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Abstract  

  

The  Living  Newspaper  Program:    

Drama-based  Collaborative  Professional  Development    

with  Teachers  of  English  and  Spanish  as  a  Foreign  Language  

  

Elizabeth  Griffin  Schildkret,  MFA  

The  University  of  Texas  at  Austin,  2013  

  

Supervisor:    Joan  Lazarus  

The  Living  Newspaper  Project,  a  project-based  learning  model  in  which  students  

conduct   research  on  a  topic,  create  a  script,  and  perform  their  work  for   their  peers,  has  

been  an  outreach  program  in  the  Department  of  Theatre  and  Dance  at  the  University  of  

Texas  at  Austin  since  2005,  but  its  potential  as  a  professional  development  program  has  

never   been   explored   at   this   institution.   This   MFA   Thesis   documents   the   process   of  

designing,   implementing,   and   analyzing   a   collaborative   professional   development  

program  for  the  Living  Newspaper  Project.  The  Living  Newspaper  Project  collaborative  

Professional  Development  Program  was  piloted  with  an  English  teacher  in  Austin,  Texas,  

and   three   Spanish   Teachers   in   Merida,   Venezuela.   This   document   examines   their  

thoughts,   observations,   and   experiences   in   the   program,   as   well   as   the   writings   of  

theorists   and   the  work  of  other  professionals   in   arts-based  professional  development   to  

determine   what   aspects   of   a   professional   development   program   enable   teachers   to  

implement  a  Living  Newspaper  in  their  classrooms.  
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Chapter  1:  The  Living  Newspaper  Project  in  Austin  and  Venezuela:    
an  introduction  to  the  project  and  the  research  

  
  Two years ago, 

began my first Living Newspaper Project. Over the next six weeks, 

students through a devising process to research, write, and perform their own play about 

nutrition and childhood obesity, a topic Margaret chose. Margaret was excited by the 

project and marveled at how deeply engaged her students were throughout the process of 

researching their topic, writing a script, and performing that script for their peers. She 

was present in the room while I facilitated drama-based lessons to help students in their 

research and playwrighting. She asked questions about the choices I made in planning 

and facilitating lessons. Margaret facilitated parts of the project on her own when the 

hour and a half we had each week was not enough to complete the tasks I had set for the 

students. After her students performed at the end of the project, Margaret expressed 

sadness that it was over. When I asked her if she would try it on her own sometime, she 

kills to teach a 

Living Newspaper on her own. 

 Margaret was one of six teachers whose students participated in the Living 

Newspaper Project that semester, and her story is not unique. Margaret participated in a 

very traditional Living Newspaper residency: a teaching artist would come into a 

classroom for six to eight weeks and lead the students through a play-building process. In 

most cases, the classroom teacher was not engaged in the process of planning and 
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facilitating lessons, and in a few classes, the teacher was not even present in the room 

while a teaching artist taught the Living Newspaper Project. Beyond a planning meeting 

at the beginning of the Living Newspaper Project where teachers and teaching artists 

would plan out the schedule and offer goals that students might accomplish over the 

course of the six-week program, there were no outside meetings, planning sessions, or 

reflections. The Living Newspaper Project was entirely dependent on The University of 

Texas at Austin (UT) graduate students serving as teaching artists and there was little job-

embedded practice for classroom teachers. Once the teaching artist left the room, the 

project ended and would not be repeated. My experience with The University of Texas at 

rofessional development program had taught me that 

giving teachers the tools necessary to implement a project on their own creates job-

embedded practice that the Living Newspaper needed. I set out to create a version of the 

Living Newspaper Project that would leave teachers like Margaret feeling confident in 

their own ability to teach the Living Newspaper. I wanted to create a pilot professional 

development program where teachers could partner with a teaching artist to gain the 

skills they need to implement the Living Newspaper Project with their own students. 

   The Living Newspaper Project, which Margaret and I participated in, has been a 

part of the programming in the UT Theatre and Dance department for the past eight 

years. The Living Newspaper Project, however, has its roots in the Great Depression as 

part of the Federal Theatre Project (1935-1939). Living Newspapers were used to address 
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contemporary social justice issues such as access to housing and farming subsidies 

(Federal Theatre Project, 1935). These historical performances were typically produced 

as partnerships between theatre artists and the community, a tradition maintained by UT 

 

 The Living Newspaper Project first came to UT Austin in 2005 as a partnership 

between The Humanities Institute and the Performance as Public Practice Program 

(Utexas.edu, 2011). The program now exists as part of DFS in partnership with the 

Performance as Public Practice MA/MFA/PhD Program within the Department of 

Theatre and Dance. The Living Newspaper Project functions as outreach into Texas 

public schools, partnering graduate students in theatre with elementary, middle, and high 

school English, Spanish, and History classes.  

 After my initial experience teaching with Margaret in the Living Newspaper 

Project, I began creating and testing versions of the program incorporating professional 

development for teachers. The first professional development program I created for the 

Living Newspaper Project was a small-scale pilot program testing whether the project 

could work as a professional development model. I partnered with an English teacher at 

the Austin Discovery School to create a Living Newspaper with her fourth and fifth grade 

students. This program was a test, not only of a Living Newspaper as professional 

development, but also of the scope of the Living Newspaper Project itself, which had 

never been facilitated with students so young. While the project was a success in the 



 

4  
 

basic sense that the teacher was able to replicate the Living Newspaper in her classroom 

the following semester, there were many challenges. I created all the lessons on my own, 

and as a result, the teacher was unsure of how to plan her own project.  Instead, she used 

my lessons when she taught her own Living Newspaper. She had trouble understanding, 

using, and facilitating some of the drama-based strategies the lessons demanded, and the 

students struggled with the research component of the project. They had difficulty finding 

sources and forgot their research when they began writing their scripts, relying more 

heavily on their imagination than on facts.  

 With the second pilot, a professional development program in McAllen, Texas, I 

attempted to expand the professional development process to include more experience in 

drama strategies and more intentional work with students and teachers on balancing 

research and imagination in script writing. This time I worked with a cadre of four fifth 

grade teachers in the McAllen school system. For the first time, the students chose their 

own topics and wrote their own research questions, a process that required trust and 

skillful facilitation on the part of the classroom teacher. The structure of the professional 

development program consisted of three model lessons and workshops spaced two weeks 

apart. A team of two Performance as Public Practice graduate students and I facilitated 

teachers participated in a day-long workshop sharing drama strategies and model lessons. 

This happened three times, once for every new stage of the Living Newspaper: research, 
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scripting, and performance. Throughout the process, each teacher received weekly one-

on-one time with a teaching artist to co-plan lessons they would facilitate themselves. 

this combination of workshops, model lessons, and co-planning was more successful than 

the previous pilot teachers demonstrated a clear ability to facilitate a full Living 

Newspaper on their own I found that by the end of the project, teachers were exhausted 

and disengaged. In fact, interviews and surveys with the teachers demonstrated that they 

felt less capable of controlling their classroom and facilitating drama than they had when 

they began the project in spite of the fact that all four teachers facilitated engaging, 

informative, creative Living Newspapers (Schildkret, Beasley-Rodgers, Gilbert, n.d.). 

Something was impedin  

  

The  Living  Newspaper  Collaborative  Professional  Development  Program  

 Thinking about these experiences, I set out to create a new professional 

development program that would give participants the confidence Margaret lacked, offer 

the experience the teacher at the Austin Discovery School needed, and foster the 

excitement and commitment the teachers in McAllen lost. This became the Living 

lution I ultimately 

found was to create a program based in collaboration between teachers and teaching 

artists rather than large teacher trainings.  
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 My research addresses the question: What  aspects  of  a  professional  development  

program  enable  teachers  to  implement  a  Living  Newspaper  Project  in  their  classrooms? I 

was interested to know whether, as a result of participating in a collaborative professional 

development program, teachers were able to implement a Living Newspaper Project. If 

so, what aspects of the professional development program contributed to that and in what 

ways?  

 In this thesis, I explain the process of researching, creating, implementing, and 

analyzing the professional development program I piloted. I will lay out the process of 

designing, implementing, and analyzing the professional development program I created 

in a linear way, however, it is important to note that the discoveries and decisions I 

outline in this document were happening organically and simultaneously. For the sake of 

clarity, I have organized these decisions and discoveries into an order that reflects, as 

closely as possible, the order in which they occurred.  

 The typical Living Newspaper Project, as it is taught through the University of 

Texas at Austin, is a six-week project with three stages of inquiry: research, scripting, 

and performance. In each stage, students lead the project by writing their own research 

questions, conducting their own research, writing their own script based on research they 

have collected, and determining the audience for their performance. In the Living 

Newspaper Project, research can take many forms. Students may collect information 

from reference books and internet encyclopedias, from current articles, photos, and 
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songs, and even from their own experiences. Throughout the process, teachers and 

teaching artists weave arts-based research and drama-

work. Teachers use drama strategies such as image work, role play, and theatre games in 

the process of leading students through research and scripting, as well as performance.  

 Given that the Living Newspaper Project requires teachers to confidently 

manipulate drama-based strategies and pedagogy to facilitate students in investigating a 

topic and performing an original script, it is important to understand which aspects of a 

professional development program enable teachers to be confident, experienced, excited, 

and committed enough to the Living Newspaper Project that they would implement it on 

their own. My earlier experiences in the Living Newspaper Project, as well as my 

research into professional development programs, revealed three major aspects of 

professional development that I hoped would help teachers implement the model: 

 job-embedded practice 

 active and drama-based engagement 

 collaboration 

I designed these aspects into my professional development model. At the time, however, I 

did not understand how important they were, nor did I label them in this way. Instead, I 

built opportunities for job-embedded practice, active and drama-based engagement, and 

collaboration into the model I created. I discovered the importance of these aspects in the 

course of my work with participants, and for the sake of narrative clarity, I will call them 
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by these names as I trace their influence throughout the program from initial intentions, 

to implementation, to analysis.  

Job-embedded  practice  

 Job-embedded practice was a key goal behind my work in Austin and Venezuela. 

While there are many ways of defining job-embedded practice in professional 

development, in this project I define job-embedded practice as permanent shift, or 

transformation (Nicholson, 2005), 

-embedded work offers ideas such as 

drama-based instruction as a gift, not a requirement, and provides participants with the 

tools and ongoing support they need to incorporate this gift into their practice 

 job-embedded 

practice as an important part of professional development: 

 In successful programs and change efforts, professional development is not an 
 -to-day professional responsibilities. Rather, 
 professional development is an ongoing activity woven into the fabric of every 
 
 evaluating curricula, instructional activities, and student assessment....When seen 
 this way, professional development is a natural and recurring process integral to 
 all learning environments. (Guskey, 2000) 
 
As you will see, this definition of job-embedded practice underwent a substantial change 

after the program was implemented. In fact, the vocabulary I use to describe this aspect 

of professional development has also changed. When I coded data, I coded for 

-embedded practice. I redefined this aspect as job-embedded 
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practice to reflect the new ways the data required me to think about learner-centered 

education and ongoing practice in a collaborative professional development model. 

 In this professional development program, job-embedded practice and a teacher  

sense of agency are linked. Teachers who feel more agency in leading a Living 

Newspaper might have a greater ability to repeat the project. To accomplish job-

embedded practice at the classroom level with participating teachers, the Living 

-embedded 

practice in its administration, offering a consistency in the way the program is run. 

 There was little job-embedded practice or sustainability built into the Living 

Newspaper Project when I first began working with it as a teaching artist. Graduate 

students planned and facilitated lessons on their own without the help of a classroom 

teacher. There is also little sustainability and job-embedded practice in the administration 

of the program. Graduate students find participants, organize sharings, and serve as 

teaching artists. There is little to no follow-up with previous participants. At UT Austin, 

there is no research to inform or support the work the Living Newspaper Project is 

currently doing in Texas schools. As the program is almost entirely run by graduate 

students, it re-invents itself each time a new cadre of graduates takes over the program. I 

Austin and foster job-embedded practice in its participants in Texas and Venezuela by 

designing, piloting, and thoroughly documenting a collaborative professional 
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development program. I hoped this research would reveal areas where my Living 

Newspaper Collaborative Professional Development Program proves uniquely successful 

in enabling teachers to implement the project. I aimed to create a program that would 

accomplish job-embedded practice through partnership rather than teacher training and 

provide qualitative and quantitative research to support the work the Living Newspaper is 

doing in schools and at UT Austin. It is my hope that this will serve as a written legacy, a 

tangible, scholarly examination of the Living Newspaper Project, and a roadmap for 

future graduate students who take its wheel.  

