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ABSTRACT

Building on my peace-education experience, this inquiry explored a more
creative way to co-construct knowledge around conflict and
transformation. As well as documenting the development of my
educational praxis, this research details how social justice, liberatory
education, creativity and action aligned for me and twelve child co-

researchers through a participatory action research (PAR) experience.

The study comprised four action-research cycles: two group cycles (the
Peace PAR project) bookended by two solo-practitioner cycles. The
Peace PAR project took place in an English primary school in the
Midlands over two school terms, involving 12 inner-city youths aged 10—
11 and four adult participants. Together, we undertook a collaborative
and democratic inquiry into transformative solutions to complex relational

problems.

The Peace PAR Project’'s process revealed the co-research group’s
underlying relational conflict, including the unjust ways we treated each
other and were treated by others (including adults). Our developing
consciousness initiated our transformation towards radically new senses
of self-perception and agency, stimulating more action as we upheld our
right to be considered differently by each other and school staff. Using
cycles of action and reflection to develop understanding and practice, we
co-created an alternative research focus through a radical, inclusive

epistemology.

Four key themes emerged from the study. First, the project demonstrated
how values-led, arts-engaging practices enabled the co-researchers and
| to step beyond dominant discourses and rationality to deconstruct our
personal and social worlds and offer alternatives. Second, blending PAR
and Theatre-of-the-Oppressed methods provided a unique
epistemological framework, pedagogical approach and creative

methodology based on sensory knowledge substantiation: we



understood by seeing, hearing and feeling. Third, the inquiry offers an
original contribution to knowledge by shedding light on how young people
understand peace, peaceful methods, and peaceful mechanisms of
dialogue about conflict. Finally, the study demonstrates the benefits of a
short-lived democratic peace education in a school environment

dominated by more regulated arrangements of space, time, and bodies.

As well as investigating values, oppression, conflict and peace in
exploring how arts-engaged research and drama-led peace education
might help people experience, know and transform conflict, this study
revealed how | taught others and how others taught me within the
contextual influences of our shared learning conditions. Our restorative-
based, values-led inquiry valued human complexity over procedural
simplicity. We concluded that radical change doesn’t need to be violent.
Within the Peace PAR project, we made Our Peace.
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1. Introducing me and the research

| start with an account of my professional journey to introduce myself and
my research. This provides essential context as it was through my work
that | first noticed feelings of discomfort around how young people were
talked about concerning peace and conflict (I had yet to discover the term
‘youth narratives’). My experience being in dialogue with young people
did not match their portrayal in the media. My unease grew stronger as |
encountered school cultures, suspecting that children’s perceptions of
peace and conflict were misunderstood there too. Ultimately, this felt

contradiction became a catalyst for investigation.

In 2011, | left a job supporting young homeless people to start a new post
as Schools Programme Coordinator at a peace education project in
Birmingham, UK. That summer, riots erupted across England in response
to the fatal police shooting of Mark Duggan. Birmingham protestors
marched in outcry and smashed shop windows, and local communities
organised collective clean-up operations. Responding to the riots, Prime
Minister David Cameron re-orientated policy to address what he called
Britain’s ‘broken’ society, yet ‘broken’ did not chime with what | saw and

experienced day-to-day.

Through peace education, | learnt more about the concept of ‘circles’:
spaces where people cooperated, had fun, brought ideas, and enjoyed
meaningful interactions with one another. Providing a break from the
curriculum-driven day, these circles yielded moments where teaching
and learning became more human experiences for both adults and
children. Given the heightened social context, | began to wonder about
their greater social potential. | did not feel Britain was broken while |
interacted with children and young people. Instead, | felt | was involved

in a pedagogy-in-action that could have profound social consequences.



Flash forward to 2018, when our peace education project received
funding from the Home Office and the Office of the Police and Crime
Commissioner to deliver an ‘anti-knife crime’ programme to schools. Our
Minus Violence Plus Peace! project aimed to engage people in dialogue
around peace-making and peace-building (Bickmore, 2011; Galtung,
1969, 1976, 1990, 1996, 2008; Johnson and Johnson, 2005) to counter
the prevailing media, popular culture and policy narratives around

violence evidenced by the ‘anti-knife crime’ terminology itself.

While preparing for the project, | discovered that 690 West Midlands
schoolchildren aged 10-16 had been victims of knife crime in 2018
(Parveen and Halliday, 2019). Moreover, victims’ names were often
omitted from articles, thereby presenting them as statistics rather than

real young people who had lost their lives.

Now a more seasoned peace educator and circle keeper, | therefore
prioritised ensuring people in a circle knew each other's names and used
them to address one another. For example, a regular circle check-in for
a new group was simply to ask, “what is your name, where does it come
from, and how do you feel about it?” In taking turns to answer this
guestion, the group quickly learnt a person’s name and a bit of personal
history too. Participants are always interested, meaning focused listening
and a deep appreciation of the personal insights shared. Our names are
vital to our identity, linking us personally, culturally, and historically to
society and the larger world. To not use names is to risk distancing
ourselves from each other, potentially dehumanising people and

reducing empathy and mutual care.

In 2019, following three fatal Birmingham stabbings over 12 days, police
chiefs declared a city-wide knife-crime ‘crisis’. This increased police ‘stop

and search’ powers and the legal ability to take children and young

! The Minus Violence Plus Peace project is not a feature of this study. However, |
mention it here because my involvement had a profound impact on my thinking and
research.



people off the streets and into police custody. The secondary school
children | worked with discussed these measures in our facilitated circle
sessions. They recognised the measures as short-term solutions that
failed to support young people or those caring for them to find a long-
term remedy. Furthermore, such reactionary measures did not account
for the complex cultural, political, social, and trauma-informed factors that

can lead to young people carrying or using a knife.

| became increasingly concerned that the stakes for learning how to
understand, respond to and transform conflict had never been higher.
Was there a role for peace education’s potential to cultivate creative and

emotionally and socially healthy young people?

“The old question of what a kid needs to become an informed
‘citizen’ capable of participating in making the large and small
public decisions that affect the larger world as well as everyday
life receives honourable mention but not serious consideration.
These unasked questions are symptoms of a new regime of
educational expectations that privileges job readiness above any
other educational values.”

(Aronowitz, 2008 p. xii)

As an allied education professional, my role was once-removed from
formal teaching but sat comfortably alongside it. My oblique educational
view made me curious whether it might be possible to facilitate
knowledge construction about conflict and peace more creatively and
usefully. Using my previous experience as a theatre-in-education
practitioner, | had brought more creative and embodied activities into the

circle, with interesting results.

| began to consider whether post-graduate study might help me ground
an innovative, creative, and transformative peace-education approach
and develop my own educational praxis. Once | embarked on an MPhil

and had my candidature transferred to a PhD, this personal inquiry



transformed into a ‘research problem’ and associated set of research

guestions.

1.1 Research problem
Since the school context | operate in often negates my educational

values, | frequently experience living contradiction. The classrooms |
work in operate under the active assumption that the teacher alone
possesses valuable knowledge, with nothing to learn from the learners.
This assumption is challenged the moment a circle is formed and
understood by its community: children and adults alike become teacher-
students and student-teachers. Under the right conditions, a sense of
hope sustains a shared dialogue different to formal ‘chalk and talk’

lessons.

Pupils experiencing the UK education system in the twenty-first century
will shape future society. To be healthier and safer, we need to
understand more about teaching and learning the skills, attitudes, values,
and behaviours needed for conflict transformation, dialogue, and peace.
To build peace in our schools, we must first recognise that marginalised
peoples’ concerns (including children’s) are not being addressed by

curriculums or school experiences as a whole (Milbourne, 2002).

In the face of seemingly dominant positivist and punitive educational
attitudes and prevailing exhaustion within the education community,

Freire’s (1992) appeal for hope is pressing.

1.2 Statement of purpose
As hope needs to be anchored in practice (Freire, 2014), this study brings

together the theories of participation with a restorative and emancipatory
research approach and Theatre-of-the-Oppressed methods (Boal, 1979)
to work constructively with young people. This thesis accounts for how
arts-engaging participatory-action research processes (Savin-Badin and
Wimpenny, 2014) can contribute to the growing field of radical, critical

and creative peace education (Cremin and Bevington, 2017; Kester,



2008; Lederach, 1995 and 2010; Parker, 2016a). It also documents the
creative contributions young people make as knowledge producers in
social justice work. Lastly, it describes how critical arts pedagogies in
educational settings can provide a robust and supportive process for
young people to share their views, expertise and knowledge (Wright,
2020).

This inquiry was informed by my experience delivering peace education
for a UK charity that works in schools to develop social and emotional
learning and demonstrate how to resolve conflict creatively. Although the
work is informed by the Quaker? testimony of peace (1996), | am not a
Quaker, and this work does not contain any religious content. The work
involves dialogic and creative techniques to help people build, maintain
and repair relationships. From 2011 to 2021, | developed a programme
to help schools develop more peaceful learning environments using a

restorative® philosophy and method.

The charity’s work has already been the subject of several formal studies,
including Sellman (2003), Crowley (2009), Harber and Sakade (2009),
Cremin and Bevington (2017) and Cremin (2018). This study differs from
these insofar as it provides a unique account of the work from the ‘inside’.
My intention was to use my lived experience of peace education to:

e explore more creative ways to co-construct knowledge; mainly

around conflict and the experience of transformation;
e understand and, if possible, improve the experience of a

restorative encounter (Van Ness, 2016); and,

2 Quakers are members of a group that began in England in the 1650s. With origins in
Christianity, the movement’s formal title is the Society of Friends or the Religious
Society of Friends. Core Quaker values, often called ‘testimonies’, include integrity,
equality, simplicity, community, stewardship of the Earth, and peace. The peace
testimony encourages people to be a living witness to peace by making choices about
work, relationships, politics, consumerism, and family life. (Quaker Home Service,
1996).

