4, Sig. = .777 

 
 
 
Baseline Prosocial Behaviours Subscale Normality Plot 
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Follow-up Prosocial Behaviours Subscale Normality Plot 
 

 

 

 

 

 

 

 

 

 

 

 

 

Ana Nery Fragoso Dance Collaboration Rubric Chi-Crosstabs & Chi-Square Results 

Follow- up self-assessment on participation & contributions to decision making 
 Dance Group Control Group 

I rely on others to contribute ideas and sometimes impede decision making by 
arguing with others. 0% 0% 

I rarely contribute movement ideas and watch passively as others discuss their 
ideas. 13.2% 7.1% 

I contribute movement ideas, am actively involved in making decisions, and 
disagree respectfully.  63.2% 71.4% 

I contribute relevant movement ideas and help direct the group in making 
decisions. I even help the group process disagreements constructively. 23.7% 21.4% 

Pearson Chi-Square = 0.450; significance = 0.798 
 
 

Follow- up self-assessment on listening & having discussions with an open mind 
 Dance Group Control Group 

I have significant difficulty listening, speak disrespectfully to others, and might 
disregard others’ ideas. 
 

0% 0% 

I need to work on listening and interacting respectfully with others.  I mostly talk 
about my own ideas. 
 

2.6% 7.1% 

I interact respectfully with others and listen attentively to others’ movement 
ideas. 
 

47.4% 64.3% 

I listen to and interact respectfully with others and even encourage others to 
share their movement ideas 
 

50.0% 28.6% 

Pearson Chi-Square = 2.717; significance = 0.257 
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Appendix 11: Emotional Symptoms Subscale and Hyperactivity/Inattention Subscale Data 
Quality Checks – MVA, Little’s MCAR tests, and Normality Plots 

 

Missing Value Analysis: Baseline SDQ emotional symptoms subscale items Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

ssomatic 71 .52 .652 2 2.7 0 0 

sworries 72 .79 .730 1 1.4 0 0 

sunhappy 72 .44 .648 1 1.4 0 0 

sclingy 72 .82 .738 1 1.4 0 0 

safraid 72 .74 .750 1 1.4 0 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
 

SDQ emotional symptoms subscale items - EM Means 

Baseline Q3 Q8 Q13 Q16 Q24 

 .52 .79 .44 .82 .74 

Little's MCAR test: Chi-Square = 7.563, DF = 4, Sig. = .109 

 

Missing Value Analysis: Follow-up SDQ emotional symptoms subscale items Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

ssomatic_fu 52 .58 .637 0 .0 0 0 

sworries_fu 52 .83 .706 0 .0 0 0 

sunhappy_fu 52 .50 .728 0 .0 0 0 

sclingy_fu 52 1.04 .685 0 .0 0 0 

safraid_fu 52 .63 .658 0 .0 0 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
 

SDQ emotional symptoms subscale items - EM Means 

Follow-up Q3 Q8 Q13 Q16 Q24 

 .58 .83 .50 1.04 .63 

No missing values, so no Little's MCAR test was conducted. 
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Baseline SDQ Emotional Symptoms Subscale Normality Plot 
 

 

 

Follow-up SDQ Emotional Symptoms Subscale Normality Plot 
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Missing Value Analysis: Baseline SDQ hyperactivity/inattention subscale items Univariate 
Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

srestles 72 .99 .778 1 1.4 0 0 

sfidgety 71 .75 .751 2 2.7 0 0 

sdistrac 72 .76 .722 1 1.4 0 0 

rreflect 70 .90 .593 3 4.1 . . 

rattends 72 .76 .682 1 1.4 0 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
 
 

SDQ hyperactivity/inattention subscale items - EM Means 

Baseline Q2 Q10 Q15 Q21 Q25 

 .99 .75 .76 .90 .76 

Little's MCAR test: Chi-Square = 5.193, DF = 8, Sig. = .737 

 
Missing Value Analysis: Follow-up SDQ hyperactivity/inattention subscale items Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

srestles_fu 51 .67 .712 1 1.9 0 0 

sfidgety_fu 52 .77 .783 0 .0 0 0 

sdistrac_fu 52 .58 .667 0 .0 0 0 

rreflect_fu 52 .69 .579 0 .0 0 0 

rattends_fu 52 .75 .682 0 .0 0 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
 

SDQ hyperactivity/inattention subscale items - EM Means 

Follow-up Q2 Q10 Q15 Q21 Q25 

 .67 .77 .58 .69 .75 

Little's MCAR test: Chi-Square = 7.883, DF = 4, Sig. = .096 
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Baseline SDQ hyperactivity/inattention Subscale Normality Plot 
 

 
 
 
 
Follow-up SDQ hyperactivity/inattention Subscale Normality Plot 
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Appendix 12: Rosenberg Self-Esteem Scale Data Quality Checks – MVA, Little’s MCAR 
tests, and Normality Plots 

 

No item on either the baseline or follow-up surveys had more than five percent 
missing values. 

 Self-esteem scale items - EM Means 

 Q1 Q2 Q3 Q4 Q5 Q6 Q7 Q8 Q9 Q10 

Baseline 3.07 2.44 3.22 3.08 1.96 2.42 3.19 2.48 1.93 3.17 

 Baseline Little's MCAR test: Chi-Square = 42.810, DF = 44, Sig. = .523 

 

Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa,b 

Count Percent Low High 

Q1 70 3.07 .573 3 4.1 . . 

Q2 72 2.44 .669 1 1.4 0 0 

Q3 72 3.22 .587 1 1.4 0 0 

Q4 70 3.09 .583 3 4.1 . . 

Q5 72 1.96 .659 1 1.4 . . 

Q6 72 2.42 .783 1 1.4 0 0 

Q7 71 3.20 .749 2 2.7 4 0 

Q8 71 2.49 .939 2 2.7 0 0 

Q9 69 1.93 .810 4 5.5 0 0 

Q10 72 3.17 .650 1 1.4 1 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 

b. . indicates that the inter-quartile range (IQR) is zero. 
 

 Self-esteem scale items - EM Means 

Follow-up 3.23 2.29 3.27 3.23 1.88 2.23 3.21 2.38 1.75 3.21 

 Follow-up Little's MCAR test: Chi-Square = 4.674, DF = 9, Sig. = .862 

 

Follow-up Univariate Statistics 

 N Mean Std. Deviation 

Missing No. of Extremesa 

Count Percent Low High 

Q1_fu 52 3.23 .731 0 .0 2 0 

Q2_fu 52 2.29 .848 0 .0 0 0 

Q3_fu 52 3.27 .630 0 .0 0 0 

Q4_fu 52 3.23 .546 0 .0 0 0 

Q5_fu 52 1.88 .758 0 .0 0 1 
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Q6_fu 52 2.23 .899 0 .0 0 0 

Q7_fu 51 3.20 .825 1 1.9 3 0 

Q8_fu 52 2.38 .953 0 .0 0 0 

Q9_fu 52 1.75 .837 0 .0 0 3 

Q10_fu 52 3.21 .605 0 .0 0 0 

a. Number of cases outside the range (Q1 - 1.5*IQR, Q3 + 1.5*IQR). 
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