Active  and  Drama-based  Engagement  

 I also wished to create a professional development program that would provide an 

educational experience grounded in active and drama-based engagement. To do this, the 

program had to be learner-centered  for both the students and the teachers participating in 

the model, as an active and drama-based professional development program promotes 

learner-centered education through the use of drama strategies. Learner-centered 

education is already built into the Living Newspaper Project as it is facilitated at UT 

Austin. The Living Newspaper Project is a classic example of project-based learning, 

meaning it is an outcome-oriented, student-driven approach to teaching and learning 

(Schultz, 2010). In a project-based curriculum, students explore a particular theme or idea 

by posing questions related to a topic and gathering research to support or answer their 

questions (Schultz, 2010). In project-based learning models, students work towards a 
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specific goal. In the case of the Living Newspaper Project, the goal is a performance of 

original material.  

 Although project-based learning programming has recently become popular in 

school systems across the United States, the idea of inquiry-based, student driven 

f 

Proximal Development (Vygotsky, 1978) emphasizes the importance of creating a 

scaffolded, learner-

experiences. The Living Newspaper Project exemplifies this student-driven approach as it 

naturally scaffolds student learning, with teachers guiding students to take more and more 

responsibility for their own education. The outcome of the project is a devised 

performance created through applied research, connected to a social justice issue, and 

grounded in another academic subject (for this study, in Spanish and English).  

Collaboration  

 In describing this collaborative professional development program, I have 

project, Sandra Stauffer, a member of the music education faculty at Arizona State 

deeply. I realized that in previous iterations of this professional development program, I 

the same importance to the participating teachers. I had not been allowing my participants 
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to guide the professional development. To address this disconnect, I chose to create a 

collaborative professional development model. This decision was supported by the small 

majority of the professional development work in this project centered around a one-on-

one partnership with participating teachers in their own classrooms. I hoped that this 

would result in much more individualized instruction for the participating teachers and 

that, through a collaborative partnership, participants would gain a greater ability to 

implement the program on their own. 

Sites  and  Participants  

As I considered participants and sites for the professional development program I 

wanted to create, I thought back to my first experience as a teacher. In 2008, I spent a 

year teaching English in Merida, Venezuela, with the Fulbright English Teaching 

Assistantship Program. The teachers I worked with at the Centro Venezolano Americano 

de Merida (the Venezuelan-American Binational Center, or CEVAM) taught me how to 

manage my 

return, I gave teachers at CEVAM new ideas about using drama and theatre as a teaching 

tool. After returning to the United States in 2009, I made it a personal goal to sustain and 

enrich my partnership with CEVAM as I gained more skill as a teacher and a teaching 

artist. I returned in 2011 with an Ann Shaw Fellowship from Theatre for Young 

Audiences U.S.A to lead a series of workshops in drama-based instruction for English 
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teachers at CEVAM and CEVAZ, its sister organization in Zulia. The collaborative 

professional development program I was designing for the Living Newspaper Project 

seemed to be a perfect opportunity to continue growing and deepening my partnership 

with English teachers in Merida, Venezuela. I hoped with this program to create a job-

embedded working partnership with CEVAM, grounded in quality professional 

development. I decided to deepen the program for myself as a researcher by leading a 

parallel professional development program in Austin, Texas. I hoped that these parallel 

studies would offer an exciting opportunity for teachers, as well as an interesting data set 

for the study I was designing.  

Professional  Development  Program  Goals  

 A professional development program seeks to create change, or praxis, in 

participants by offering participants a specific set of skills (Cahnmann-Taylor & Souto-

Manning, 2010; Nicholson, 2005). Teachers who participate in a successful professional 

development program demonstrate change, or praxis, 

work, and perhaps even in the practices of the school, as outlined in a study conducted by 

the Training and Development Agency in the United Kingdom in 2010 (Opfer & Pedder, 

2010). In the Living Newspaper Professional Development Program, the basic goal is to 

enable teachers to implement a Living Newspaper in their classrooms without the help of 

a teaching artist. To do this, teachers need experience in four types of facilitation:  

1. use of drama-based resources 
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2. experience in drama-based pedagogy 

3. skills in drama-based theatre practice 

4. experience in arts integration 

A teacher implementing the Living Newspaper project needs to be able to use drama-

based instructional resources, strategies, and activities such as tableaux, game as 

metaphor, active discussion starters, role play, etc., that engage students through drama. 

To use these strategies effectively in the classroom, teachers need experience in methods 

used in drama-based pedagogy such as scaffolding, student-based inquiry, teacher 

integrity, etc. Because the Living Newspaper Project is a play-building process leading to 

a performance, teachers implementing the program also need skills in drama-based 

theatre practice, including strategies for guiding students in preparing for performance. 

Finally, to implement a Living Newspaper, teachers need experience in arts integration so 

that they can maintain the integrity of the content and balance the use of both theatre and 

another academic subject, such as English or Spanish. There are many, sometimes 

contradictory, definitions of arts integration in the field of professional development. For 

the purposes of this professional development program, I define arts integration as a 

classroom model that balances arts instruction (in this model, theatre) with another 

academic subject, in this case, English or Spanish as a foreign language (Arts Education 

Partnership, 2002). In this definition of arts integration, Spanish and English are taught 

through the medium of Theatre. This balance maintains the integrity of the art form and 
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the language study. In Chapter Two, I address the ways in which these facilitation 

techniques are incorporated into my professional development model. 

 The goal of the Living Newspaper Project as collaborative professional 

development is not to produce a professional-quality theatrical experience. Theatre and 

drama are the means by which students conduct research, explore social justice issues, 

and engage deeply in academic subjects such as Spanish and English. The Living 

Newspaper is not about product, it is about process. If the process has been carried out 

successfully, students will produce a high-quality product even if they have no prior 

experience in drama or theatre. This  project will provide concrete research through 

qualitative and quantitative analysis and case studies of participants into the aspects of  

Living Newspaper Project as collaborative professional development that enable teachers 

to implement a Living Newspaper Project in their own classrooms. My goal is not to 

write a bible for professional development, but rather to offer a well-documented, well- 

researched alternative to traditional professional development.  

Looking  Forward  

 In the following chapters, I will describe and examine the Living Newspaper 

Collaborative Professional Development Program. I will not seek to prove that this 

collaborative model is the only way to accomplish professional development. Neither will 

ng Newspaper in their 

classrooms and their ability to fully arts-
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 In Chapter Two, I will explain my initial design of the professional development 

program I piloted, the curriculum I planned to incorporate, and the methodology I 

planned to use in my research. As I stated earlier, many discoveries and decisions were 

happening simultaneously in this project, and the design was heavily shaped by 

participants. Thus, I had to choose a point in the project to mark the space between 

intention and implementation. The initial design, as explained in Chapter Two, reflects 

my intentions as they are represented in the application for human subject research I 

the beginning of the Living Newspaper Project and serves as a turning point. After the 

completion of this application, I began seeking out participants, and immediately the 

process of finding and working with participants began shaping and changing my 

intentions. 

 In Chapter Three, I will examine the process of implementing the Living 

Newspaper Collaborative Professional Development Program in Austin, Texas, and 

Merida, Venezuela. I will describe the participants who engaged in the program as well 

as the schools and the cities in which the Living Newspaper Program took place. I will 
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outline what happened at each site and in each classroom, focusing on ways the 

participants shaped and changed the program model.  

 In Chapter Four, I will outline my methods of collecting and analyzing data, 

examining ways in which each participant spoke about the three aspects of professional 

development I focus on in this project: job-embedded practice, active and drama-based 

engagement, and collaboration. In Chapter Five, I will make inferences about the 

program based on this data and offer recommendations for future Living Newspaper 

Programs as well as questions for further research.
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Chapter  2:    Creating  Collaborative  Professional  Development:  
project  design  and  methodology 

  
   The first step in creating a collaborative, job-embedded professional development 

program for the Living Newspaper Project was to develop a model with enough structure 

to give participants a sense of the scope of the program and a clear path to follow. I also  

wanted to design a flexible program that could be adapted for different participants. This 

required research in arts-based professional development as well as drama-based student 

education programming. There are many excellent and diverse professional development 

programs in theatre and arts integration. This project only deals with professional 

development models most relevant to this study. In my research, I focus specifically on 

professional development in theatre for teachers of other academic subjects, as these 

professional development opportunities most closely relate to the program I intended to 

pilot for with teachers for the Living Newspaper Project.  

 Professional development in theatre can be divided into three basic categories, as 

described in Table 1: Single Workshops, Intensive Courses, and In-Classroom or 

Embedded Professional Development. I created these categories myself based on my 

research in arts-based professional development programs, but they are supported by 

scholars like Guskey (2000), Opferr and Pedder (2010), and the Arts Education 

Partnership (2002).  
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Categories  of  Professional  
Development  

Defining  Characteristics   Example  

Single Workshops   Deliver specific 
curriculum content and 
programming to teachers. 
 Often are related to a 

season or introduce a larger 
professional development 
model. 

  
Company Neighborhood 
Bridges Program offers a 
single workshop exploring 
storytelling for teachers. 
The workshop serves as a 
basic introduction to the 
Neighborhood Bridges 
Program. (Neighborhood 
Bridges, n.d.) 

Intensive Courses   Multi-day or multi-week 
workshops  
  Deliver both pedagogical  

instruction and curriculum 
content. 

   
of Culture, Education, and 
Human Development 
offers summer courses in 
theatre education intended 
for enrolled students and 
local teachers. (NYU 
Steinhardt, 2013) 

In-Classroom or Embedded 
Programs 

  Combine professional 
development workshops 
with long-term, teaching 
artist residencies. 
  Offer teachers individual 

instruction in integrating 
theatre into their 
classrooms 

 The University of Texas 

Schools program engages 
local schools and teachers 
in year-long partnerships 
with teaching artists. 
(Cawthon & Dawson, 
2009) 

Table 1: The Defining Characteristics of Professional Development 

 -

curriculum content and programming in a short session lasting anywhere from a few 
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season or serve as an introduction to a larger professional development model. For 

Program offers single workshops in storytelling for teachers, delivering content that 

forms the basis for their long-term partnerships with schools. Childsplay in Arizona, 

Changing Education Through the Arts (CETA) program also offer single workshops. 

These programs deliver a great deal of information very quickly and fit easily into 

ort job-embedded practice as fully 

as a more long-term professional development model (Guskey, 2000). These single 

workshops often focus almost exclusively on curriculum content, rather than on 

pedagogy. 

 Intensive courses often take place in the summer and take the form of multi-day 

or multi-week workshops. These intensives deliver both arts-based pedagogical 

instruction and curriculum content such as lesson planning, experience in facilitating 

strategies and games, and designing units. New York University Steinhardt School of 

Culture, Education, and Human Development is one of many university programs which 

offer intensive courses. This program lasts for three weeks in the summer and is intended 

for enrolled students and local teachers who wish to deepen their instructional practice, 

earn continuing education credits, or renew a teacher certification. Other universities with 
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intensive courses include The University of Texas at Austin, the University of 

Wisconsin-Madison, Eme s Arts Integration Institute, 

and the University of Tennessee at Chattanooga. Professional development programs 

fer 

intensive summer professional development courses for teachers. Childsplay, Seattle 

single workshops, intensive courses are designed to deliver a lot of content very quickly. 

Unlike single workshops, intensives pair curriculum content with pedagogy to offer 

teachers more tools for incorporating the arts into their classrooms. Because they take 

but they might 

have the same capacity to deliver individualized instruction as a long-term partnership 

(Guskey 2000). The content teachers receive is not necessarily tailored to their own 

classroom and their specific needs. 

 In-classroom or embedded programs combine workshops or trainings with long-

term teaching artist residencies to offer teachers individual instruction in integrating 

theatre into their own classrooms. The Drama for Schools Project and Neighborhood 

Bridges both exemplify this model as they partner teaching artists with teachers for a year 

or more (these programs are described in detail later in the chapter). In-classroom or 

embedded programs provide teachers with individualized content and pedagogy. These 
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professional development programs often begin by conducting needs assessments and are 

able to offer teachers experience and help where they need it. Because these partnerships 

the 

opportunity for job-embedded  professional development. Recent studies conducted by 

the Drama for Schools program, however, show that these programs might not always 

-efficacy (Cawthon & Dawson, n.d.). After exploring the 

pros and cons of each model, I chose to focus my research in these in-classroom, 

embedded models because their missions and program designs most closely reflected my 

 

 After deciding on the most appropriate professional development model to suit 

my intentions for the Living Newspaper Program, I began examining different 

professional development programs that employed this model. I focused my research on 

three professional development programs: the Drama for Schools Program developed by 

Minneapolis Neighborhood Bridges Program developed in part by Jack Zipes, and 

Teachers Act UP! created by Melissa Cahnman-Taylor and Mariana Souto-Manning. I 

grounded my pedagogy and project design in the educational theories of Vygotsky. I used 

-centered education and the Zone of Proximal 

Development as criteria for choosing and examining the professional development 

programs I researched. 
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Professional  Development  Models  

 

is modeled after the three professional development programs in teacher education in the 

arts introduced above. Each of these programs fosters learner-centered professional 

development in different ways and approaches job-embedded practice, active and drama-

based engagement, and collaboration differently. In this section, I will examine each of 

these programs individually, focusing on those aspects of the program that were 

particularly useful to me in designing a pilot professional development program for the 

Living Newspaper Project. Table 2 breaks down essential elements of job-embedded 

practice, active and drama-based engagement, and collaboration as exemplified by each 

of the professional development programs I examined. 
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Table 2:  Aspects of Professional Development Programs 

Drama  for  Schools  

 is 

deeply grounded in 

Program  
  
Job-embedded  
practice  

Active   and   Drama-
based  Engagement  

collaboration  

Drama For 
Schools 

 Intentional 
partnerships 
between teachers, 
teaching artists, 
and administrators 

 Begins with a 
needs assessment 
and ends with a 
program 
evaluation. 