3 A summary of terms is included as part of a review of the literature, chapter two.



e develop my restorative practice by moving away from a
dependence on the scripted, verbal element of the process
towards a greater sense of perception and a heightened

awareness of the mind-body experiences of everyone involved.

| understand restorative practice as a moral compass that guides and
sustains me personally and professionally (Zehr, 2019). As a navigational
life tool, this compass is best articulated by Howard Zehr’s call for an

approach that:

“Favors compassion and collaboration above competition;
emphasizes responsibility as well as rights; encourages respect
and dignity instead of promoting shame and humiliation; promotes
empathy and discourages ‘othering’; acknowledges the subtlety
and power of trauma and the importance of trauma healing; and
reminds us that we as human beings are not isolated individuals

but are interconnected with one another”.

(Zehr, 2019 p. 7)

This restorative compass became an essential tool helping me navigate
research and academia during this study, and one outcome from this
work is an actionable and achievable set of recommendations for using

PAR and restorative approaches in research (see section 6.4).

My previous theatre-in-education experience (informed by Boal’'s Theatre
of the Oppressed) brought fun, participation, and activism into learning.
Combined with my more recent experiences around peace education and
the current educational system, this inspired me to contemplate how
these different approaches might blend. The desire to ground a
transformative peace education in the context of aesthetic ethics (Page,
2008) and involve others yielded a practical inquiry, and the intentional

development of my own educational praxis informed its approach. |



needed to know how social justice, liberatory education, creativity and
action might align for me and twelve child co-researchers through

participatory action research (PAR).

However, the moment | committed to a participatory methodology and
epistemology and engaged co-researchers, the focus of the research
changed. Committing to an intentionally relational inquiry resulted in us
‘naming’ (Freire, 1996 [1970]) issues we brought into the room and
exploring our relationship with the research and each other in unexpected
ways. This thesis tracks the naming process and its influence on the
research questions behind the inquiry. | account for how | translated my

embodied knowledge as a peace educator into public knowledge.

1.3 Research question(s)
My initial research question was:

1. How does drama-led peace education help people experience,

know and transform conflict?

This question signposts the study’s initial direction and delineates its
scope and scale. True to other ‘fractured future’ (Denzin and Lincoln,
2005) arts-related qualitative studies (Beck et al. 2011; Conrad, 2004,
Lawrence-Lightfoot, 1983), | modified this question once:

a) | encountered the research group.
b) The research progressed and we collectively began to address

emergent issues.

As the twelve co-researchers and | engaged in a radical and extended
epistemology, participating in cycles of action and reflection to develop
our understanding and practice, two supplementary questions emerged

and shaped the study:



2. How can we use each other’s talents to find out more about each
other and ourselves?
3. What factors influence participation and building, maintaining, and

repairing relationships within the PAR group?

The difference between the original research question (number 1) and
the subsequent co-constructed research question (number 2) highlights
the praxis’s influence on the inquiry. | defend this deviation in my
research journey as a necessary and unavoidable part of staying true to
the participatory paradigm and principles of conducting research with not
on others. | explore the reasons for this divergence in my research

journey in sections 3.2 and 5.6.3

1.4 Research design
The emergence of these questions roughly mirrors the overall approach

whereby 1, alongside a group of co-researchers, undertook a
collaborative and democratic inquiry seeking transformative solutions to
complex relational and systemic problems (McNiff, 2017; McTaggart,
1997; McNiff and Whitehead, 2010). In essence, we asked ourselves
what we were doing, whether we could do it better, how to make

improvements and how best to share our learning with others.

Our iterative research cycles included an initial cycle of first-person
inquiry (Reason and Bradbury, 2008b), followed by two cycles of group
work over eight weeks in which | engaged “face to face with others into
issues of mutual concern” (Reason and Bradbury, 2008b p. 6). The final
cycle was one of personal reflection and change where, through this
thesis, | sought to influence broader academic and educational

communities.



Figure 1. Peace Participatory Action Research Project cycles
Cycle 2 Cycle 4
oMe ¢PAR
*PAR Group *Me
Group
Cycle 1 Cycle 3

Cycle one consisted of an investigation of and commitment to my values.
Here, | experienced a living contradiction (Whitehead, 1989; 2008) that
led to a living theory: that a drama-led peace-education experience might
enhance my understanding of a restorative process. Furthermore, |
hoped this study might draw attention to how conflict and peace are

narrated by or through youth (Berents and McEvoy-Levy, 2015).

Cycles two and three built on Paulo Freire’s processes of
Conscientizacdo (conscientisation) through which a marginalised group
(in this case, children) developed a heightened awareness of the forces
affecting their lives and relationships with one another through
participation in knowledge production. My choice of research design and
methods (Theatre of the Oppressed) was political, as | explore in detail
in sections 2.3.1, 2.4.6 and 2.4.7.

Solo, cycle four documents my attempts to work according to an anti-
oppressive ideology honouring the lived realities of people in school and
describes the contradictions arising between my values, beliefs and
actions on the one hand and how the school sometimes operated on the

other.

The research setting was a single primary school. The cohort of co-
researchers was twelve children aged 10-11 who were selected via a
hybrid approach of stratified purposeful sampling (age, previous

mediation experience and parental consent necessary) with the addition



of other subgroups of interest (drama, research). The collaborative
methods included Theatre-of-the-Oppressed techniques (Boal, 1979)

dialogic circles, interviews, drawing, photos, and film.

As the lead researcher, my role was as a facilitator offering problem-
posing questions (Freire, 1996 [1970]) and opening up new
communicative and creative spaces for the group to co-create
knowledge. As part of this, | interviewed four members of staff. | provide
a comprehensive account of the interview guides and protocols | used in

section 4.4.3.

1.5 Rationale and significance
| work in up to eight schools a year (mostly in one UK city), each with

around 460 pupils. Alongside the adults who care for and instruct them,
this small minority of around 3680 children represent a much larger
group, important enough to me to try and understand the nature and

growth of educational knowledge about conflict and peace.

We have all been through an education system that embodies our
society’s beliefs about educational knowledge (Whitehead, 1993). In
England, the government and leaders of educational organisations,
define what counts as valid knowledge (Hordern, 2018). The Department
for Education (DfE) has identified a preferred research institute (the
Education Endowment Foundation) responsible for “improving and
spreading the evidence on what works in education” (Department for
Education, 2016 p. 13). Here, educational knowledge is produced to
meet specific policy objectives. This preferred knowledge is then

distributed to schools.

| want to participate in the generation of new knowledge. Knowledge that
is specific to a local context. | want to engage in practice to generate
knowledge about peace and conflict that can be ‘applied’ in educational
contexts (Hordern, 2018). Facilitating classroom discussions about social

and political concerns — including peace — is an essential educational

10



component for democratic citizenship. These discussions encourage
pupils to be active and critical citizens, disrupt the status quo (Torney-
Purta et al., 2001, Parker, 2016b) and activate change. However,
teachers do not feel confident facilitating dialogue about conflict
(Bickmore, 2005, Parker, 2016b) or enacting the “thoughtful naming
provoked by dissonance” (Bickmore, 2005 p. 164) necessary for critical
thinking, reflection and discussion. Avoiding these conversations and
maintaining tight control over classroom knowledge reinforces the
transmission of simplified content and reduces demands on pupils in

exchange for order and compliance (McNeil, 1999).

My experience as a peace educator provided a research opportunity to
study the potential for peace education in which young people could
“practice roles, skills, understandings and relationships for participation
in democratic dialogue about the inevitable conflicts of social life”
(Bickmore, 2012 p. 115) within a state-funded school. The PAR
methodology provided a framework in which | could:

a) create a democratic space in which the values of respective
cultures could be expressed, respected and upheld (Parker,
2016a)

b) develop the skills of critical thinking to deliberately engage with

difference.

The combination of the framework and skills development resulted in a
confrontation and examination of diversity, peace and conflict (Parker,
2016a), creating a more inclusive, just and person-centred experience:
the ‘Peace PAR project’. | discuss these results fully in chapters five and

SiX.

This study’s unique research design represents an original contribution
to existing knowledge, synthesising Whitehead’s (1989) Living
Educational Theory with Theatre of the Oppressed and participatory-
action-research methodology and methods. This distinctive design
generated evidence of how young people conceptualise the idea of

11



research, the role of a researcher and how a researcher might look. As a
result, my co-researchers and | came to recognise our agentic power to
act and construct realities around research (Cammarota and Fine,
2008b). Additionally, this thesis goes some way to capture the co-
researcher’'s role in conceptualising, knowledgeably observing and
speaking up about peace and peaceful-research processes (Berents and
McEvoy-Levy, 2015).

More specifically, this dissertation documents the messiness of a
context-bound PAR project that addressed real-life problems (Attia and
Edge, 2017; Canosa, Graham and Wilson, 2018; Kindon, Pain and
Kesby, 2007). The problems this project documents include indirect and
direct structural and cultural violence (Bickmore, 2011; Cremin and
Bevington 2017; Cremin and Guilherme, 2016; Galtung, 1969, 1976,
1990 and 2008). It shows how sensitive adult attunement coupled with
dialogic methods and methodology might help build, maintain and repair
group relationships. Additionally, reflections on action reveal different
conceptualisations of PAR. Over time, shifting the focus from methods
(with an emphasis on the tools and processes of PAR) to methodology
(and a more developed understanding of my philosophical assumptions,
theoretical framework and researcher worldview) (Cordeiro, Soares and
Rittenmeyer, 2017).