 All strategies 
taught are learner-
centered and 
active 

 Teachers 
participate in 
workshops that 
activate drama 
strategies 

 Programming 
based on 

lived 
experiences. 

 Teachers co-plan 
and co-teach 
lessons with a 
teaching artist 

Neighborhood 
Bridges 

 Program-wide 
meetings three 
times a year to 
evaluate progress 

 Emphasis placed 
on storytelling as 
a way of 
activating 

experience 

 Weekly 
reflection 
meetings 
between teacher 
and teaching 
artist 

Teachers Act 
Up! 

 Provides teachers 
with a supportive 
professional 
community 

 
Forum Theatre as 
a means of 
activating 

experiences 
 Culminates in a 

performance by 
participants 

 Provides a space 
for teachers to 
explore shared 
challenges and 
practice 
strategies for 
solving them. 
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developed by Kathryn Dawson and Stephanie Cawthon from the University of Texas at 

Austin. I chose to base it on this research because of the structure DFS employs, which is 

grounded in V  personal experience as a 

teaching artist in the program. DFS aims to provide high-quality job-embedded  

professional development in drama-based instruction and arts integration to teachers of 

all subjects. According to Cawthon and Dawson, 

The DFS model is based on an intentional, ongoing, systemic approach to 
professional development, which emphasizes the importance of an immersive 
workshop format with a strong relationship t
teaching context. (Cawthon &Dawson, n.d.) 

 
In the DFS program, teachers participate in drama strategies led by teaching artists, 

observe master teachers, work with teaching artists to develop drama-based lessons, and 

co-teach strategies and lessons with a teaching artist in their own classrooms. In a typical 

DFS program,  teachers who have chosen to participate rather than having been told to 

participate by an administrator attend workshops together with DFS teaching artists 

where they participate in model lessons and learn new drama-based strategies to 

implement in their classrooms. Teachers co-plan lessons with a teaching artist and then 

are given an opportunity to implement that lesson either together with a teaching artist or 

on their own. Each DFS program begins with a needs assessment to determine the focus 

of the workshops for a particular school or district and ends with a program evaluation by 

participants.  
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 DFS pedagogy is founded on three key theoretical frameworks. Dawson and 

Cawthon describe these as: 

1) active learning within a constructivist framework;  
2) teachers as adult learners and DFS as a partnership [between teachers, teaching 
artists, and administrators]; 
3) student success built upon authentic learning experiences. These theories center 
on how to connect learners with new content, whether they are teachers in 
professional development or students learning standards-based curricula. 
(Cawthon & Dawson, 2009) 

 
In a constructivist framework, as proposed by Vygotsky, the teacher and student work 

together to construct knowledge rather than the teacher endowing the student with the 

knowledge he or she has already acquired (Vygotsky, 1978). In DFS, this theoretical 

framework is evidenced by the emphasis placed on active learning both in a professional 

development setting and in the classroom with young people. According to Dawson and 

Cawthon,  

This DFS approach to classroom instruction insists that students actively co-
 through 

the scaffolded safety of drama-based activities, trying on new language (first 
modelled by the instructor) both in verbal and written form. This dynamic process 
demands higher-order thinking skills and increases emotional intelligence. 
(Cawthon, Dawson, & Ihorn, 2011) 

  

experiences and encourages teachers to take an active role in trainings. Cawthon and 

Dawson explain, 

  If the goal of drama-based instruction is to empower students to engage actively 
 in the classroom, then DFS believes teachers should be trained in a similar 
 manner, using the same tools and activities in training that teachers are 
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 encouraged to use in their classrooms. (Cawthon, Dawson, Judd-Glossy, & Ihorn, 
 2012) 
 
The DFS program fulfills all three of the aspects I examine:  It creates job-embedded 

of applying those strategies in their own classrooms. All strategies taught with 

participants are learner-centered active, and drama-based and the professional 

development program itself strives to also be learner-centered and active. In creating a 

space for teachers to plan lessons with teaching artists, the DFS program also offers 

opportunities for collaboration between teachers and teaching artists.  

 I based much of my project design on the DFS model because it is well-

researched and, in my experience as a DFS teaching artist, an effective way of educating 

teachers in drama-based instruction. In my own experience as a former teaching artist for 

DFS, I found that teachers leave the program with a comprehensive understanding of 

specific drama strategies but often struggle to implement those strategies in a well-

scaffolded drama-based lesson. In an effort to help teachers better grasp the concept of 

scaffolding strategies within a lesson, I chose to create a professional development model 

based in project-based learning. The Living Newspaper Project is naturally scaffolded 

due to the nature of the project-based learning model and therefore models scaffolding 

for the teachers. I also chose to do more one-on-one work with teachers in co-planning 

and co-teaching lessons than is usual in DFS. This direct work with participants in a 

classroom with students offers an even more collaborative approach to professional 
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development and allows teaching artists to individualize instruction for specific teachers 

and students. 

The  Neighborhood  Bridges  Program  

 apolis Neighborhood Bridges Program 

offers another comprehensive approach to collaborative professional development. The 

creative and critical 

oral, literary, and dra Bridges, 

n.d.)   The program incorporates traditional storytelling techniques with creative drama 

lessons, reading, analysis, and creative writing to achieve this mission while at the same 

time intentionally offering teachers opportunities to gain autonomy in teaching the 

Neighborhood Bridges model with their students. Like the Drama for Schools Program, 

Neighborhood Bridges focuses on in-classroom education and partnership between 

teachers, teaching artists, and administrators (Zipes, 2004). The Neighborhood Bridges 

Program involves two stages of professional development:  

1) An intensive summer workshop where teachers are educated in the 

philosophies, pedagogy, and strategies of the program and   

2) A thirty-one week  residency where, for two hours per week, teaching artists 

lead students through a storytelling process where students are hearing, 

reading, and creating stories. 
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 In addition, participating teachers and teaching artists are required to meet with each 

other once a week before or after each lesson. This time is used either to plan for or 

reflect on the lesson. These meetings are intended to be used as a space to discuss 

changes, challenges, and new ideas (Zipes, 2004). 

 The Neighborhood Bridges program exemplifies the job-embedded practice I 

Participants in the complete Neighborhood Bridges Program receive a full background in 

pedagogy, philosophy, and strategies as well as the experience of participating in the 

model in their own classrooms. Zipes explains that collaboration is a critical part of the 

process of creating a successful program: 

 By  not  sharing  knowledge,  the  expert  can  pose  as  omniscient.  We  want  to  show  
   that  we  are  all  fortunately  replaceable,  different  but  replaceable especially  when  
   it  comes  to  sharing  knowledge  and  skills.  (Zipes,  2004)  
  
To  this  end,  Zipes  explains,  the  program  is  very  intentional  about  making  contact  with  all  

the  schools,  teachers,  and  administrators  with  whom  it  partners.  In  addition  to  the  training  

and   planning   meetings   incorporated   into   the   Neighborhood   Bridges   professional  

development  model,   the  program  hosts  community-wide  meetings   three   times  a  year  as  

an   opportunity   for   everyone   involved   in   Neighborhood   Bridges teachers,   teaching  

artists,  and  schools to  discuss  challenges  and  plans  for  the  future.    

   Like  DFS,  Neighborhood  Bridges  operates  on  a  large  scale.  It  is  currently  serving  

500   students   in   seven  Minneapolis   schools   (Neighborhood  Bridges,  n.d.).  Thus,  not   all  
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aspects  of   this  program  are  necessary   for   a   small-scale  pilot  project   like   the  one   I  was  

creating   for   the   Living   Newspaper.   In   a   program   like   mine,   with   no   more   than   four  

participating   teachers,   focusing   on   individual   teachers   is   much   easier   and   much   more  

possible.  There  is  no  need  to  hold  large  workshops,  teacher  trainings,  and  program-wide  

meetings   in   order   to   keep   everyone   informed   and   to   offer   every   participant   an   equal  

opportunity   to   implement   the  model.  This  program  model,  however,  might   serve   as   an  

collaborative  professional  development   into  my  own  model,   requiring  weekly  planning  

and  reflection  meetings  as  part  of  the  learning  process.    

Teachers  Act  Up!  

 Melissa Cahnman-Taylor and Mariana Souto-Manning offer an alternative 

approach to drama-

theoretical work, Pedagogy  of  the  Oppressed (1970), 

model, Theatre  of  the  Oppressed  (1979), 

In Pedagogy  of  the  Oppressed,  Freire argues that an education system where teachers try 

to pack their students heads full of knowledge, like making deposits into a bank, can 

never be effective, and in fact, can only perpetrate oppression (Freire, 1970). To truly 

break free of a hegemonic system, teachers and students must work together to construct 

knowledge. Augosto Boal took this concept of co-constructed knowledge and created 
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Forum Theatre, a theatrical model where actors present scenarios and invite the audience, 

-

present (or indeed, heigh

-Taylor and Souto-

experiences and provide real preparation for the classroom. Unlike DFS, which focuses 

on individual strategies, and Neighborhood Bridges, which focuses exclusively on 

-Taylor and Souto-

 forum theatre and storytelling to offer 

teachers a supportive professional community outside of the classroom, 

own lived experiences (Canhmann-Taylor & Souto-Manning, 2010).  

We believe that if multicultural educators are going to facilitate a process 
whereby students can find their own voices and agency, then educators 
themselves must find their own voices. (Canhmann-Taylor & Souto-Manning, 
2010)  

 
 The professional development program Canhmann-Taylor and Souto-Manning 

outline in their book, Teachers  Act  Up!  follows this basic belief by using Theatre of the 

Oppressed methodology to offer teachers an opportunity to encounter and express their 

own thoughts, struggles, and concerns about teaching. Over a period of several weeks, 

teachers, together with teaching artists, use techniques like forum theatre a participatory 

performance designed by Augusto Boal to create dialogue (Boal, 1979) to play out 

difficult moments in the classroom and find strategies for dealing with the daily struggles 
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a teacher faces. At the end of the professional development, teachers create a 

performance based on the creative work they have participated in during the program. 

 This program offers a unique approach to job-embedded practice. Rather than 

attempting to offer teachers a mastery of individual strategies or programming, this 

professional development focuses on providing teachers with a professional community 

of their peers on whom they might rely for support during and after workshops. The 

program offers a learner-centered, active approach to professional development in a very 

different way from the DFS program. While DFS focuses on adapting individual drama 

-Taylor and Souto-

Manning focus on participants  own lived experiences and the ways these individual 

experiences shape a teacher  practice. This program is also unique in that it culminates 

in a performance; thus the professional development incorporates both drama and theatre 

strategies to achieve its objective to prepare teachers to enter the classroom. Cahnmann-

Taylor and Souto-

among participants. It seeks to create a community of teachers who are bound together by 

their individual and shared experiences. It does not necessarily offer participants 

opportunities to collaborate with teaching artists in the classroom. Because the program 

places its emphasis on the teachers themselves, it offers no opportunity for co-planning or 

co-teaching and does not necessarily give teachers experience in teaching through drama. 

-provoking. While 
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I did not adapt Cahnmann-Taylor and Souto-

experience into my own professional development model.  

 In crafting a pilot program I turned to these three models DFS, Neighborhood 

Bridges, and Teachers Act Up! for examples and models of job-embedded , learner 

centered, active, and collaborative professional development. I based my own pilot 

project on the structure of the DFS program, which has a history of job-embedded  

teacher education, emphasizing the importance of individual work with teachers, model 

lessons, co-teaching and co-planning. I placed value on 

and lived experiences, drawing inspiration from Melissa Cahnman-Taylor and Mariana 

Souto-Manning, and I created spaces for discussion and reflection based on the 

Neighborhood Bridges program. Using the structure of DFS together with Cahnman-

Taylor and Souto-

learning gave me the ability to research and create a new structure and approach to 

professional development grounded in tried and tested programming, while offering 

flexibility and new ways of working together with teachers rather than training them. 

Table 3 describes the ways in which I used different aspects of the three program models 

I examined to create a professional development program that would foster learner- 

centered professional development. 
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Program  
  
Job-embedded  
practice  

Active   and   Drama-
based  Engagement  

collaboration  

The Living 
Newspaper 
Program 

 Begins with an 
informal needs 
assessment 

 Lesson planning 
and reflection 
structures offer 
opportunities for 
flexibility. 

 

 All strategies 
taught are learner-
centered and 
active 

 project-based 
learning provides 
a structure for 
scaffolding drama 
strategies 

 Teachers and 
teaching artists 
co-plan, co-teach 
and reflect on 
lessons taught in 
the program. 

 

Table 3:  The Living Newspaper Program: Aspects of Professional Development 

 I based the design of my own project on the design of the DFS program, focusing 

on in-classroom partnership with teachers in order to create job-embedded practice. I 

incorporated Cahnman-Taylor and Souto-

professional development model by pairing teachers in Venezuela and Austin to create a 

community of support for participants in the project. I drew on the Neighborhood Bridges 

 collaboration between teacher and teaching artist by interviewing 

teachers.  In these interviews, we discussed their experiences in the classroom and their 

s before beginning the process of co-planning, modeling, and co-teaching 

lessons.  I scheduled weekly meetings to use as a space to check in with teachers.  

 

asking and answering questions and ensuring that teachers understood the choices I made 

and that I understood the choices my participants and co-facilitators made. In seeking 
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s

in planning lessons and a means of double-checking our scaffolding (Wilhelm, 2002). In 

this way I created a model for teaching the Living Newspaper that could be sustained 

after I left, a model that would be learner-centered for both teachers and students, active 

and achieved through drama objectives, and deeply collaborative.  

  

Theoretical  Underpinnings  

  I rooted my project design, curriculum design, and the structure of my lesson 

plans in Vy

curriculum of the three program models I researched. In particular, I looked for ways in 

which prog

their lesson structures.  

 The Zone of Proximal Development is the ideal mental space where learning 

takes place. According to Vygotsky, learning can only happen when students are 

challenged to achieve something slightly beyond what they are capable of achieving by 

themselves. This is the Zone of Proximal Development, or ZPD. Vygotsky explains the 

Zone of Proximal Development as: 

 The distance between the actual developmental level as determined by 
 independent problem solving and the level of potential development as 
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 determined through problem solving under adult guidance, or in collaboration 
 with more capable peers. (Vygotsky, 1978) 
 
The Zone of Proximal Development is the gap between what a student already knows and 

what he or she is capable of learning. Vygotksy proposed that this gap between a 

s actual development level and their potential development could be bridged if a 

teacher guided students through a process of discovery, offering tasks with increasing 

difficulty that incorporate both skills a student has already mastered and skills a student is 

attempting to master. This is referred to as scaffolding. Vygotsky explains: 

 Pedagogy must be oriented not to the yesterday, 
 development. Only then can it call to life in the process of education those 
 processes of development which now lie in the zone of proximal development.     
 (Vygotsky, 1978) 
 
Thus, lessons must be challenging, but mus

 Mihaly Csikszentmihalyi deepened the idea of the Zone of Proximal development 

i, 1990). According to Csikszentmihalyi, a 

learner in flow has not only reached the optimal space for acquiring new knowledge 

which Vygotsky terms the Zone of Proximal Development, but is thriving there. A 

learner in flow reaches a state of concentration or complete absorption with new subject 

matter so complete that everything else falls awa

ego (Csikszentmihalyi, 1990).  

 The Living Newspaper Project is deeply rooted in Vygotsky and 

Csikszentmihalyi

d curiosity.  
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through the process of discovering new things. In his book, Enactment   Strategies   for  

Deepening  Comprehension,  Jeffrey Wilhelm offers an approach to teacher education and 

to drama- s on 

the nature of learning with actual descriptions of strategies to use in the classroom that he 

terms  use drama 

methods such as role play, image work, and theatre games to bring text to life and build 

relate to student learning in real classrooms were helpful both in evaluating program 

designs and in explaining educational theories like scaffolding and the Zone of Proximal 

Development to participants. 

 

effective scaffolding by recounting his own experience learning to roof a house. He terms 

show me, help me, let m First, the teacher 

demonstrates a new skill. Wilhelm began learning to roof his house by watching a 

professional at work, asking questions, and listening to explanations. Second, the teacher 

helps a student to attempt the new skill, as Wilhelm does when attempting to nail down 

roof tiles with the help of a professional. Once the student has mastered the skill with the 
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help of the teacher, the student is ready to perform the skill on her own. Wilhelm 

emphasizes the importance of this part of the process in his story about learning to roof a 

house, remembering his feeling of accomplishment at being able to complete the task 

himself. All of the lesson plans Wilhelm offers follow this model of show me, help me, 

e helpful when I am lesson planning, and it serves as a concise 

and simple explanation of scaffolding when I am co-planning with other teachers. As an 

example of the ways in which these theories informed my professional development 

model, in the Living New

together.  

  I fo  but simple and jargon-free explanations of  

icated learning theories extremely helpful in creating a pilot program 

and working with teachers. Vygotsky offers a learning theory whereby job-embedded  

the Zone of Proximal Development necessitates collaboration, as learning can only 

happen when teachers and students are working together on mastering difficult concepts. 

Csikszentmihalyi

collaboration and deepens understanding of what a learner needs to engage with subject 

matter on the deepest possible level. Vygotsky and Csikszentmihalyi

concrete theoretical support for creating learner-centered lessons as well as drama-based 
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methods for planning lessons that are deeply roo

effective and easy-to-remember lesson planning structures based on 

Csikszentmihalyi tical writing and to 

theories and when co-planning.  

 As I looked at program models for the collaborative professional development I 

d each 

program for ways the model prepared teachers to work within their ZPD and scaffolded 

both student and teacher learning to help participants master new, complicated concepts 

effectively. I also looked for ways programs created job-embedded practice, fostered 

active and drama-based engagement, and incorporated collaboration between teachers, 

teaching artists, students, and administrators to engage teachers in learner-centered 

collaborative professional development. 

 

Project  Design  

  The original project design I created to pilot a collaborative professional 

development model for the Living Newspaper Project was firmly based on the structures 

of the DFS and Neighborhood Bridges Programs. I aimed to work with four to eight 

participants, with a minimum of two teachers in each site. In Venezuela, participants 

would be teachers of advanced English (as a foreign language) classes for native Spanish 
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speakers. In Texas, participants would be teachers of advanced Spanish (as a foreign 

language) classes for native English speakers. I hoped that this partnership of English and 

Spanish teachers would bring to the project a cadre of participants who shared two 

common languages, English and Spanish, as well as common experiences in teaching a 

foreign language to non-native speakers. I contacted participants via email and through 

their administrators, but finding participants was much more difficult than I had expected 

This led to some key changes in the implementation of the professional development 

model. These changes will be discussed at length in Chapter Three.  

 The original project design called for four workshops dispersed over a seven-

week period in addition to weekly lesson planning meetings, co-teachings, and 

reflections. I designed the project to begin with a group workshop for all participants. I 

intended to use this workshop as a space to introduce participants both to each other and 

to the strategies and pedagogy of the Living Newspaper Project. This introductory 

workshop would happen twice, once in Merida for Venezuelan participants and once in 

Texas for US participants. In this initial workshop, teachers would not only explore 

strategies and pedagogy, but would also be partnered with a teacher in either Austin or 

Venezuela with whom they could share challenges, successes, and research. I intended 

that each teacher in Austin would be paired with a teacher in Venezuela so that this might 

offer teachers the opportunity to receive different perspectives and offer students the 

opportunity to communicate with a native speaker in the language they were learning. To 
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this end, each introductory workshop would include a Skype session where teachers 

could meet, share experiences, and plan lessons with teachers from their foreign partner 

institution.  

 Following this introductory workshop, teachers would meet individually with the 

me as the teaching artist to plan the general scope of the project and schedule co-planning 

sessions and teaching. The project itself would take place over six weeks, divided into 

two-week segments. Each two-week segment would mark the beginning of a new stage 

of the Living Newspaper Project (research, scripting, and performance), and would begin 

with a workshop for participants specifically intended to give teachers strategies and 

pedagogy for implementing the new phase of the project. In Venezuela, due to distance, I 

planned to offer all three of these specialized workshops in person before the project 

began so that teachers would have the strategies they needed to implement the project on 

their own.  

 Each week, the program would follow a basic structure. First, the teacher and 

teaching artist would meet either in person or over the phone to co-plan lessons for the 

week. Then the teacher and teaching artist would co-facilitate a lesson together.  Finally, 

they would meet afterwards to discuss the lesson and revise future lesson plans. For 

teachers in Venezuela, this co-facilitation would take place using technology like Skype 

and G-chat. Throughout the process, teachers would share challenges and successes with 

each other via email and a Facebook-like social networking site designed for classroom 
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-launched Drama-Based 

Instruction Network as a space for sharing strategies across distances (DBI Network, 

n.d.). 

  According to my project design, teachers would gain more responsibility and 

autonomy in lesson planning and facilitation as they progressed through the scaffolded 

professional development program. The teacher would begin by offering goals and 

objectives for lesson plans while the teaching artist provided drama-based strategies and 

methods for accomplishing the goals and objectives. By the third week of the program, 

the half-way point in the Living Newspaper Project, teachers would have gained enough 

experience by seeing and leading drama strategies that they would able to take a more 

active role in the planning and facilitation of lessons. At the six-week mark the teacher 

would take a lead role in preparing, planning, and facilitating lessons with students.  

 The project would culminate in a final sharing of student work, which would be 

video  partner classrooms in Merida and 

Austin. The final culmination of the project would be a reflection meeting with all 

participants where participants would fill out surveys and discuss the experience, describe 

the challenges they faced, and share and celebrate their successes. This reflection meeting 

would also offer participants an opportunity to offer their thoughts on how the 

professional development model might be improved.  



 

43  
 

 With the design of this professional development pilot, I intended to create a 

model with a concrete structure that would support participants in exploring new skills 

and teaching strategies  schedules and 

classrooms. It is fitting, then, that the participants themselves shifted this project design 

in significant ways. These changes will be enumerated and explored in Chapter Three.  

 

Instructional  Design  

   Having established the design of the project, I focused on the instructional design 

of the curriculum. As introduced in Chapter One, teachers leading a Living Newspaper 

Project need experience and skill in four areas of instruction: 

 drama-based pedagogy 

 drama-based instructional resources and strategies 

 drama-based theatre practice 

 arts integration 

   Teachers need an understanding of drama-based pedagogy in order to be able to 

lead and plan lessons. Teachers must also have access to drama-based instructional 

resources in order to put drama-based pedagogy into practice in a classroom. Because the 

Living Newspaper Project is performance-based and focuses on play-building, teachers 

also need experience in drama-based theatre practice in order to guide students in 

preparing and performing their work. Finally, teachers need an understanding of arts 
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integration in order to balance the curriculum content between drama and theatre and 

another academic subject (in this case Spanish or English). I designed a curriculum to 

help teachers gain the necessary experience, understanding, and skill in these four areas 

in the hope that teachers would be able to create a Living Newspaper on any topic in any 

context, rather than merely reproduce the project we had designed and planned together.  

Curriculum  Content  

 It is difficult to separate the curriculum content from the curriculum structure of 

this collaborative professional development model. Content influences structure and vice 

versa. As the curriculum content can most easily stand on its own, I will begin by 

explaining the four subject areas that constitute the curriculum of the Living Newspaper 

Project as professional development. This will lead into an explanation of curriculum 

structure and the instructional strategies used. 

  Drama-based pedagogy serves to provide underlying principles and theories 

guiding the creation of our lesson plans and the facilitation of these lessons with students. 

Drama-based pedagogy centers on the idea that classroom exploration and inquiry is 

Vygotsky, 1978; Wilhelm 2002). It places great importance on teacher integrity in 

practice and student decision-making.  

 Drama-based instructional resources offer strategies and methods for applying 

drama-based pedagogy to a classroom. These strategies offer creative ways to engage 
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students in a topic, to encourage student thinking and questioning, and to reflect and 

process student work (Cawthon, Dawson, & Ihorn 2011). Strategies include image work 

(Boal, 1979), role play (Spolin, 1963; Rhod, 1998), active discussion starters (Rhod, 

1998), and game as metaphor (Rhod, 1998). Drama-based pedagogy is inseparable from 

drama-based instruction and practice. Each serves to support the other when applied to a 

classroom curriculum. Pedagogy supplies the reasoning behind strategies and guides 

teachers in choosing strategies, and strategies offer concrete ways of thinking about and 

applying pedagogy in a classroom. 

 The Living Newspaper Project is also a play-building process, so theatre is a 

critical part of the project. Drama-based theatre practice offers an approach to guiding 

students in preparing and performing work that privileges student thinking, creativity, 

and integrity. In drama-based theatre practice, teachers serve as facilitators rather than as 

directors, guiding students in creating and performing their own scripts.  

 This combination of theatre and content exemplifies the final subject area: arts 

integration. In the Living Newspaper Project, both theatre and another subject area are 

equally important. Facilitating the project requires finding integrity and balance between 

these two content areas (Arts Education Parternship 2002; Garet, Porter, Andrew & 

Desmoine, 2001; Guskey, 2000). In this, collaboration between the teacher, teaching 

artist, and students is critical. Collaborating in planning, facilitating, and creating a 

Living Newspaper encourages teachers, teaching artists, and students to constantly 
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negotiate and re-negotiate the balance between theatre and English or Spanish, providing 

the integrity necessary for the project to succeed. 