Although this inquiry utilised creative and theatrical methods, this thesis
does not include a performance, filmed or otherwise. It is not a work of
art but the exegesis of my original contributions to knowledge (Brabazon,
2016). The exegesis will demonstrate rigorous scholarship through my
substantiation of values-committed research. Due to this inquiry’s
creative and responsive nature, its outcomes are not repeatable or
transferable. However, there is scope for repeating specific processes,
as the unique synthesis of values-committed PAR processes combined
with Theatre-of-the-Oppressed methodology and methods is a significant
and original contribution to knowledge. As a review of the existing

knowledge in chapter two will demonstrate, this was the only way | could
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have conducted this research. What was lost in repeatability and

transferability was gained in innovation and originality.

1.6 Role of the researcher
| initially approached this inquiry through self-reflection, aiming to make

thoughtful changes rooted in critical reflection (Kemmis and McTaggart,
2000). What follows is a record of my initial first-person inquiry (Reason
and Bradbury, 2008b), which helped me understand my values and
perspective on the world. | hope this personal narrative — this view into
my weltanschauung or worldview — resonates and engenders critical

thinking and self-discovery for the reader, too (Ellis and Bochner, 2000).

In blurring the lines between the researcher and the researched, | hoped
the perspectives and practices of those | participated with might
challenge existing theories. Our engagement helped shape the
conditions and experiences of both school and research life (Kemmis and
McTaggart, 2000).

As the study progressed, | became more aware of my ability as the lead
researcher to model ways for the collective to strengthen its capacity by
identifying talents. During this project phase, | drew on facilitation and
mediation skills to address issues and devise action (Castro et al., 2004,
Forester, 1999).

My use of the first person throughout this thesis emphasises my
commitment to informed, committed and intentional educational action
(McNiff and Whitehead, 2010 pp.34-41). | believe what | am saying is
valuable and significant, and | hold myself accountable to my message.
If | can communicate in a way that touches you, if | can share my theory
of knowledge as it lives and grows in a way you understand — perhaps
even makes you smile —then | believe you might think more deeply about
the experience of education in the twenty-first century. | hope these
thoughts may come to inform your actions. | invite you to develop this

living knowledge with me. If you are engaged in the story of this research,
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then you will have tested my claims to knowledge and gone some way to

validating them.

As this research story progresses, | will introduce you to the school where
the project took place (Fosseway?). You will also meet the key players
via quotes and occasional pictures. | have permission to use this material
and have changed all names — including the school’'s — to preserve
anonymity. The narrative includes accounts from children and adults |
engaged with. | have tried to respect and value their autonomy and
freedom as they report on and interpret their educational development
(Whitehead, 1993). | wish to clarify that | am not ‘giving voice’ to others
through these accounts — it is not my role to provide others’ voices.
However, by making this thesis public, | aim to amplify participants’
voices. This amplification is political, as | also intend to engage the ears

of those who (I believe) need to hear these voices.

In this next section, | consider my prospective reflexive ability to think on
my positionality as a researcher (Attia and Edge, 2017). In later sections
(6.7.2 and 6.7.22), and in an attempt to move beyond existing self-
knowledge (Doyle, 2013), | will detail how retrospective reflexivity

informed research cycles (Attia and Edge, 2017).

1.6.1 Researcher assumptions
My ethical standards and commitment to authenticity and social justice

informed and guided my role as a peace educator and my choice of post-
graduate study. This meant a prompt and conscious investment in an
ethical strategy encompassing early researcher subjectivity and scrutiny
of practice (Canosa et al., 2018; Graham et al., 2013). As | enact my
values and beliefs in the teaching and learning spaces | occupy, a
reflection of my own education experience was paramount as, to some
extent, | am re-enacting the education | value — the one that worked for
me (Kidd, 2015).

4 This is a pseudonym
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Although primarily schooled through the British education system, |
enjoyed a formative educational experience at a diverse, international
primary school in Botswana until | was eight. The student body was
mixed: the largest groups were African, white (Afrikaans and British) and
Indian and a typical class featured up to 15 first languages. | remember
a creative learning environment with time spent painting, cooking, and
playing — experiences similar to the contemporary UK Early Years
Foundation Stages. | could remove my shoes in lessons and breaks as
the school considered it normal for children to play barefoot, and |
remember eating lunch outside and making decisions about where |
played during breaks. These examples mark differences between

Botswanan and English schooling norms and profoundly affected me.

A move to Guildford, Surrey, to join a Year Three class in a Church of
England primary school in 1986 was a culture shock. | remember being
confused by noisy indoor lunches, where we were trained to put our
hands up to have our plates cleared away. | recall a sense of indignity at
not being allowed to perform such tasks. Adults seemed overly
concerned - frantic even - with endeavours such as lining children up and

organising our play during breaks.

Due to my parent’s separation and subsequent house moves, | attended
more schools, sometimes joining partway through a school year. As the
‘new girl’, 1 quickly learned to establish myself in different situations with
new people. My willingness to perform saw me cast in school plays.
Outside of the performances, | continued to create a ‘role’ for myself
(outgoing, friendly, bubbly and dramatic) and my teachers and peers
confirmed and reinforced this. | learned that an association with drama

helped me form a socially approved identity.

| feel challenged when | reflect on my powerful voice back then. Could
privilege and peer esteem have led me to put my hand up more in class,
participate in school plays and establish friendships across diverse

groups? Did the privilege of a white, middle-class upbringing, an
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international foundational school experience and supported engagement
in extracurricular activities give me the confidence to engage in groups

more ably?

My drama activities in and outside of school exposed me to people who
celebrated creativity, performance and rehearsal-process discipline. |
became used to working with people older than me or with a peer | may
have known - but not engaged with - from school. Involvement in drama
gave me a useful identity when navigating various school groups and
sub-groups; | remember observing friendships, relationships and

entrenched groupings and feeling comfortable moving within these.

Building knowledge creatively through drama satisfied me. | preferred to
learn in a group rather than study in isolation, and | was motivated to help
others learn their lines, develop a character, and accompany them on a
learning journey. As part of a group, drama allowed me to respond,
reimagine and reinterpret the world, which felt more valuable than

completing an assessment or receiving an award.

These memories have a common theme: a circle. We started school
drama lessons in a circle on the floor; at an evening drama group, the
director would encourage us to form a circle of chairs to read a play
together; in my current role as a peace educator, the circle is a
fundamental element, assuming equal worth and dignity for all. The
structure provides a crucible for forging patience, humility, deep listening,
acceptance, a willingness to sit with uncertainty and shared responsibility
(Pranis, 2014). Working in a circle is second nature for me, and | feel

uncomfortable if asked to function differently.

As a natural group-gathering formation, the circle has led me to reflect
that working with others has been integral to my development as a
practitioner. For me, group working is an experience in creative synergy:
| enjoy the back and forth of reflected and refracted ideas and am

energised by an idea’s evolution within a circle, emerging from one
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person, taken up by another, growing and unfolding as more people
contribute. | find this sense of being fully involved in the present moment

— this complete absorption in a collective activity — deeply satisfying.

1.6.2 My applied ideology
This study’s self-reflexive nature has spotlighted my formative

experiences, clarifying their guiding influence on my beliefs and practice.

Although | taught theatre at a further education college after graduation,
I never seriously considered a guiding theory or labelled my own or
others’ teaching and learning style. | relied primarily on that
indeterminate, ephemeral sense intuition to inform my teaching. |
intuitively felt that learning was taking place and people were developing
knowledge. | intuitively refined techniques that worked for me and

evaluated them to determine if | needed to try something else.

| saw teaching and learning as interdependent (Miller, 2002), a distinction
that allowed me to create question-friendly and question-inviting (drama)
classrooms that welcomed ambiguity and diversity and celebrated the co-
creation of knowledge. Without the words or theory to articulate it at the
time, | saw the (drama) classroom as a site for mutually democratic and
humanistic appreciation, based on my hunch that we (students and
teachers) learn better reciprocally. | invited students into my practice
rather than keeping them at a distance. My intuition told me not to rely on
a text, theory, or concept alone; that to be effective, ideas needed to
involve others, including a commitment to action, discourse and (often)
ritual. To be understood and really known, | believed a concept needed

to be embodied, enacted, and played with.

| saw teaching as a performative act and performing as a learning act:
both were something | did in participation with others and a mutually
engaged audience (hooks, 1994). As an act of performance, teaching

was not about showing off and commanding the space but about
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provocation to learn, an invitation to be involved in a shared process of

knowledge creation.

As a peace educator today, my engagement with people in learning
processes is still practical, involving circle-based work, games, play,
group work, talking, self-reflection, performances, and rituals.
Discussions about conflict are much easier to navigate and promote if
learners have participated in an activity designed to assist maieutic®
action, e.g. the ‘pushing against each other’ activity in Boal (2002 p. 58).
Boal advocates blending exercise and physical expression through play
(referred to as “gamesercises”), followed by a process of maieutic inquiry
(talking about and questioning what has arisen for participants from the
experience of the “gamesercise”). | continue to utilise this approach as

part of my (thus-far intuitive) educational approach.