 As in drama-based pedagogy, the curriculum content in the Living Newspaper 

Project guides the curriculum structure. The curriculum structure in this professional 

familiarity with the four subject areas: drama-based pedagogy, drama-based instructional 

strategies, drama-based theatre practice, and arts integration. Because curriculum content 

would begin my design of the curriculum with a needs assessment for each of my 

participants. Each of the four teachers I would work with had different skills and different 

levels of comfort in these subject areas. Because each of these four individuals would 

approach the Living Newspaper Project with different skills and experience, the 

curriculum structure needed to look different in each case. This flexibility was built into 

the original curriculum design, but as will be more fully discussed in Chapter Three, 

as can be expected with a learner-centered program. 

Curriculum  Structure  

 In my original design of the project, curriculum was delivered in four ways: 

workshops, lesson planning, implementation of the lesson plan, and reflection on the 

lesson afterwards. This basic structure allowed me to adapt the curriculum to the needs of 
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-surveys 

to determine which subject areas to focus on with each individual. As will be 

demonstrated in an examination of the implementation of the project in Chapter Three, 

the teachers themselves shaped the curriculum. This allowed both the teacher and me to 

be very intentional about the way we planned our lessons and the way we discussed our 

teaching together.  

 In designing workshops, I planned for teachers to receive basic training in drama-

based pedagogy and drama-based instructional strategies. These strategies were tailored 

to meet specific needs in the Living Newspaper Project, such as guiding students in 

creating research questions or creating a script outline based on and rooted in research. 

Strategies included sociometric measures such as Vote with Your Feet, Exploding Atom, 

Poster Dialogue all strategies I learned as a teaching artist in Drama for Schools 

(Drama for Schools, 2012).  I used a Research Web, a strategy I created myself based on 

Compliment Web.  There was Tableaux and Image work, 

, and 

circle sculpt (Rhod, 1998).  We used role play exercises, 

Improvisation (Rhod, 1998) and hot-seating (Drama for Schools, 2012; Spolin 1963) (See 

appendices C and D for lesson plans detailing these strategies). Each strategy would be 

accompanied with pedagogical ideas for side-coaching, asking questions, and managing 

classroom behavior. As in the DFS professional development model, this workshop was 
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intended as a space for general discussion of drama-based pedagogy and drama-based 

theatre practice. Lesson planning meetings offered an environment where participants 

could receive more individual instruction in their own classrooms, tailored to their needs 

and students. 

 Lesson planning sessions would apply strategies introduced in workshops and 

provided a space to discuss pedagogy. Each teacher would be an active participant in 

creating lesson plans and each lesson plan would look different depending on the 

classroom, the teacher, and the students. In planning lessons, teachers would use a basic 

lesson planning format created by DFS that was intended to help teachers scaffold drama 

strategies and encourage students to take an active role in guiding content (See Appendix 

B). Each lesson began with an engagement strategy, continued with an exploration of a 

topic, and culminated in a reflection. Teachers would be encouraged to think through 

transitions between strategies and write side-coaching and processing questions they 

intended to ask in the lesson. 

 Once lessons were planned with intentionality around the pedagogy that grounds 

the project, these lessons would be implemented in the classroom. Implementing a lesson 

plan gives a teacher a new relationship to that lesson. Every lesson I co-taught with 

teachers had to be adapted once we brought it into a real classroom with actual students. 

Sometimes these changes were small: a question was rephrased or a strategy was 

introduced slightly differently. Sometimes, however, due to unforeseen circumstances, 
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lessons had to be altered substantially, as will be discussed in Chapter Three. In 

implementing a lesson plan, I hoped teachers would gain the valuable experience 

necessary to teach a Living Newspaper on their own, the skill not only to write a well-

scaffolded, arts integrated, drama-based lesson led by student inquiry, but to adapt that 

lesson to the real circumstances they encountered in their classrooms. 

 After each lesson I co-taught with teachers, I planned to take a brief amount of 

time, ten to twenty minutes, to reflect on what had happened. These reflections would 

take on a describe, analyze, relate  format, the same format I encouraged teachers to use 

when processing strategies with their students (Drama for Schools, 2012). Teachers and I 

would begin simply by describing what happened, what strategies we led, what questions 

we asked, and what we changed or adapted. We would then discuss the choices we made 

and why we made them. Finally, we would review our next lesson plan, revise it if 

necessary, and set goals for the facilitation of the lesson. I intended this deliberate 

reflection to allow us to connect the work we had done in lesson planning sessions with 

the work we did in implementing the lesson plan and think critically about the process. It 

also allowed us a chance to connect as co-teachers and collaborators and negotiate the 

process of planning and teaching together.  

 Collaboration is built into all stages of the curriculum structure and constitutes the 

basic instructional approach. Because the curriculum structure is based in co-planning 

and co-teaching, the process of creating an understanding of how the Living Newspaper 
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is taught is built by both the participants and the teaching artist together. While I brought 

my own experience in drama-based pedagogy, drama-based instruction, drama-based 

theatre practice, and arts integration to the process as well as the theories that had 

influenced me, the participants would bring their experience as teachers, their knowledge 

of their curriculum content and their students, and their individual cultural backgrounds 

to the project. Thus, each Living Newspaper Project would look different, and each 

partnership with teachers would require a different approach to the four subject areas 

depending on the teacher, the institution, the classroom, and the students. Thus, shifts in 

instructional design according to participants  needs and interests were built into the 

structure of the model itself. All three of these areas of project implementation depend on 

collaboration between the teacher and teaching artist and the teacher, teaching artist, and 

students to create an engaged and job-embedded Living Newspaper Project. Likewise, 

collaboration and flexibility were built into the initial research methodology I designed 

for the project, though like project and curriculum design, this shifted substantially in the 

implementation of the project. 

 

Research  Methodology  

 The research methodology I created for this project had to honor and incorporate 

all of the different levels of research inherent in the Living Newspaper Project:  

 the st  
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 t  

  my own research on the project model 

As a result, I chose to create a mixed-methods study where the majority of the data were 

collected in the form of personal interviews, field notes, and classroom observations. 

These qualitative data would be supported by quantitative data collected on pre- and post-

s -efficacy before and after the 

Living Newspaper. Relying mostly on interviews, field notes, and classroom observations 

would allow me the flexibility to adapt my research methodology to the participants 

themselves as the research project continued. Initially, when designing this project, I 

intended to investigate Culturally Responsive Pedagogy in the Living Newspaper Project. 

As I began analyzing the data, however, I discovered that my research did not address 

this question, so I chose to code for aspects of professional development that enabled 

teachers to implement the project instead. In implementation, due to the data available 

from teachers, this study shifted from a mixed-methods study to a qualitative, descriptive 

study. This will be more fully explained in Chapters Three and Four. 

 Flexibility was critical in this model due to the long-distance pilot program in 

Venezuela. When designing my research methodology, I was unsure of how deeply I 

could be involved in the Living Newspaper process in Venezuela. I was not sure if I 

would be able to travel to Venezuela to conduct research in person, nor did I know how 

much contact via internet and phone I would have with Venezuelan participants. Thus, 
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the methodology needed to be flexible enough to work both in Venezuela and in Austin 

simultaneously.  

 At the beginning of the Living Newspaper Project, I planned to administer a pre-

survey that contained both qualitative and quantitative questions about the 

classrooms

where they began. Throughout the project, I would record lesson planning meetings and 

reflections on lessons we had co-taught together. I planned to take pictures and 

ld 

videotape themselves and send me the tapes). At the end of the process, I would 

administer post-surveys to all the participants with similar qualitative and identical 

classrooms, students, and practice.  

 This process of collecting interviews, observations, and self-reflection as research 

is influenced by ethnography, though this is not an ethnographic study. The Living 

Newspaper Project itself contains aspects of a performance ethnography, in that students 

collect stories on a topic, often from firsthand accounts, and bring them to life on stage. 

Therefore, to evaluate this professional development program for the Living Newspaper 

Project, I used a research methodology that also shares aspects of ethnography, 

particularly in my observations of participants at the beginning of the project. Like an 

ethnographer, I became a participant-observer when I entered a classroom. Unlike an 
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ethnographer, I was an equal and active participant in the project. This is a descriptive 

study exploring the collaborative professional development model I created for the 

Living Newspaper Project.  

 The data collection methods I chose pre- and post-surveys, interviews, 

observations, and field notes  would allow me to collect as much data as possible 

around the project itself without narrowing the focus of data collection or pre-

determining the focus of the research study beyond the collaborative professional 

development model I was piloting. This would allow me to determine the criteria for 

own observation and the data I had collected. I would be able to compile as complete a 

ive professional development model 

as possible before determining which aspects of the model I would be investigating and 

evaluating. Based on the research I conducted into other professional development 

models, I determined to use Thematic Content Analysis.  I chose to focus on three aspects 

of collaborative professional development I had isolated based on my own observations 

-embedded practice, active learning grounded in drama-based 

 collaboration (between students and 

teachers, participants, and participants and the researcher/teaching artist) (Cawthon, 

5/12/12). This method would allow me to best address my research question and 
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determine what aspects of a collaborative professional development program enable 

teachers to implement a Living Newspaper Project in their classrooms.  

  In the following chapter, I will describe the participants, the process and schedule 

the project followed, and data collection in more detail to give the reader a clear picture 

of the pilot program, the methodology of the research project, and the changes that were 

made during the process. 

 

Conclusion 

 In this chapter, I have outlined and examined the design of the Living Newspaper 

Collaborative Professional Development Program I created. I have enumerated the 

organizations and theorists whose work provided the foundations for my model. I 

grounded my pedagogy and project design in the educational theories of Vygotsky and 

Csikszentmihalyi and used the writings of Jeffrey Wilhelm to explain these to my 

participants. I have described the original design of the project and the curriculum, as 

well as introduced my research methodology.  

 As you will see in Chapter Three, this design underwent critical changes once I 

began searching for and finding participants. The participants changed the project model 

I had designed and guided the research I conducted. It is fitting in a collaborative and 

learner-centered professional development project where teachers are learning how to 

encourage students to lead the inquiry that the teachers themselves should also be guiding 
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implementation of the project design and my research methodology. These two 

seemingly separate actions were intertwined in this project and both research 

methodology and project implementation were influenced and guided by participants.  
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Chapter  3:  Engaging  with  Action:  project  implementation  

 In the first lesson we taught together (See Appendix C), Christina, a Spanish 

strategies called Real and Ideal Images (Boal, 1979). In Real and Ideal images, students 

create a still image or tableau of w a situation might be, 

Christina wanted a way of gauging what students thought and knew about her chosen 

topic, immigration, before we began the Living Newspaper Project. I suggested using 

Real and Ideal images as a way of engaging students in the topic, gauging their prior 

knowledge, and thinking as a class about how we might form research questions to fill in 

the gaps in our knowledge. Together, Christina and I led the activity. We took pictures of 

, and four weeks later, at the end of the Living Newspaper process, 

came back to Real and Ideal Images. This time, Christina led the students in creating real 

and ideal images of immigration. Once again, 

then looked at the pictures of images from the beginning of the project and the end of the 

project side by side. Christina facilitated a process for her students as they analyzed the 

differences and similarities in the images and reflected on how their thinking had 

changed, the questions they had answered, and the questions that they still had about 

immigration. Christina used the exercise to evaluate her students  work. She remarked 

e  are more active 
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 , 

,Christina, 11/28/12). Christina was 

basing her evaluation not on what the students had learned, but on how they engaged with 

their topic and how well they expressed their own opinions and understood the opinions 

of others through drama and the Living Newspaper Project. This was a marked change 

from the beginning of the project, when she was concerned that students use images to 

 

 While the students were reflecting on their own work, and Christina, their teacher, 

evaluated their progre

beginning of the project. Christina led Real and Ideal Images with a confidence she had 

not demonstrated four weeks earlier. She offered side-

use of space, levels, and focus as well as on the subjects they were exploring, whereas 

previously she had not offered feedback on students  theatrical work, only on their 

engagement and understanding. All of these demonstrated to me a change in the way 

Christina approached the Living Newspaper Project. She seemed to have more 

confidence in her ability to lead drama-based strategies and use drama-based pedagogy in 

her classroom (Schildkret, 11/28/12). 

 This example demonstrates the way research and implementation are interwoven 

in this project. Research is incorporated seamlessly into the curriculum as arts-based 
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research and reflection, views and 

emails as well as from meetings to plan for and reflect on lessons and co-facilitations of 

lessons. Because I drew data primarily from interactions with participants and used 

grounded theory and thematic content analysis to examine the data I collected, 

participants directly affected both the manner in which research was conducted and the 

inferences I drew from my data.  

 There are multiple layers of research taking place simultaneously in this project. 

In the example above, students are conducting an investigation and reflecting on their 

At the same time, the researcher observes, records, and reflects on the classroom 

, different questions are being asked. The students are 

creating research questions around their topic, immigration. The classroom teacher is 

asking questions about student learning. The researcher is asking questions about the 

 Together, all of these observations, questions, and 

conclusions contribute to the inferences I draw in Chapter Five concerning which aspects 

of this professional development program enable teachers to implement a Living 

Newspaper Project in their classrooms. 

 Research design and analysis is only one area of this collaborative professional 

development that was dependent on the input of participants. Project design and 

implementation, curriculum design, research design, data collection, and data analysis 
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were all highly dependent on the participants, their individual goals for their classes, and 

their goals for themselves within the professional development program. Aspects of the 

project design and research methodology changed substantially when the four teachers, 

three in Venezuela and one in Austin, joined the project. An examination of 

implementation must begin with an introduction to the participants themselves. 

 

The  Participants  

 The project design of this collaborative professional development program and 

the research methodology of this study are both highly dependent on the participants.  

Thus it is critical to understand who the participants are in order to understand the ways 

in which these teachers shaped the implementation of the professional development 

program I designed for the Living Newspaper Project. While I intended to work with 

eight teachers, four in Austin, Texas, and four in Venezuela, four participants in total 

agreed to work on the project: Miguel, Diana, and Thais, in Venezuela, and Christina in 

Austin. All participants were contacted via email and volunteered their time and their 

classrooms for this study. I refer to each participant by a name they chose themselves for 

the purposes of protecting their privacy. Table 4 gives an overview of the participants, 

their experience teaching, and their hopes and goals for the project as written in their pre-

surveys. 



 

60  
 

Participant     Institution   Years  of  
experience  
teaching  
English/Sp
anish  

Comfort  
with  DBI    
(according  
to  pre-
survey)  

Goal(s)  for  Project  
(cited  from  personal  

interview)  

Miguel Venezuelan-
American 
Binational 
Center 
(CEVAM) 

six none To find: 

 
and  

established methods, 
leading us to new ways of 

 
(M., Miguel, 10/19/12) 

Diana CEVAM five none 
activities in class that are 

 
(L., Diana, 10/19/12) 

Thais CEVAM two none 
of working with my 
students: new artistic 
strategies so that every 
class can be fun, new 
ways of grading so that 

 
(V., Thais, 10/19/12) 

Christina Lehman 
High School 

ten none 
deepen their 
understanding of human 
rights and find a love for 

 
(V., Christina, 11/4/12) 

Table 4:  Participants in the Living Newspaper Program: Data from Pre-Survey 
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 From this table, we gain a general impression of who the participants are, what 

they indicated they already knew about drama-based instruction upon entering the 

project, and what they hoped to learn from the professional development. Due to the 

-surveys constitutes the 

majority of my quantitative data. Quantitative data was collected around participants  

comfort with drama and theatre in the classroom with the intent of comparing this to 

-survey. As I only 

received one post-survey, this comparison was not possible. Instead of a mixed-methods 

study, in implementation this became a qualitative study incorporating a range of tools. 

This will be more fully discussed in Chapter Four. In the following sections, I will 

expand on this information to provide a complete picture of the participants who so 

deeply affected this project and the nature of research.  

Merida,  Venezuela  

 All three participating teachers in Merida, Venezuela, are teachers of Advanced 

English. The Centro Venezolano Americano de Merida, or the Venezuelan-American 

Binational center (CEVAM) is located in the center of the city of Merida, the third largest 

city in Venezuela. Merida, located in a valley in the Andes Mountains, is a tourist 

colleges, the Universidad de los Andes, and because of this University presence, the 

community comprises people from many different parts of Venezuela. Merida is also a 
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party, the Chavistas, and the opposing party, the Oposición.  When this project began, 

Venezuela was entering an important election season during which President Hugo 

Chavez was campaigning against a popular Oposición leader, Henrique Capriles 

Rodonski (M., Miguel, 10/30/12; V., Thais, 11/3/12). While I did not research the effect 

of this political climate on the participants in Venezuela, it is important to mention. It was 

it occasionally affected the schedule at CEVAM, 

creating school closures, etc. CEVAM tries as much as possible to remain politically 

identities no doubt influenced the way they approached the Living Newspaper Project, it 

is not something I investigated for the purposes of this study. 

 CEVAM has recently instituted a new level of English for advanced students 

-based course whose goal is to help 

students to develop fluency in the language through in-class conversation, reading, 

writing, and presentations. The class also serves as an opportunity for students to refine 

their grammar and vocabulary and their reading, writing, and speaking skills before they 

graduate from CEVAM. As I spoke with CEVAM teachers who work with students at 

this highest level, it became clear to all of us that the Living Newspaper would be an 

ideal project for this class. The Living Newspaper Project incorporates all of the skills 
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Integrated English classes aim to help students develop: listening and reading 

comprehension, as well as conversational and presentational speaking. It requires 

students to work both with academic language as they conduct research and with 

colloquial language as they write their scripts. Together, the CEVAM teachers, 

administration, and I decided that all of the Integrated English classes would participate 

in the professional development pilot program. Our goal was that the teachers who 

p

program will have the skills necessary to help future Integrated English teachers 

incorporate Living Newspapers into their classrooms.  

 Three teachers at CEVAM currently work with the most advanced students in 

Integrated English classes: Miguel, Diana, and Thais. All of these teachers have had some 

experience with arts integration before. Miguel and Diana have both worked with me in 

the past when I came to Venezuela on a Fulbright English Teaching Assistantship and 

later when I returned with an Ann Shaw Fellowship (described in Chapter One).  Both 

were somewhat familiar with drama-based instruction before we began the project. Thais 

had never worked directly with me before, but she had attempted some basic role-playing 

activities and play readings with her students in the past. Miguel, Diana, and Thais all 

speak English fluently and are all relatively new English teachers. All three teachers 

expressed an interest in speaking in English as much as possible during meetings, in 

workshops, and in email correspondence, and thus the majority of my interactions with 
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teachers in Venezuela occurred in English. When clarification was needed, we would 

switch from English to Spanish. Some of the quotes I draw from interviews are bilingual, 

particularly in interviews with Thais and Diana. In these cases, I have translated Spanish 

words and phrases into English.  

 Miguel has been teaching English for six years and has been teaching English at 

CEVAM for the past four years. Miguel began teaching at CEVAM the same year I first 

began teaching at CEVAM, and we have shared many strategies for teaching English 

over the four years we have known each other. Of the participants in Venezuela, Miguel 

was the most interested in practicing his English with me both in and out of the 

classroom. Of the three teachers from Venezuela who participated in the project, Miguel 

was the only one who chose to speak with me in English all the time, rather than speaking 

bilingually in English and Spanish. Miguel is passionate about the success of his students. 

According to interviews and his pre-survey, he feels the most exciting part of being an 

w things (M., Miguel, 

10/19/12). Though this was not his exact language, Miguel talked about the excitement of 

- that instant in which a student suddenly understands something 

that has been difficult for him or her. His least favorite part of his job is havi

committed students . 

level  
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 Miguel hoped the Living Ne ative 

ways to approach teaching

established methods, lea Miguel 

and I had co-taught drama strategies together in the past. In interviews, he sometimes 

spoke about simple role-playing exercises he tried out with his students to help them 

practice conversation skills. In spite of this, Miguel claimed on his pre-survey that he 

never used drama-based strategies in his classroom. Because of his passion for seeing his 

students succeed and his discomfort with drama strategies, Miguel and I decided to focus 

on trying out new strategies in the classroom, as well as to reflect on which strategies 

seemed to work best with the students. Together, we decided on a six-week curriculum 

that would challenge both Miguel and his students by incorporating drama-based 

strategies into every lesson. Miguel also decided to experiment with a two-week version 

of the Living Newspaper Project that he led himself before beginning the six-week 

project we had co-planned. By focusing on the students, Miguel was able to gain more 

confidence in his own ability to teach English using drama. We will see evidence of this 

in the data analysis in Chapter Four. 

 Diana has been teaching English at CEVAM for five years, and she has taught all 

levels of students, from six-year-olds to adults, beginners to advanced students. Her 

favorite level to teach, however, is the advanced students. In an interview, Dia

love having conversations with [the students]. I especially love to see them excited when 
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they understand jokes or song lyrics or people in American movies

Like Miguel, Diana likes to see her students succeeding, but unlike Miguel, she measures 

success in her students  ability to understand colloquial English. Diana demands a high 

level of participation from her students. She expects each student to speak out in every 

class.  She expects each student to arrive on time, with their homework completed, and 

 

 Diana hoped that the Living Newspaper Project would help her to incorporate 

new strategies into her daily classroom curriculum. In her pre-

this program will help me use more activities in class that are outside my comfort zone. I 

 

Like Miguel, Diana said she never used drama strategies in her classroom, although I 

observed her using role play strategies with her students. Diana wanted to be challenged, 

and she wanted to see her students challenged as well.  To accomplish this, Diana and I 

decided on a six-week curriculum that would use drama strategies to require her students 

to read, speak, and think in English. I focused on providing Diana with a lot of resources 

she could use to find new drama strategies and plan her own lessons, as she found this a 

reasonable challenge. In our reflections after class, we focused on what challenges both 

she and the students were facing and strategized ways to overcome difficulties that arose. 

Diana was a perfect partner for a long-distance professional development, because she 

felt most successful when she implemented drama strategies on her own.  
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 Thais has been teaching English for two years and is the only teacher in 

Venezuela who had not worked with me before the Living Newspaper Project began. 

Thais has worked with all levels of English speakers, beginners to advanced speakers, 

and she feels equally comfortable in classrooms with six-year-olds and adults. She told 

me she loves the variety of teaching a lot of different English classes throughout the day. 

 For Thais, the best part about being an English 

teacher is finding ways to incorporate fun into her lessons:  

  

 Perhaps related to this desire to have fun is her distaste for giving students grades. 

Thais dislikes grading her students work, because 

was searching, 

not only for new strategies to use in the classroom, but also for new ways to evaluate her 

with my students: new artistic strategies so that every class can be fun, new ways of 

grading so that the  (V., Thais, 10/18/12). 

 The idea of grading her students on their work over time in a project rather than 

their performance on a single test appealed to her. Christina, the teacher in Austin, shared 

this desire and passion, so I connected Thais with Christina via email. Thais and Christina 

sent each other rubrics they had created and shared ideas for grading students  artistic 
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work. Because Thais had very little experience with drama-based instruction, I adjusted 

the research and focused partly on offering her resources and partly on co-teaching drama 

strategies with her. Thais was also very excited about the describe, analyze, relate  

(DAR) questioning model (Drama for Schools, 2012), so when we co-planned lessons, 

we intentionally wrote out DAR questions to serve as reflection after each strategy.  

 Miguel, Diana, and Thais shared hopes and fears as they approached the project, 

and they also had a lot of common prior experiences with teaching English. These three 

teachers were able to form a community of support as they progressed through the Living 

Newspaper. They observed  classes, Diana and Miguel occasionally co-

taught classes together, and all three teachers encouraged their students to use each other 

as resources for grammar, spelling, and vocabulary questions. Their close-knit 

professional community, supported by the CEVAM administration (who moved classes 

around so that Diana, Thais, and Miguel would all be teaching in adjacent classrooms), 

helped provide the in-person professional support I was not able to give after returning to 

the United States. This model functioned smoothly largely because the participants made 

it function smoothly. This will be more fully examined and analyzed in Chapter Four. 

Austin,  Texas  

   In Austin, it was much more difficult to find participants. Teachers in Austin, as 

all over the United States, are under a great deal of pressure to produce success in the 

form of high standardized test scores, and between this focus on test scores and the 
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professional development teachers are already required to engage in, it can be difficult for 

teachers to find the time for yet more professional development. I had originally hoped to 

have four participants in Austin and four in Venezuela. After I secured three participants 

in Venezuela, I aimed to parallel that study with three participants in Austin.  In the end, I 

identified only one participant in Austin, but I found that having one very dedicated 

participant allowed me to take the time necessary for a true collaboration with Christina. 

Development Program arose from my work with Christina, the way Christina spoke 

about her experience in the professional development program, and the research I was 

conducting when I began working with Christina. It could be said that this entire thesis 

rose from the fact that I was only able to find one participant in Austin and was lucky 

enough to secure a total of four participants who were very dedicated to the project and to 

working with me.  

 Christina teaches at a High School in Kyle, Texas, about twenty minutes from 

central Austin. She has been teaching Spanish for ten years and has been teaching 

Spanish at Lehman High School for the past eight years, since the school was founded. 