A desire for more such moments led me away from teaching into making
theatre in education and community settings. Freed from the constraints
of curricula, | began to use improvisation, dialogic circles, and personal
stories to create theatre unique to the groups | worked with. An exposure
to Forum Theatre® as a theatre-in-education practitioner paved the way
to Augusto Boal's Theatre of the Oppressed (1979). Here, the
democratisation of theatre struck a chord and helped me transition from
a theatre of presentation, where the audience (young or old) were mere
viewers or reactors (invited at best to comment on a play post-

performance), to a theatre of active “spect-actors” (Boal, 1979).

Itis clear that creativity and group-working were celebrated in my school,
home and early career. This process of first-person inquiry (Reason and

Bradbury, 2008b) enabled me to critically examine the impact those

5 Maieutic: The Socratic process of asking questions to stimulate critical thinking and
challenge underlying presumptions/assumptions.

5 A summary of terms is included as part of the literature review in chapter two.

7 Spect-actor: A contraction of spectator and actor. A spect-actor is a spectator who

takes on the role of actor and is no longer a passive observer. The spect-actor is on

equal footing with the actors and can change the action.
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experiences might have had on what | now do. Am | involved in peace
education and theatre-in-education because those disciplines mirror the
experiences | valued growing up? Kidd (2015) invites me to explore this

further, stating:

“We all have an ideology. Our values and beliefs as practitioners
are always enacted in classrooms. Often this is done
subconsciously - we re-enact the education we value, which is
often that which worked for us.”

(Kidd, 2015, p. 10)

Is it possible that | actively seek to recreate my worldview for others via
my role as a peace educator? More worryingly, was my education
experience so socially and creatively successful that | want to recreate it
for others without considering alternative experiences, specifically Black
and Asian British children’s experiences in the school | proposed to do

the project in?

I acknowledge the position and privilege | bring to this account as a
university-educated, white, 42-year-old, able-bodied, heterosexual
female. | often reflect on the make-up of a school's teaching staff:
primarily white and female. | recognise that | have neutralised my accent
and present as southern-ish. In agreement with Weinblatt (2011),
“symbolically, and in other ways, literally, | am the oppressor” (pp. 23).
However, as Weinblatt makes clear in his essay on using the Theatre of
the Oppressed and privilege to support social justice, this work is not
about “bashing straight, white, able-bodied men of means as the source
of all problems” (Ibid). Likewise, this peaceful participatory action

research project is not anti-adult, anti-teacher, or anti-education.

| further acknowledge that | am a non-Indigenous researcher drawing on
Indigenous philosophies and epistemologies. | was exposed to some of
these prior to academic study (including Theatre-of-the-Oppressed

methods). | cannot un-know what | was taught (intentionally or
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unintentionally). However, | can recognise my responsibility for
identifying and interrupting the cycles of oppression | am part of (Tatum,
1992).

| recognise that | embody the white-settler role that has perpetuated white
supremacy. | recognise that Whites and western ways of thinking
currently dominate peace-education and restorative practice in the UK
and that restorative practitioners and peace educators of colour face
inequality and disparity. | see the complacency in some restorative
corners about recognising colonialism’s structural and institutional harms
(Valandra, 2020). | hope not to have fetishised methodologies and ways
of knowing not frequently carried out by non-Indigenous researchers.
Instead, | hope to account for how my white worldview was disrupted

during this inquiry, changing my definitions of wisdom and experience.

“When we recognize that we have been misinformed, we have a
responsibility to seek out more accurate information and to adjust

our behavior accordingly”

(Tatum, 1992 p. 3)

| hope to have increased my own racial and social awareness in the
restorative peace work | undertake and, in publishing this work, not to
have kept these issues at a distance. | acknowledge my part in
perpetuating white-body supremacy (Menakem, 2017) by being a

white circle-keeper and a white restorative-programme coordinator

working for a white-dominated peace-focussed charity.

I am conscious this thesis will largely be seen by others within the
‘alabaster academy’ (Lampert, 2003) who, like me, enjoy positions of
relative power. With this in mind, | hope to influence the project of
decolonising methodologies by speaking “to my own mob” (Aveling, 2013
p. 203) and sharing these learnings. | choose not to present a detached,

seemingly ‘academic’ thesis. | write in the first person as a conscious
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decision to make my racialised-self part of the inquiry (Lampert, 2003).
At the same time, | acknowledge the unease | feel in writing about race-
related issues, as articulated by the ‘Ah, but the whiteys love to talk about

themselves’ (Leibowitz et al., 2010) sentiment.

1.6.3 A continuing prospective reflexivity
| engaged in a process of values exploration to continue cultivating my

prospective reflexivity and investigate the effect of the whole-person-
researcher on the research (Attia and Edge, 2017). | understand values
as the deepest motivations for doing what we do (Dyck, 2008 p. 536). By
investigating my motivations as a researcher, | hoped to achieve a values
congruence: a sense of wholeness where what you see is what you get
(Attia and Edge, 2017).

Table 1 lists my personal, professional, educational, and social values (in
no particular order). This value exploration was essential as | later carried
out a similar activity with the co-researchers. Please note that this table
is a time-bound snapshot of my values, the product of ongoing
exploration and personal reflection on what they are and how they relate

to peace. | revisit these values in section 6.2.1.
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Table 1. Values at the start of the inquiry

Personal Professional Values Educational Values Social

Values Values

Generosity Competence Competence Fairness

Engagement Adaptability/flexibility Authenticity Inclusion

Authenticity Inclusion Creativity Opportunity

Fun Communication/ Engagement Freedom
feedback

Growth Creativity Adaptability Participation

Work/life balance Trust Fun

Autonomy/freedom Teamwork Growth

Hosting Freedom Freedom

Warm social Participation Participation

relationships

Participation
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| have primarily managed to work according to my values so far.
Exceptions include stints in more corporate, profit-driven, hierarchical
organisations where my values felt compromised. Employment in a
Quaker organisation concerned with how values (and more specifically,
peace) are lived out has undoubtedly informed my research practice. My
deep appreciation of creativity, engagement, growth, and freedom initially
drew me to theatre, education and community work. Living out these
values through my peace-education work has only confirmed them for

me.

By systematically identifying my values beforehand (see Table 1), | came
to this research with a greater sense of clarity about my aims. However,
operating from such an open position generated encounters where my
values conflicted with those of other people and institutions, including the
University of Nottingham — the institution judging my capacity as a
doctoral researcher. | experienced some tension around my decision not
to repress my values merely to realise others’ (Bognar and Zovko, 2008),
particularly those | perceived as embedded within the culture of

academia. | discuss this further in chapters six and seven.

1.7 How should | study the world?
Ubuntu is a Nguni word from South Africa that is shorthand for the

proverb “Umuntu ngumuntu ngabantu”, which translates as “I am
because we are/we are because | am” or “l/we” for shorthand. The
concept is known as Botho in Sotho languages, and in Setswana (a
language native to Botswana) reads “Motho ke motho ka batho”. Again,
the meaning is similar: a person is a person through other people. This
African adage encapsulates that we are first and foremost social beings
and that no person is an island. Ubuntu/Botho is not in direct contrast to
Cartesian thinking as it recognises and celebrates the individual.
Therefore, this study acknowledges the spirit of Ubuntu by accepting that

both individuals and groups can care for and respect one another.
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The concept of Ubuntu/Botho supports the building and maintaining of
community and can be seen and felt in the spirit of participation,
cooperation, warmth, openness, compassion, reciprocity, dignity,
harmony, and humanity. Botswana’s political stability and success could,
in part, be traced to Tswana culture and traditions (Molomo, 2009). These
include bogosi (chieftainship), botho (humility) and the kgotla (a circular
meeting place in the centre of the village where each person had the right

to ask questions or give opinions).

Desmond Tutu stressed the importance of Ubuntu in informing the South
African Truth and Reconciliation Commission. He argued that it was the
spirit of Ubuntu that gave rise to a process that had at its core an
acceptance that the humanity of apartheid’s perpetrators and victims
were intertwined. Since apartheid dehumanised both the
oppressor/perpetrator and the oppressed/victim, their healing was
inextricably linked (Murithi, 2009). In his role as chairperson for the
Commission, Tutu distinguished between punitive, retributive, and
restorative justice and claimed a restorative approach was in the spirit of
Ubuntu, with relationships as the central concern. | will later argue that

this worldview has significant research implications.

I respectfully acknowledge the influence of Ubuntu/Botho on this study:
the idea that human beings are in relation with the rest of the world
underpins my ontological and epistemological beliefs. In a socially
constructed world, there are as many realities as people constructing
them. Because reality is defined by any given situation’s context, space,
time and individuals or groups, it cannot be generalised into one common

reality, making conceptions of realities from all cultures legitimate.

My journey to embrace community-based study moved me from a
constructivist/interpretative research paradigm to a
transformative/emancipatory and, closer still, postcolonial/Indigenous
one (Chilisa, 2012). As such, | now describe my ontology as relational

and transformative, based on an I/we relationship.
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| believe people create or co-construct knowledge together. Knowledge
is not out there waiting to be found, but something we construct and give
meaning to. Knowledge emanates from peoples’ interactions,
experiences and cultures. As truth lies within the human experience, true-
or-false statements are context-specific, socially constructed and
determined by a person’s culture and history. Therefore, communities’
stories and belief systems (which include spiritual, earth and cosmic
beliefs) count as legitimate knowledge. For me, this subjectivist
epistemology confirms that people cannot be separated from their
knowledge: there is a direct link between the researcher and research

subject(s).

Within this paradigm, Theatre of the Oppressed (TO) and participatory-
action research (PAR) provided me with an epistemological framework,
pedagogical approach, and research method (Wright, 2020) to ask
critical questions within a group. These included ‘what are you interested
in?’, ‘what is important for you to understand better?’ and, of me, ‘how
might | improve my practice? (Whitehead, 1989, 1993, 2004, 2008;
Whitehead and McNiff, 2004).

From the outset, | knew | wanted to actively involve children as co-
researchers constructing their own realities through Theatre-of-the-
Oppressed methods. However, my reasons for undertaking this research
shifted from purely wanting to describe and represent human nature
(through theatre) to a desire to expand prevailing thinking in people’s

experience of education and facilitate my own and others’ transformation.

As this inquiry exceeded an interpretive description of human nature, |
include reflections on my current practice and articulate and reorder my
values as a researcher. In chapter five and seven, | make a claim to

knowledge by offering to:

describe my practice;

explain my actions;
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develop my epistemological accountability - what | know and how | come
to know ité;

seek validation for my claims to knowledge?®;

go through a personal and social validation process by explaining the
values on which my practice was grounded and using them as standards
of judgement (Whitehead and McNiff, 2006).

1.8 How my thesis is structured
As PAR methodology differs from more traditional physical and social

sciences, so this thesis’s structure and style will also differ. Identifying my
research topic did not depend on establishing a gap in the literature, as
the research question emerged from my commitment to improving
practice. An investigation of PAR’s theoretical and practical applications

will form a significant part of the overall thesis.

To illustrate my evolving research journey, | shape this thesis using three
visual representations (see Figure 2). These ‘forms’ also act as analysis
methods, helping me assess the work’s complexity and developing my

ability to communicate tacit ideas (Redden, 2017 p. 5).

Figure 2. Three forms: Circle, Labyrinth and Spiral

8 | acknowledge that | am at the start of my research practice. As such, knowledge is
still emerging in the present and ahead of me in the future.

° This emerged as a multi-way process as | engaged with co-researchers (children),
colleagues, critical friends and my supervisors for validation.
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1.8.1 The circle
| used the two-dimensional circle to ground myself, the literature, and the

emerging research design. In my mind’s eye, the circle was located at
ground level and provided a space for gathering people and information
and developing understanding. As such, the circle encompassed a
discussion on my position as a researcher (chapter one), the literature
(chapter two), PAR methodology (chapter three), and the design of the

research inquiry (chapter four).

Throughout the thesis, | describe how | came to incorporate insights from
existing propositional theories in the literature in developing my own living
theory of practice. | demonstrate this through in-depth discussions of the
issues as they occurred. Consequently, | interweave relevant literature
references in a coherent and integrated fashion. Because of the
relevance of concepts such as peace education, Freirean pedagogy and
TO, | examine these in detalil in chapter two, where | explore definitions

of key terminology, and weave them into other relevant chapters.

Chapters three and four explore PAR methodology and detail the

research design of what came to be known as the ‘Peace PAR project’.

1.8.2 The labyrinth
The shape remains grounded and two-dimensional when presenting and

discussing findings in chapter five. However, added complexity helped
form a labyrinth. This purposeful deviation from a more linear
presentation and analysis symbolised the circuitous thinking within a
PAR inquiry committed to social justice. Within the labyrinthine chapter

five, | describe three pathways: engagement, values, and learning.

1.8.3 The spiral
The spiral form represents the latter section of the thesis, where |

reviewed the research journey from new vantage points to share final

comments. | am grateful to Beverly Tatum’s (1992) description of a spiral
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staircase that helped give metaphorical form to my personal development

during this inquiry.

Chapter six responds to Call-Cummings-and-Ross’s (2019) appeal to
bring the word failure into the research discourse-and-inquiry process. In
sections 6.7.12 and 6.7.23 | discuss moments of tension, discomfort, and
failure and how | came to see these hurdles and challenges as gifts of

knowledge and opportunities for learning (Dickson and Green, 2001).

Chapter seven presents final comments and concludes the thesis. An
extensive appendix is attached, including all information pertinent to the
project: consent forms, information sheets, letters, guidelines, interview

schedules and a transcript of the final performance.

To those readers nervous about my ethics and research-design
consideration, | emphasise this thesis’s non-linearity: rest assured |
provide a full account of the methods, ethics and design implications in
chapters three and four. | offer the circle, labyrinth and spiral forms to
help guide you through this thesis’s organic nature and account for the

standards of rigour, creativity, and integrity | hope to be judged by.
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2. The (reluctant) literature review

| begin this chapter by owning and investigating my initial reluctance to
review the literature, charting my transition from intuition to theory via
practice and reflection. | also critique education as | see and experience
it in primary schools in England. This critique acknowledges the critical-
peace lens | view education through and my methods for teaching and
learning with others, particularly drama. | also explore overarching
themes such as the right to research, transformation and how to research
restoratively. Towards the end, | appraise some of the literature on
participatory action research (PAR). The significance of epistemological
and ontological alignment to this methodology meant that | gave it greater
prominence over time. A more critical appraisal of the PAR literature
begins in chapter three (methodology) but continues throughout the

thesis.

As practice was a central component of the inquiry, there was a delay in
identifying the research problem (Savin-Baden and Wimpenny, 2014). |
argue this is both defendable and necessary because the problem
formation was not orderly, methodical or foreseeable. This review kick-
started a messy, unfolding relationship with knowledge, discourse, and

praxis as they evolved and informed each other.

| begin with my personal perspective on education — as informed by my

lived experience first and by selected literature second.

2.1 The “reluctance”
“A natural education is by practice, by doing things, and not by

instruction”.
(Cook, 1918 p. 2)

Enrolled on a master's programme (and later a doctorate), | accepted
that | needed to undertake and evidence a comprehensive review of the
literature associated with my research area to further my education. |

learned several prerequisites to post-graduate study, including a clear
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statement of aims, demonstrable familiarity with the literature, sensible
planning, organisation, and clearly expressed and evidenced systematic
thought and argument. | also learned that a post-graduate study requires
careful observation and presentation of the conventions of academic

discourse, including length and referencing requirements:

“We are frightened of initiative, and cling to what we fancy is
established. But it is only established because we cling to it. It is

not knowledge we store in books, it is ourselves we bury.”

(Cook, 1918 p. 8)

At the time, the conventional way of doing a literature review did not
sound or feel enjoyable to me; my heart wasn'’tin it. | felt that my intuitive,

practical, playful knowledge was not valid or legitimate.

In Cook’s (1918) manifesto for play as an educational method, he
guestioned education’s eternal enslavement to books. He urged
educators to remember the oldest truths: that playing and doing are
legitimate educational methods, and if asked to think before acting, we
should also act before thinking. The concept of a literature review felt like
thinking before acting, evidencing a dominant and deeply rooted Euro-

Western research tradition.

My early resistance epitomised Schon’s (1995) description of academia’s
‘high ground’, occupied by the intellectual elite, and the ‘swampy
lowlands’ occupied by the practitioner, me. | feared that only theoretical,
conceptual, and propositional knowledge found in books and papers and

relayed by an ‘expert’ was valid.

| experienced a paradox reading and presenting such knowledge as a
literature review: so much of what | read concerned activity, play,
creativity, and movement, yet | sat statically appraising it all. The paradox

continued as | began undertaking participatory action research —
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spending considerable periods alone, not participating. This research lark
felt too lonely, linear, and ordered; | could not see how to link the creative
chaos and uncertainty | experienced teaching and creating theatre with

analysing and synthesising the literature (Haseman and Mafe, 2009).

However, as a theatre practitioner, | acknowledge and appreciate the
traditional practices one must respect and develop within the arts —
implicit and explicit rules that must be followed in theatre for the
presentation to be considered ‘successful’. Remembering this was
comforting and constructive, helping me recognise the necessity of
academic traditions. This supported me in seeing patterns and links in
what | read and, as they unfolded, understanding how my drama
experience might enliven the research process (Savin-Baden and
Wimpenny, 2014). | let go of my resistance and settled down to a good

read.

2.2 Literature review process
Faced with a literature review of liberatory education, peace education,

restorative approaches (RA), Theatre of the Oppressed (TO) — and
anticipating including a literature review around participatory research
methodology (PAR) — | started where | was comfortable: Boal and his
canon of the Theatre of the Oppressed. Re-reading Boal’s catalogue
(1979, 1994, 2002, 2006) helped me discriminate against other drama
and/or theatre models in education and ground my research work into

justice-orientated education through stories, imagination, and the body.

Boal unsurprisingly led me to Paulo Freire, given their shared heritage
and history. The title of Boal's book Theatre of the Oppressed
(1979) pays homage to Freire’s Pedagogy of the Oppressed (1996),
presumably as a nod to Freire’s influence on his work. The notion of a
dialogic philosophy of education allowed Boal to situate Freire’s ideas
“‘within the context of theatre and performance to incorporate participant

interaction and community reflection” (Berlia, 2015 p. 8). As with Boal, |
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wanted to start with the core Freirean texts (1996, 2005, 2014) as these

works influenced other practitioners and academics | encountered.

‘Researcher’ status within the University gave me access to research
journals for the first time, and | was both thrilled and frustrated at the
sudden accessibility of information. However, my initial excitement about
the wealth of available books, journals, and databases faded as |
reflected on the apparently deliberate concealment of these resources
from those outside the academy. Why should a university login
(dependent on access to cultural and financial capital) be necessary to
unlock this knowledge? This injustice compelled me to question how
access to knowledge might be broadened, and how my inquiry could be

more inclusive, legitimising others’ knowledge.