Lehman High School has a majority of H

advanced Spanish classes are mostly composed of native Spanish Speakers. In fact, the 

Advanced Placement (AP) Spanish class I worked with was composed mainly of first- 
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and second-year students. In an interview with Christina, she explained why she 

particularly enjoys teaching AP Spanish to first- and second-year students: 

[The students] never have an opportunity to learn how to be good learners. They 

training them how to study something they already know (spanish) so they can 
apply it to their other classes. (V., Christina, 11/4/12) 

 
Christina cares very deeply about her students in and out of the classroom. She devotes 

the first half hour of her day, before classes begin, to meeting with and tutoring students 

actively encourages her students to apply for college, reads their essays and offers 

feedback, and even finds scholarship opportunities for them. Once, while I was sitting in 

the classroom before class began, a student came in with an acceptance letter. Christina 

(Schildkret, 11/8/12). 

 Christina had participated in a traditional version of the Living Newspaper 

Project, where a teaching artist was solely responsible for facilitating lessons, so she had 

some background in the project. Yet on her pre-survey, she stated she had no experience 

with drama-based instruction. Her hopes for the project were to become more active in 

lessons and more knowledgeable in drama-based instruction (V., Christina, 11/4/12). She 

said she wanted to find strategies o help my students deepen their understanding of 

human rights and find a love for research and I chose 
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to implement a four-week Living Newspaper so that the project would fit into her 

curriculum between the tests her students were required to take. All of the classes I co-

taught with Christina were facilitated solely in Spanish, though we held meetings in 

outside of the classroom, I sought to find ways to help her design lessons based on and 

guided by -planning lessons, I 

listened to what she knew of her students and repeated it back to her before deciding on 

strategies that would challenge those individuals and support them at the same time. 

Christina and I talked often about why we chose particular strategies. Christina was also 

throughout the project so that she could have artifacts to grade and to share both with her 

administration and with future students. Thus, a large part of our collaborative process 

involved finding creative ways to help students document their own thought processes in 

research, scripting, and performance. We created worksheets, collages, and videos. We 

also turned to the students themselves for ideas. Thus, my instructional strategy shifted to 

project: that students are the ones guiding the inquiry. This led us to design worksheets 

progress.  
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Scope  and  Sequence  

 Due to the small number of participants only one teacher in Austin, and three 

teachers in Venezuela I decided that trying to arrange workshops in Austin was not 

practical (See Appendix A for project timelines). Instead, I focused on lesson planning, 

lesson implementation, and reflection because these proved easier to manage than 

workshops via Skype, and more importantly, because the participating teachers, 

particularly Christina and Miguel, told me they found these one-on-one interactions with 

me more helpful than a workshop (V., Christina, 11/4/12; M., Miguel, 10/18/12). I used 

lesson planning time to provide teachers with the background in strategies and pedagogy 

I had planned to deliver in workshops, and because this was happening one-on-one rather 

needs much more closely.  

 As with instructional design, the design of the schedule shifted at each site and in 

each classroom to reflect the needs of the individual participants, the students, and the 

institutions in which teachers and students were working. While all four teachers at both 

sites completed full Living Newspapers with students, the scope and sequence of each 

project at each site looked very different. While my original design of the Living 

Newspaper Professional Development Program called for two slightly different pilot 

programs, one in Venezuela and one in Austin, the participants so shaped the 

implementation of the project that in the end, I implemented four different Living 
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Newspaper Collaborative Professional Development Programs. The time participants at 

each site spent on their full projects varied both overall and each day in the classroom. In 

Venezuela, Miguel, Diana, and Thais all led six-week Living Newspapers where they 

worked on the project for two hours every day. In Texas, Christina led a four-week 

Living Newspaper and worked with students for 45-50 minutes each day (See Appendix 

A). Each participant approached the process of co-planning for and reflecting on lessons 

differently, and the actual material covered in lessons varied greatly in each classroom, 

depending on students. In the following section, I will outline the full scope and sequence 

of this project in Austin, Texas, and in Merida, Venezuela, highlighting similarities and 

differences in the schedule at both sites. 

Austin,  Texas 

 I begin with the scope and sequence of the Living Newspaper Project in Austin, 

Texas, because this project more closely reflects the scope and sequence I had planned to 

follow before project implementation as described in Chapter Two, though there are 

substantial differences in implementation from the original project design. In Austin, the 

vast majority of the professional development work happened during the project itself as 

the participating teacher, Christina, and I worked through a process of co-planning, co-

teaching

Newspaper Project took place over four weeks instead of the intended six weeks. 

Christina and I began by exchanging goals for the project via email almost a month 
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before we actually began planning and teaching the Living Newspaper. In these emails, 

we settled on a basic structure for our Living Newspaper. The project would take place 

over four weeks. Each week, I would come in on Friday to co-teach a 50-minute lesson 

with Christina and move students from one phase to another. Christina and I would meet 

either over the phone or in person on Monday mornings for 30  40 minutes to co-plan 

lessons for the week.  We connected again on Thursday afternoons to evaluate our lesson 

plan for Friday and make any necessary changes based on what students had 

accomplished over the course of the week. After class on Friday, Christina and I would 

meet to reflect on the lesson and begin planning for the following week.  

 After we had determined th

, and in the two weeks before the project began, she worked with her 

students on the vocabulary they would need to conduct their research. This topic was 

intentionally broad so that students would have the freedom to determine what to 

research based on their interests, their personal experiences, and their questions. 

 The week before the project began, I met with Christina to discuss the basic 

curriculum for her project and co-plan the first lesson. Christina and I determined to 

spend the first week researching topics, the second and third weeks writing and editing 

scripts, and the final week preparing for the performance (in a six-week version of the 
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project, each phase takes about two weeks). Once we had settled on her curriculum, we 

began planning the first lesson. In this first co-planning session, Christina offered ideas 

and feedback on what students needed in order to be able to conduct research, write, and 

perform a script and ideas about what strategies and tasks students might be resistant to. I 

supplied strategies based on her thoughts and feedback. Christina revised the lesson plan, 

and together we made some changes to reflect the objectives she had set for herself and 

her students. In her revision, Christina noted that there was no discussion of what the 

p

for students to understand this vocabulary in order to research immigration thoughtfully 

and ethically. Accordingly, we added a tableaux activity to the lesson where students 

would explore human rights and imagine what human rights might be and look like. 

Christina felt very comfortable leading students in collecting research, but not in helping 

students create and write their own research questions. I used both the lesson planning 

period and the first lesson we taught together to demonstrate strategies for helping 

students create research questions. Christina then led the students in collecting research.  

 I treated the first lesson as a model lesson. Christina served as an active 

participant in the lesson and offered students side-coaching as they created frozen 

images, while I led the activities. In our reflection time after the lesson, we talked about 

the facilitation techniques we used, the questions we asked, and the s

these. Christina asked specific questions about the facilitation of certain strategies such as 
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Real and Ideal images, and I supplied Christina with resources from the Drama for 

Schools handbook and the DBI Network to help her in forming questions and leading 

strategies.  

 Christina found the first week of the Living Newspaper Project, the research 

phase, the easiest to facilitate, as it involved strategies she had seen and taught before. 

Christina had the most difficulty in helping students devise their own research questions. 

I developed a worksheet to help her in guiding her students through creating and revising 

research questions, and Christina repeated several strategies I had facilitated the first day 

over the course of the week. The most helpful strategy to her was the Research Web, a 

game I created myself based on Compliment Web (Drama for Schools, 2012). In 

Research Web, students pass around a ball of yarn.  Each time they receive the yarn, they 

offer a fact or opinion from their research and hold onto a section of the yarn. When the 

yarn has been used up, what remains is a web of yarn containing, figuratively speaking, 

all the facts and opinions students have found. We used this strategy on the first day of 

the Living Newspaper 

used this same strategy later that week as a way of evaluating the information students 

had collected and finding areas where more research was needed.  

 In this first week of research, Christina also expressed an interest in bringing 

visual 

familiarity with arts-integration, perhaps based on her earlier exposure to the Living 
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Newspaper Project. She was actively looking for places and ways to interweave arts and 

the curriculum. We discussed arts-based research methods and decided to use Real and 

Ideal images as a way of tracking our research, as was described at the beginning of the 

chapter. Christina also incorporated songs into her research process. She required each 

student to find a song that related to their topic. Later these songs would be incorporated 

into the performance. 

 On Thursday, when I checked in with Christina, she felt students were ready to 

move onto scripting but feared that they would have difficulty adapting their research 

into stories. She also felt that she was having difficulty finding concrete ways to 

Middle, End images, a drama-based strategy in which students create images representing 

the beginning, middle, and end of a story. This strategy would help students craft a story 

from their research. Christina drew on her knowledge of storytelling, combined with her 

new familiarity with image work to facilitate the strategy. This marked a shift in 

imagination and engage with them on a topic.  

 

to help students 
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to translate their beginning, middle, and end images into an outline to use when writing 

their script. 

 In this second lesson, Christina took more responsibility in facilitating strategies. 

She led a research web activity and a poster dialogue to help students isolate big ideas 

from the research and begin to outline potential stories. I then used students  responses in 

this activity to lead students through beginning, middle, end images so that they could 

begin to plan and craft the script.  

 Over the second week, Christina incorporated more drama strategies into the 

lessons she taught on her own. She returned to beginning, middle, and end images several 

times as a way of helping students check their progress in their scripts and revise their 

stories. Christina also used a strategy that I had explained to her but had not 

demonstrated, Story Mapping, as a way of helping her students to develop creative 

outlines for their scripts. In Story Mapping, students draw pictures illustrating individual 

incidents following the parts of a story: exposition, rising action, climax, falling action, 

and resolution. Christina shifted between this activity and image work, facilitating 

students in creating tableaus of each section of their Story Map as a way of helping her 

students to deepen and complicate their stories. 

 That week, we did not have much time for our Thursday meeting. Christina and I 

, but we made no changes to the lesson 

plan. When I came into class on Friday, Christina expressed frustration about the 
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difficulty she was having helping students to put more detail into their scripts. She said, 

how to get them to realize that  concern, 

Christina and I completely re-wrote our lesson plan in the 20 minutes before class began. 

Instead of the planned activities, which all involved bringing the script to life with 

various acting techniques, we focused on characters. I led a Role on the Wall activity 

with the group as a whole. Together, we brainstormed about outside influences on a 

character we were all familiar with, La Llorona. The students wrote these outside 

influences surrounding an outline of the figure of a person. We then connected each of 

those outside influences with thoughts and emotions, which students wrote inside the 

facilitated the same activity with the students in small groups, working on their individual 

characters. Finally, we ended the lesson by reading scripts out loud, paying special 

attention to these thoughts, feelings, and influences. Christina and I both observed 

students making discoveries about their characters over the course of this lesson and 

incorporating much more detail into their scripts. In our reflection after the lesson, 

Christina said, 

to know why  that character 

putting that knowledge into their scripts. (V., Christina, 11/28/12) 
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 her 

own facilitation. Christina incorporated the Role on the Wall strategy and the discoveries 

students made into her lessons the following week. She facilitated a peer review of scripts 

with students where groups shared their roles on the wall with each other, then performed 

scripts. The observers looked for places where the information in the role on the wall was 

shared with the audience. Christina also used the strategies we had originally planned for 

ng the scripts to life. 

 On the final day, I observed Christina facilitate a full lesson on her own. Christina 

led her students through theatrical warm-ups and then talked her students through the 

rubric she would be using to grade them. We then watched two to three performances in 

each class, as Christina had facilitated Living Newspapers in all of her Spanish AP 

classes, not simply the class we worked in together. Afterwards, in our reflection, 

Christina commented that she was particularly impressed with the initiative students took 

in creating props and costumes. Christina saw students taking the performance very 

seriously. I also observed this in her students, but more importantly, I observed Christina 

taking performances very seriously. As students set up their sets, Christina offered 

feedback on the placement of objects and audience sight lines. She helped students 

negotiate the classroom space and determine where the best place for an audience would 

be. For the first time, Christina had taken on the role of director.  
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 Due to schedule conflicts, I did not have the opportunity to watch all of the 

and with the teachers in Venezuela. After the project concluded, we met a final time to 

post-survey. In return, I gave Christina a full, complete PDF of the lessons we had 

designed together along with annotations about what we changed and adapted in each 

lesson.  

 By the end of the project, Christina was not only able to craft fully scaffolded 

drama-based lessons on her own, she was able to adapt and change her lesson plan while 

she was facilitating it. Throughout the process, Christina and I used our weekly meetings 

to check in with each other about the progress of the project. Co-planning with Christina 

gave her a space to raise her questions and concerns, and co-teaching with her in her 

classroom gave me the opportunity to experience teaching her students. Because of this 

co-planning and co-facilitation we were able to negotiate lesson plans and tailor the scope 

of the Living Newspaper Project t  her teaching style, and her 

  

Merida,  Venezuela 

 In Merida, Venezuela, due to the extremely limited amount of time I could spend 

in person with teachers, I could not be as deeply involved with participants in the process 

as I was in Austin. I utilized the week I had in Venezuela to prepare teachers to lead 
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Living Newspapers on their own and set up weekly meetings via Skype with each teacher 

(See Appendix A). 