To build an initial sense of the PAR literature, | first searched the
ProQuest!® Central database. Using the term ‘participatory action
research’ yielded 212,974 results, of which 133,185 were dissertations
and theses, 73,109 scholarly journals and the remainder trade journals,
books, conference papers and other sources. Publication years ranged
from 1979 to 2018, suggesting that PAR is a relatively new field of
scholarly enquiry.

| applied the following steps to ensure a manageable and relevant search

strategy:

= Narrowed the timeframe of interest to between 2010 and 2018,
producing 56,616 records.

= Applied filters to identify only peer-reviewed articles written or
translated into English and available as full-text that appeared in

scholarly journals, yielding 29,324 results.

19 The ProQuest database is a source of scholarly journals, newspapers, reports,
working papers, and datasets, along with millions of pages of digitised historical
primary sources and over 450,000 eBooks.
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Reviewed the ProQuest databases and removed those | judged
outside of my research interest from the search criteria, e.g., Ocean
Technology, Policy & Non-Living Resources, leaving 24,488 results.
Added “education” to the original search term, yielding 18,804 results
and suggests a growing field (several accounts were grounded in
school environments).

Added the terms ‘drama’ to the existing search/filters, yielding 910

results.

| then conducted another ProQuest search of publications from 1993 to

2017, this time using ‘Theatre of the Oppressed’ and ‘participatory action

research’ as search terms. This search yielded 17,782 results, of which

17,209 were dissertations or theses and 551 scholarly journals.

Submissions peaked at 24 records in 2014, suggesting that the

intersection of PAR and TO is relatively new. From here, | narrowed the

date range to 2009-2019. To make this second search manageable and

relevant, | took the following steps:

Applied filters to ensure | captured peer-reviewed, English-text
articles in scholarly journals.
Reviewed ProQuest’s databases, excluding those not applicable to

my area of inquiry. This left me with 203 results.

A third search included the terms ‘participatory action research’, ‘Theatre

of the Oppressed’, ‘education’ and ‘restorative’'! yielded seven results.

Adding the term ‘peace’ to the above filters reduced this to five results:

w0 NP

Tuck, 2008.

Fisher, 2011.
Conrad, 2015.
Janzen et al., 2016.

11| purposefully excluded the term ‘justice’ as this might have misdirected the search
towards criminology/sociology, etc.
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5. Kang, 2018.

From these five results, Conrad’s (2015) case study of youth participatory
research and cultural democracy in action and Tuck’s (2009) description
of paradoxes involved in PAR appeared most relevant to my area of

inquiry.

In 2020, I conducted a fourth search including ‘young people’ and ‘youth’
alongside the existing search terms ‘participatory action research’,
‘Theatre of the Oppressed’, ‘education’, ‘restorative’ and ‘peace’. At the
outset, | limited the search to full text and peer-reviewed publications
available in English. For a final comprehensive scan, | expanded the

search timeframe to publications from 2002 to 2020.

To maintain relevance, | broadened the search’s source types to include
artistic and aesthetic works, audio and video works, blogs, podcasts,
websites, newspapers, dissertations and theses, scholarly journals,

speeches and presentations.

Within these categories, | included the following document types:
research topic, speech/lecture, literature review, dissertation/thesis,
conference, conference paper, conference proceeding, case study, blog,
book, book chapter, annual report, article, audio/video clip,
website/webcasts, transcript and translation. | included the latter since
some relevant literature may have originated from non-English speaking
writers such as Boal and Freire. Also, as with Boal’s translator Adrian
Jackson, his connection to the author provided useful additional source

material.

Conversely, | excluded the following source types: standards and
practice guidelines, trade journals, wire feeds, working papers, reports,
encyclopaedias and reference works, evidence-based medical
resources, government and official publications, historical newspapers,

historical periodicals, and magazines.
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This final search yielded three results, two of which had appeared in the

previous search:

= 2017 search: Tuck, 2008; Fisher, 2011; Conrad, 2015; Janzen et al,
2016; Kang 2018.

= 2020 search: McDonald, Antunez and Gottemoeller, 2006/7; Conrad,
2015; Kang 2018.

Beyond online searches, | identified additional key references via
relevant articles’ bibliographies and while browsing libraries and online

resources.

The literature review remained recursive and iterative, with no clear
endpoint. For example, my increasing familiarity with PAR processes and
practices revealed the need to immerse myself in the literature around
children as co-researchers (Call-Cummings, 2018; Call-Cummings and
Martinez, 2016; Foster-Fishman et al., 2010; Johnston-Goodstar, 2013;
Leitch et al., 2007; Malone and Hartung, 2010; O’Brien and Moules,
2007). Chapter three (Research Methodology) provides a more
comprehensive review of the literature on PAR methodology, while

chapter four (Research Design) addresses PAR ethics.

My aim in what follows is not to provide an in-depth review of Boal's
canon of work or Freire’s contribution to educational theory, critique
western peace education, or comprehensively assess action-research
methodologies. Instead, my expertise emerges from the lived intersection
between the TO, Freirean liberatory pedagogy, peace education and
PAR approaches. | thus present a disciplined analysis of these fields’
intersections, overlaps, and reciprocal feedback loops in the context of a

time-bound research project.
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Figure 3. The lived intersection of research inquiry

My research
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Peace Education
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Bound within arts-based research practice, this enquiry’s research focus
and associated knowledge resources emerged from theory and practice;
therefore, this literature review’'s theoretical ideas and tools only
represent part of the overall inquiry. However, it is an important first step
in developing my transformative-emancipatory perspective. ldentifying
the depth and scope of the existing knowledge base is essential, since |
cannot report on unpublished community knowledge. Building
relationships within the community of inquiry was critical to developing

new knowledge in this study.

My relationship with knowledge, discourse and praxis was constantly
evolving due to my professional interconnectedness with the research
theme, with each domain informing the other (Savin-Baden et al., 2014).
Moreover, the artistic methods, materials, and processes that contributed

to my research focus undoubtedly influenced the enquiry’s emergent
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nature (ibid). Therefore, literature references are identified and referred

to throughout the thesis according to the methodology used.

2.3 Definitions
| have chosen to define key terms and phrases at the outset, paving the

way for fuller discussions as they arise. This section then moves to

explore the conceptual frameworks underpinning these definitions.

2.3.1 Theatre of the Oppressed
The Theatre of the Oppressed is a body of work developed by Augusto

Boal that uses theatre as a tool for social change, combining Image
Theatre, Forum Theatre, Newspaper Theatre, Legislative Theatre,

Invisible Theatre, and Rainbow of Desire techniques.

Figure 4. Tree of the Theatre of the Oppressed
(Emert and Friedland, 2011 p. 5)
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The Theatre of the Oppressed continues to be used worldwide for social
and political activism, education, conflict resolution, community building,
therapy, and government legislation. It is also practised at a grassroots

level by community organisers, activists, and educators.

For Boal, all theatre is necessarily political because all human activities
are political, with theatre being just one. The vision set out in his book,
Theatre of the Oppressed (Boal, 1979), comes to life through the idea
that the passive audience or spectators are empowered (moved to
action) to become ‘spect-actors’, rehearsing strategies and techniques

for social change.

2.3.2 Oppression
The notion of oppression is fundamental to Boal’s approach to theatre

and Freire’s pedagogy. However, there is some western discomfort with
the words ‘oppression’ and ‘oppressed’, and subtle changes to the

language as the method transitions across countries and cultures.

“Oppressed, as a word and as a concept, does not fit well with
bourgeois values. We prefer softer, euphemistic language that de-

emphasizes the condition of the oppressed.”

(Patterson, 2011, p.11)

In the West, this linguistic softening has given rise to Theatre for Living
(Diamond, 2007), Theatre for Liberation (Van Erven, 1991), Theatre for
Change (Landy and Montgomery, 2012) and Participatory Theatre
(Kaptani and Yuval-Davis, 2008).

However, both Freire and Boal used the word ‘oppression’, holding that
the ‘oppressive’ situation must be seen and named for to enable dialogue
and transformation. Freire did not offer a precise definition but examined

oppression, oppressors and the oppressed. Similarly, Boal insisted on
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naming the oppressive situation but did not define oppression per se
(Patterson, 2011).

However, Boal expanded his concept of oppression during his self-exile
in Paris — during which he developed the theatre therapy techniques
resulting in the Rainbow of Desire (1995) — to include “intimate, familial
and societal norms and expectations (as exercised by lovers, parents,
siblings, peers, teachers, bosses, spiritual leaders) that obstruct one’s

will and foster passivity” (Burleson, 2003 p. 25).

I, too, was wary of using the term oppression in my school-based
practice, substituting it with harshness, force, injustice, or control. Indeed,
| looked to develop a physical vocabulary of oppression amongst
primary-school-aged children as part of this research project. Beginning
with an exploration of values (what is important to us/ what helps us live
as our best selves) and what it would be like if our values were
compromised, | hypothesised that by identifying a value (e.g. having fun),
children-as-researchers could explore its opposite (e.g. being bored) and
so identify an oppression. In this research project’s context, the notion of
oppression thus came to be known as a ‘counter-value’. Boal and Freire’s
unbounded use of ‘oppression’ gave me the confidence to leave its

meaning similarly unrestricted in my work.

2.3.3 Image Theatre
Also known as still images, freeze frames or tableaux, Image Theatre is

commonly used as a preparatory technique for other Theatre of the
Oppressed work across dramatic forms. Crucially, the images are
performed without language, depicting people’s lives, feelings,
experiences, oppressions and, in this research project’s case, values and
counter-values. Based on a suggested title or theme, performers use
their bodies to depict or sculpt an image, sometimes enlivened through
movement and sound. Performers are encouraged to physically respond

to one image with another, building a responsive set of related pictures.
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In this way, Image Theatre is never static but the creative evolution of a

group’s shared language.

In Image Theatre, each image is fully withessed and honoured; people
are discouraged from naming what they see or feel in response too
quickly. Words and labels applied too soon lead to rigid, inflexible
thinking, limiting future responses and exploration. However, multiple
meanings and interpretations are invited once the image has been

allowed sufficient time to permeate people’s consciousness.

The democratic, inclusive nature of Image Theatre’s performance images
helps transcend language and cultural barriers, allowing communication
through physical expression. In this enquiry, images provided a level
playing field for children whose first language was not English, removing
any disadvantages compared to more articulate, verbal, or confident

native speakers.

Theatre-of-the-Oppressed approaches consider the ‘monologue’ as a
form of oppression, forcing one person to stop speaking. The aim, then,
is to enter ‘dialogue’: the joint act of speaking and listening, whether
verbal or physical (Davies, 2003). To enter aesthetic dialogue, e.g. via
images, is to enter into anti-oppressive practice. To (re)establish dialogue
is to experience humanisation (Cohen-Cruz and Schutzman, 1993),
bringing about “new and previously hidden meanings and
understandings” (Davies, 2003 p. 216). Recognition and naming of
oppression and the emergence of new understandings help us unlearn

oppression (Berlia, 2015), beginning the process of humanisation.

2.3.4 Practice-based and arts-related research
There are typological differences between an artistic process and arts-

related or practice-based research. In research, the artistic process is
“something that blends the relationship with the medium with emotion
and pursuit of quality” (Savin-Badin and Wimpenny, 2014 p. 4), often

requiring the artist to express their views about life through their work.
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In contrast, | took a practice-based research approach, using art (theatre)
to facilitate learning through investigation. Therefore, in this research

project, the term ‘practice-based research’ represents the:

“most appropriate term to capture the dynamics of a powerful and
distinctive research strategy which meets the needs of both the

artist/researcher and the expectations of the research industry.”

(Haseman and Mafe, 2009 p. 213)

In chapters five and six, | describe transitioning from using theatre to
teach inquiry and enable exploration-based learning (an arts-inquiring
pedagogy) to using theatre to engage a community of co-researchers (an
arts-engaged pedagogy), generating new forms of representation (Savin-
Badin and Wimpenny, 2014).

2.3.5 Peace
The concept of peace is personal, contentious, often abstract and difficult

to describe. I thus follow Cremin and Bevington’s (2017) lead, attempting
to make “peace practicable without compromising or commodifying its

essence” (p. 8).

| start with the notion that peace is a process: a journey towards
something, not a destination. Peace has hope at its core. The peace
process may often be circuitous, complex, and tortuous even, but most
of us can conceive of, dream of or hope for a peace that makes personal

sense.

Some cultures emphasise the idea of internal peace, i.e., peace
experienced inside us. Understood as a state of being, this might involve
offering ourselves compassionate kindness in our thoughts. For others,
peace is understood as a state between people or countries, i.e., a peace

outside of us. Outer peace concerns the external world and our relation
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to it, including the natural environment, organisational cultures,

international relations, communities, and families.

In this research inquiry, peace is understood as an ontological concept
shaped by the personal interpretations of reality, human nature, human
relationships and life’s purpose that make up my worldview (Danesh,
2006). | am concerned with the interconnectedness of our inner and outer
peace and the peace between us, i.e., how we relate to ourselves and

each other.

Peace can also be interpreted in relation to violence: “just as a doctor in
medical school learns to minister to the sick, students in peace education
classes learn how to solve problems caused by violence” (Harris and
Morrison, 2013 p. 12). Under this conception, peace is defined by the
absence of its opposite: violence. It follows that to define or express

peace, we must understand violence (Lentz, 1955, Borrelli, 1979).

| propose defining peace differently: as a proactive, intentional,
collaborative and value-centred attention to justice (Reardon and
Snauwaert, 2015). While | recognise that the absence of violence and
conflict is integral to human welfare, | think there are other, more local

ways of defining peace.

Galtung’s (1969) conceptualisation of positive and negative peace is
particularly useful. In this, negative peace refers to the absence of direct
violence, e.g., a ceasefire during a war. Such an example is classified as
‘negative’ peace because something undesirable has stopped

happening.

Galtung goes on to examine the difference between the direct and
indirect violence that makes up negative peace. Using schools as an
example, direct violence such as bullying/fighting is often visible and easy
to spot. However, subtler, more indirect forms of violence also occur.

Examples include the differential treatment of particular cultures, gender-
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specific assumptions and approaches in sport, or the perpetuation of
colonial attitudes through outdated curriculums (Cremin and Bevington,
2017). Such systematic impairment of individuals or groups’ progress
represents structural violence. Mechanisms that reproduce inequalities
in schools include exclusionary practices and inadequate infrastructure,

such as old or unhygienic toilets or using cabins as classrooms.

Positive peace describes the combined absence of both direct and
indirect violence - both cultural and structural - and the presence of
harmony and social justice. In schools, positive peace is an active,
dynamic process that focuses on building relationships and creating just
social systems that serve the school community’s needs (Bevington and
Gregory, 2019). Positive peace activities such as circles are used to
promote “pro-social attitudes and behaviours to build a culture of care”
(Cremin and Bevington, 2017 p. 5).

2.3.6 Peace education
Like peace, peace education is an elusive concept and is often grounded

in a progressive and pragmatic philosophy of experiential and democratic
education (Dewey, 1916, Freire, 1996 [1970], Montessori, 1949, 2005
[1914], Page, 2008). UNICEF has defined peace education as the:

“process of promoting the knowledge, skills, attitudes and values
needed to bring about behaviour changes that will enable children,
youth and adults to prevent conflict and violence, both overt and
structural; to resolve conflict peacefully; and to create the
conditions  conducive to peace, whether at an intrapersonal,

interpersonal, intergroup, national or international level.”

(Fountain, 1999)

Based on my lived experience as a peace educator, | understand
peaceful means and methods to include group work in circles, dyads and

triads, problem-solving, affirmation, appreciative inquiry, drama, and
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games. Through these, we build relationships, learn to dialogue with
each other and explore how to foster meaningful and constructive

alternatives to violence.

My conception of peace education embraces positive peace as a counter
to oppressive pedagogies and addresses the violence limiting human
flourishing (Bajaj, 2008b, Galtung, 2008, Galtung, 1969). As such, peace
education is a means to surface conflict safely and constructively,
providing an opportunity to learn (Parker, 2016). | believe we can teach
peace because humans intrinsically know and understand how to be
peaceful. As a peace educator, | believe | can impart knowledge, teach
skills, and help foster attitudes of peace; as a learner, | believe | can be
taught by others, particularly young people, about their experiences and
conceptions of peace. This hopeful peace education contends that the
future is never preordained unless we relinquish our agency: we may be

conditioned, but we are not determined.

Like most education, peace education is political in that it is values-
orientated and can be value-explicit'?. Later in this chapter (see 2.4.1), |
will highlight OFSTED’s promotion of values such as meritocracy and
neoliberalism in education through its requirement that schools teach
“fundamental British values” (Nash, 2014). I, too, promote a set of values
and attitudes. The peace education | practice is participatory and

dialogical, with a libertarian pedagogy at its core.

2.3.7 Restorative approaches and practices in education
Restorative practice (RP) has its roots in the UK’s criminal justice system.

However, | aim to move away from descriptions of RP rooted in pre-
existing harm/violence towards a narrative that recognises the healing
power of transformation and redress and embraces a broader ambition

towards fair and just relations.

12 The Peace Education Network in the UK defines the following attitudes and values
that underpin peace education: respect; empathy, belief in positive change by
individuals and groups of people; appreciation of and respect for diversity; self-
esteem; a commitment to nonviolence, equity and social justice; a concern for the
environment and understanding of our place in the eco-system, and a commitment to
equality.
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Simply put, a restorative approach is an alternative framework for
thinking about wrongdoing (Zehr, 2003). The term ‘restorative’
encompasses a variety of programs and practices. However, “at its core
it is a set of principles, a philosophy, an alternate set of “guiding

questions.” (p. 3). Typically, these questions are:

What happened?
What were/are you thinking?
What were/are you feeling?

Who else has been affected?

ok~ w0 P

What needs to happen now to put things right?

Restorative practices can range from formal to informal processes,
including developing emotional literacy, expressing affective statements
that communicate emotions, asking affective questions in a non-
judgemental way, facilitating peace-making circles, and conducting
program planning (Umbreit et al.,, 2005). Beyond its programmatic
function, a restorative approach is “a philosophy, in action, that places
the relationship at the heart of the educational experience” (Corrigan,
2012). Restorative practices are ways of doing, making a restorative

approach a way of being in the world.

I will later (in section 2.4.4) detail how | came to conceptualise restorative
practices as dynamic, peace-building processes promoting hope and
enabling connection with self and others, expanding RP’s exclusive focus
on negative peace. Re-positioning RP as a positive peace-building
practice recognises its proactive potential to address structural and

cultural violence and promote social justice and learning.

2.3.8 Data
| decided early on to limit the use of the word ‘data’, a term | find

problematic when working with human beings. The noun datal®

13| do refer to ‘data’ when discussing information storage and use as part of my
ethical considerations in chapter four (Research Design).
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commonly refers to facts, figures, statistics, and specifics. However, in
the context of social science — where subjects can talk, think and interact
with their environment and with me — | consciously chose to use the terms

material, information, and/or insight(s) when describing responses.

Encountering words such as data, protocol, respondent, fieldwork, field,
and gatekeeper in my researcher training brought up questions for me
regarding their use outside a research setting. How would co-researchers
feel if their school — and the time we spent together — were described to
the academic community as a field? How would Kaliesha'4 feel about
being abstracted to a respondent? While appreciating alternatives such
as field texts (Clandinin and Connelly, 2000) that avoid perpetuating the
notion that data exists in and for itself, | chose not to use this term.
Instead, | reclaimed and re-humanised some existing research language,
consciously re-labelled interview protocols as guides, for example, and

interview respondents as participants.

2.3.9 Participants and co-researchers
Working firmly within a qualitative, participatory paradigm, | chose to

engage those involved in democratic dialogue as co-researchers and co-
subjects (Heron and Reason, 1997) to find creative ways to research,
develop and document collective meaning. As such, | refer to the children
who voluntarily took part in the research project as co-researchers and

the adults as participants.

As well as in this account, | actively used the term co-researcher in the
school during the project phase. | hoped thereby to distinguish the co-
researcher’s role from a passive object (i.e., known by others and acted
upon) to a ‘Subject’ who knows and can act (Freire, 1996 [1970]). This
was a conscious repositioning of the role of the lone, expert, academic
researcher as data collector towards a shared role in which all

participants actively co-produced knowledge. | explicitly aimed to

14 Kaleisha is the Pastoral Manager at the school and accompanied me and the co-
researchers in our eight-week inquiry.
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privilege the children-as-co-researchers and positioned them as active
agents in the process as they came to co-construct the research agenda
(Mauthner, 1997). This aimed to redress the academic research that
mutes young people’s voices “through being tested, surveyed, observed
and interviewed” (Leitch et al., 2007 p. 460).

By recognising research as a dialogical practice, | thus challenge the
paternalistic view that children lack the knowledge or insight needed for
research or that research must be ‘fun’ to engage them (Christensen,
2010). | consider children capable and proficientin determining their lives
and informing and transforming decisions that affect them (Fox, 2013,
Lansdown, 1995). | assert that all people involved in research, regardless
of age, have the right to be taken seriously and treated as sincere and
authentic partners. Moreover, as a joint venture, | am aware that this
inquiry required hard work and considerable time investments of us all.
As such, we should experience shared ownership and acclaim. As co-
researcher Anthony®® candidly replied when asked why it is important

children’s voices are heard in research:

“So, we can get our share of the credit of the research project”

Co-researcher Anthony, 2017

2.3.10 Decolonising methodologies
| am attentive to Tuck and Yang’s (2012) description of decolonisation in

research as unsettling since it recentres whiteness. | want to state that
my use of the term is:
a) political and highlights the wrongs of colonial domination
b) included to purposefully evokes a Eurocentric counter-narrative
(itself a form of epistemic deviance (Mignolo, 2009)) by
acknowledging the contributions of colonised populations across

the globe

15 This is a pseudonym.
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c) used as an ethical marker in relation to social justice for people
oppressed during forms of coloniality (Zembylas, 2018) and

beyond.

In explicitly acknowledging decolonisation as indigenous sovereignty, the
return of stolen resources and by continuing to name the contributions of
Indigenous researchers and thinkers, | hope to avoid an easy (settler)
adoption of decolonisation as a metaphor for other things that might

improve life and research (Tuck and Yang, 2012).

| have attempted to recognise my colonised and uncritical mind (Chilisa,
2012) and the limitations of Western research paradigms. This study is
guided by relational accountability that aims to promote respectful
representation and reciprocity (Held, 2019). As this inquiry advocated for
social justice, rights, and democracy in education, it allowed me to
include alternative knowledge systems and stories, deconstruct the
power relations underpinning the production of knowledge and envision
other ways of doing research (Cram and Mertens, 2016). With an explicit
emphasis on a transformative paradigm and methodologies, | hope to
legitimise other knowledge production processes that accommodate the
shared knowledge and insights of those suffering the oppressive
structures of traditional research and education (Chilisa, 2012 p. 39). |
am, however, aware that my pursuit of transformative agency (see
section 6.7.9) assumes an all-knowing liberator perspective, positioned
to emancipate the oppressed through consciousness-raising pedagogies

and civilising peace-making activities.

| respectfully acknowledge the indigenous and feminist methodologies
and knowledge systems that influenced this study (PAR, Theatre of the

Oppressed, storytelling and circle work, among others). As bricoleur?®, |

16 | evi-Strauss first used the term bricoleur in The Savage Mind (1962). There is no
precise equivalent in English but roughly translates a ‘Jack of all trades’, someone
adept at performing many diverse tasks. | have followed Kincheloe (2001) and chosen
to interpret the noun as gender-neutral.
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have combined what is useful from different schools of thought and
integrated relevant knowledge systems. Doing so has involved strategic
borrowing of the less dominant Euro-Western knowledge bases (e.g.,
action research) alongside selected indigenous and feminist research
methodologies (e.g., circles). | recognise the resulting overlap. Although
emboldened by Wilson’s (2008) advice that research methods may be
borrowed from other paradigms (as long as they fit the “ontology,
epistemology, and axiology of the Indigenous paradigm” (Wilson, 2008
p. 12)), | am conscious that this self-positioning adds to the “gnawing
sense of mayhem” (Smith et al., 2016 p. 132) within academia as | try to

consolidate indigenous knowledges for my white settler-self.

| have not engaged in a comprehensive critique of Euro-Western
research systems, paradigms and methodologies with their mainstream
Anglo-European epistemologies and exclusive, androcentric,
universalistic approaches to knowledge (Gegeo and Watson-Gegeo,
2001). Nor am | fluent in critical race theory or postcolonial discourse,
accepting that postcolonialism is a “useful invention of Western
intellectuals which reinscribes their power to redefine the world” for some
(Smith, 1999 p. 14). My modest critique of Euro-western research norms
(e.g. frame-working, research questions, literature, data collection, and
analysis) evidences a tension between the interest and knowing of the
West and that of the ‘Other’ (Smith, 1999 p. 2). Within the Peace PAR
project, the knowers (me, the co-researchers, and the adult participants)
were evidence sources and truth verifiers. We drew on the cultural
knowledge systems of heritage, youth, schooling, relationships, conflict,
and peace. Where explicitly permitted, | have named the ‘Other’ in this
enquiry, showing their faces, telling their stories and sharing their
insights. However, | have protected identities and safeguarded

information where permission has not been given.
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| acknowledge my power as a researcher to organise, label and describe
material that is not mine (Vidich and Lyman, 1994). As such, | am aware
of my responsibility in ascribing and authorising ways of knowing to the
academy, recognising that this knowledge will potentially inform other
literature and research activities. | recognise that pursuing a doctorate
affords me an elite status in terms of my professional class, the privileges
afforded to my race, and as a member of an elite international institution

in a dominant nation (Addelson, 1992).

2.4 Conceptual umbrellas: education, peace education (restorative
approaches), and drama-led peace education
Having defined the meaning | attribute to this study’s key terms

(oppression, Image Theatre, peace, peace education, restorative
approaches and practices, and other research terminology), | now
describe the conceptual umbrellas under which they sit. This description
includes a non-exhaustive but relevant overview of the critical literature
and concepts relating to education, peace education (including
restorative approaches), Theatre of the Oppressed and Participatory

Action Research.

2.4.1 Education: my lived experience
Education is a political activity; it involves a minority (usually in a position

of power) determining decision-making processes and outcomes
affecting the majority. Schools are sites where struggles for meaning,
freedom and liberation take place. | do not consider these political
struggles disruptive or unsettling but choose to engage with them
critically; to do so is to move towards education that is inquisitive,
empowered and able to challenge the status quo and move away from
an education based on tradition, acceptance and complacency.
Therefore, throughout this thesis, | document my observations and
experiences of politics in my interactions with schools generally and in
the school where the research took place specifically. | emphasise that
all education is political, whether students or teachers acknowledge it or

not.
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This section outlines how educational politics are discernible at a macro,
governmental level, within curricula and within the relationships and
discourse of day-to-day school life. | critique a philosophy of education
based on the external targets that children (and their teachers) must meet
to demonstrate learning progression (Rasmussen et al., 2015). | argue
that this performativity agenda limits more holistic approaches to
teaching and learning that can better respond to significant social,

emotional, political, moral, and spiritual life experiences.

Furthermore, anxiety around the perceived threat of extremism has
permeated education’s social, emotional, and creative domains. | explore
how the educational curriculum enacts this ideology of anxiety — pertinent
to this study since teachers often position peace education within the
citizenship, PSHE!’ or SMSC*2 curricula. To offer an expanded vision of
peace education in schools, | must be clear where it might sit, its potential
and its limitations. | finish by exploring the potential for an ‘aesthetic’
peace education (Page, 2004, 2008), one that that integrates body, mind,
heart and spirit (Cremin, 2015).

As part of continuing post-war modernism, today’s western education
system reflects a society that promotes a global knowledge economy,
techn