 The Living Newspaper Project in Merida, Venezuela, began with an individual 

meeting with each teacher. I met with each teacher in the Centro Venezolano-Americano 

de Merida (CEVAM) to describe the project, explain what it would require of teachers 

with me, several teachers decided to create various versions of the project in their 

classrooms, from single-day Living Newspapers to two-week projects. These teachers 

attended a workshop session, described below, that was intended to give them the tools 

they needed to adapt the Living Newspaper Project to their classrooms. The three 

teachers who decided to participate in the project as a whole, Thais, Miguel and Diana, 

met with me a second time to discuss the scope of the project, decide on a topic, plan the 

project curriculum, and set up a schedule for co-planning and reflecting on lessons. After 

their classes and students could work together to compile research on their topics. Due to 

difficulties in connecting to the internet, classes in Venezuela and classes in Austin 

exchanged information once during the project, though classes in Venezuela shared 

research, scripts, and performances with each other throughout the project. 
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  Every teacher in CEVAM attended a one-day, three-hour workshop which led 

teachers through a miniature version of a full Living Newspaper. For some teachers, this 

was all they could devote to the project. After the single workshop, many teachers not 

involved in the full professional development model intended to teach adaptations of the 

Living Newspaper Project with their students, though I do not have data to indicate 

whether or not these projects happened and if so, what they looked like. After the 

workshop, I met with Miguel, Thais, and Diana a second time to revise our project design 

based on what they had seen and to plan a first lesson. Before I left, I facilitated model 

lessons in each of their classrooms. 

 When I arrived in Venezuela, the teachers were just finishing a unit. After the unit 

finished the class would end, and the teachers would begin teaching a new six-week unit 

with new students. Thus I was unable to facilitate a model lesson with the students 

Miguel, Thais, and Diana would work with on their Living Newspapers. Before the new 

unit began, I met with each teacher via Skype to review the plan for the first week and 

began to diverge. 

 Miguel communicated with me frequently. We exchanged emails three to four 

times throughout the week about the lessons he was teaching or with questions when a 

strategy had not gone well. In the first week, Miguel attempted to lead students in Real 

and Ideal images, but found that students had difficulty creating ideal images of 
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immigration and emigration. As we discussed this, Miguel and I decided that perhaps 

discussed alternative language Miguel might use in facilitating the activity, and landed on 

this new vocabulary and found it successful in getting his students to think about the 

conflicts they observed in their communities and possible ways of resolving those 

conflicts. Miguel also emailed me when a new strategy he tried went particularly well. In 

his scripting phase, Miguel used Beginning, Middle, End Images (Boal, 1979) to help his 

students create basic stories from their research and found that this strategy helped his 

students isolate big ideas in their research and translate those big ideas into scripts. 

 I met formally with Miguel via Skype once a week on Fridays to reflect on the 

week and plan for the following week. In these meetings, we discussed which strategies 

had worked and which had been challenging, and we planned five full lessons for the 

following week. Miguel then took these lesson plans and adapted them to fit his students 

and his classroom as he taught them. At the end of the process, Miguel invited me to be 

present for his Living Newspaper via FaceTime on his iPhone.  

 Thais communicated with me on average twice a week during the project to 

update me on her progress. Occasionally, Thais had questions about facilitating strategies 

that we addressed in these unplanned emails. Thais communicated with me most during 

the scripting phase. She had some difficulty helping her students translate research into 
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scripts. We discussed strategies to try, but Thais had difficulty bringing those strategies to 

life in her classroom. To help her, Miguel came to co-teach a class on scripting with 

Thais. After this, Thais found it much easier to facilitate the scripting phase. Thais and I 

to co-plan for the following 

 

 Diana and I had some difficulty communicating. Both electrical power and 

internet service can be erratic in Venezuela, and the internet is not commonly available in 

private homes.  Having no internet access at home, Diana relied on the internet at 

CEVAM, but for four of the six weeks of her Living Newspaper, the internet was 

unavailable in her classroom. This made it very difficult for us to discuss her lesson 

plans. Diana had to go to internet cafes in order to email me, and this cost her money. We 

decided that instead of emailing me, she would work closely with Miguel and Thais to 

plan her lessons. Diana composed emails to me once a week to let me know what was 

happening in her class, to ask specific questions, and to plan for the next week. She also 

sent me copies of her scripts and pictures of her students performing.  I sent replies to her 

emails to Miguel, who passed these on to Diana in person. This meant I was much less 

Newspaper to fit her classroom. It also gave Miguel the opportunity to a ,

offering Diana advice based on his own experiences and our conversations.   
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 It is important to note that Miguel chose to take on 

He offered to serve as a resource for his colleagues in response to the communication 

difficulties Diana and I were having. Miguel took the initiative to solve this problem

neither Diana nor I asked him to serve as a messenger and mentor, and this gave both 

Miguel and Diana a lot of independence in creating their Living Newspapers and 

adapting the drama strategies and pedagogy we had explored together while I was in 

Venezuela. 

 Although the scope and sequence of the Living Newspaper Projects in Venezuela 

looked very different from that of the project in the United States, I feel this schedule 

reflects a viable long-distance alternative. It depends more heavily on workshops and 

planning meetings than the Austin model does, which has both advantages and 

disadvantages, which I will discuss in Chapter Four. Miguel, Diana, and Thais did not 

have the opportunity to co-teach lessons with me throughout the project, which means it 

was more difficult for me to offer feedback on their facilitation and understand the 

challenges they faced. On the other hand, this meant that Miguel, Diana, and Thais had 

greater freedom to adapt the Living Newspaper than Christina had. Miguel, Diana, and 

, and their scripts were all very 

different. Some created videos, while others created live presentations. Some involved 

traditional scenes with dialogue, costumes, and scenery, while others utilized narrators to 

tell the story and actors to create the settings and action. One group created a series of 
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still images and used subtitles to tell their story. By contra

students followed the same basic model: Short scenes with dialogue interspersed with 

narration offering facts about the topic. Miguel, Diana, and Thais also had less support 

from me in the process of planning and facilitating lessons than Christina had. This, 

however, offered Miguel the change to take on the mantle of the expert in helping his 

fellow teachers navigate their problems. Miguel has become a resource for teachers in 

CEVAM who wish to try the Living Newspaper Project in their classrooms. Since the 

classrooms. In March, 

VEN TESOL, a national conference for English teachers in Venezuela.  

 

Conclusion  

 In this chapter, I have described the research methodology I employed for the 

Living Newspaper Project and the teachers who participated in the program. I examined 

the scope and sequence of the program in both Austin, Texas, and Merida, Venezuela. I 

have shown how participants influenced the model, caused critical changes in the project 

design, and drove the research collection. The Living Newspaper Project is a program 

designed to be guided by student inquiry. The Livi

interests. The teachers who participated in this program, Christina, Miguel, Diana and 
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Thais, embraced the idea that their students were guiding the project with their questions 

and research. Perhaps the ease with which teachers incorporated this idea into their 

curriculums hinges on the fact that the professional development model demonstrated this 

on two levels, both with students and with teachers. In the next chapter, I will discuss 

data collection and analysis. 
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Chapter  4:  Data  Collection  and  Analysis  
  

 more 

invested in finding the answer. But, because [the project] is so guided by their 
dents to have 

this opportunity. (Christina V., November 8, 2012) 
 

 comment shows, the data collected in this project are full of 

contradictions. According to Christina, the Living Newspaper Project has been 

(V., Christina, 11/28/12). Understanding the aspects of this professional development that 

allowed teachers like Christina to implement a Living Newspaper in their classrooms 

involves a complex look at the contradictions that compose the data.  

 As has been shown in Chapters Two and Three, the participants shaped the way 

the project was implemented, from scheduling to curriculum. Similarly, the methods of 

data collection I used depended greatly on who the participants were and how they were 

most comfortable sharing their thoughts and observations about the Living Newspaper 

Project. T

observations and thoughts. I coded for job-embedded  practice,  active  and  drama-based  

engagement,   and collaboration   because these were the aspects of this professional 

development program that these participants reacted to most strongly. In a different 

study, with different participants, it is highly likely that different aspects would emerge. 
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everywhere: in data collection and data analysis, in the inferences I draw, in the 

recommendations I make for future studies, and the questions I pose for future research. 

It is critical to acknowledge how deeply the participants have influenced this project in all 

aspects, from design to data analysis, as I feel this reflects an essential aspect of the 

project itself.  

 One of the key goals of the Living Newspaper Collaborative Professional 

Development Program I designed was to provide teachers with an opportunity to 

experiment with learner-centered education. In order to accomplish this, I had to provide 

the support and access to resources I outlined in Chapter Two, and the time and flexibility 

to change and mold the project to fit individual classrooms, as I explained in Chapter 

Three. This multi-layered approach to teacher education where teachers themselves are 

participating in learner-centered education while at the same time implementing learner-

centered education in their classrooms is evident in this study in  data collection and 

analysis as well. In the following sections, I outline the data I intended to collect when 

designing this study as well as the data I collected when implementing the program. I 

examined the data I collected using thematic content analysis (Cawthon, 12/3/12) in an 

effort to determine whether the program was successful in enabling teachers to 

implement a Living Newspaper Project in their classrooms, and if so, what aspects 

contributed to this success.  
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Data  Collection  and  Methods  of  Analysis 

 I originally conceived this research project as a mixed-methods study. I designed 

pre- and post-surveys that asked both quantitative and qualitative questions of 

participants about their teaching experience, including their ability to manage classrooms, 

their familiarity and comfort with teaching drama strategies, and their perceived ability to 

 prior knowledge when designing lessons (See 

Appendix F). All participants answered qualitative short answer questions as well as 

quantitative ranking questions rating their attitudes towards these various aspects of 

teaching. According to my research methodology, teachers would fill out the same survey 

after the project, and this would allow me to measure change. When designing the 

project, I had expected these pre- and post-surveys to be the most substantive portion of 

my data collection, but as the project unfolded, this proved not to be true. 

 I had planned to record meetings with teachers and to keep field notes on my own 

pre- and post-surveys I administered to the teachers. As I embarked on the project itself, I 

discovered that teachers felt much more comfortable discussing what they felt was 

working and what needed improvement with me in person rather than on the survey. As I 

began to implement the project, I decided to record much more than I had originally 

planned. These changes meant that the data analysis is focused much more on qualitative 

data than on quantitative data. There is very little quantitative data available about 
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participants. Only one participant, Thais, filled out and returned a post-survey, and Thais 

answered different questions on her post-survey than she did on her pre-survey. She left 

many questions in both surveys blank, and the questions she answered differed in her pre- 

and post-surveys. Thus I was not able to use this data in analyzing what happened in the 

Living Newspaper Program I implemented. Instead, I focused on transcripts of 

conversations I had with teachers throughout the program. 

 I recorded every conversation I had in person with Thais, Miguel, and Diana 

before I left Merida to return to the United States. These included workshops, meetings to 

discuss lesson plans and reflect on the model lesson I taught, and impromptu meetings 

that occurred after the workshops, in the hallways, and after classes. I saved email 

exchanges I shared with these teachers as well. Unfortunately, I was not able to record 

conversations I engaged in with teachers over Skype. Instead, I recorded my reactions to 

these in my field notes. These Skype meetings were largely reflections on lessons the 

participants had taught. In my field notes, I noted the specific aspects of the lesson we 

had discussed over Skype as well as my own thoughts on the conversation and the 

 excitements and concerns. It is important to note here that my email and Skype 

contact varied among the participants. The amount of collaboration and communication 

was very much determined by the teachers. I exchanged in almost weekly or even 

occasionally twice-weekly emails with Miguel in addition to three Skype conversations at 

each stage of the project. I exchanged emails with Thais about once every week and a 
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half, and we Skyped once. With Diana, I had very sporadic communication. Diana had 

difficulty connecting to the internet in her classroom and at home, so it was difficult for 

her to email and Skype with me. Over the course of her Living Newspaper Project, Diana 

and I communicated via email once. These differences in my ability to communicate with 

participants affect the amount of data I have collected for each teacher and thus affect my 

ability to analyze what happened in their projects. The data in each case will be examined 

fully in the data analysis section to determine how this might affect any general 

conclusions or inferences drawn about the pilot program.  

 With Christina, I was able to record almost all of our interactions.  These included 

everything from lesson planning and reflection meetings to impromptu conversations 

before and after class. In order to protect the privacy of the students, I did not record 

classes; however, I reflected on these on tape with Christina and alone in my field notes. 

The data I have collected in these recordings, field notes, and email conversations create 

a complete picture from the perspectives of everyone participating in the study both of 

what occurred during the project and why it came about. The interviews I recorded with 

Christina, Miguel, Diana, and Thais, as well as the many email conversations I 

exchanged with them, supplemented by my own field notes, form the basis of my data 

collection for this project. Furthermore, they reveal contradictions between what teachers 

claim in surveys and what they express in conversation. My own field notes offer yet 

another perspective on what happened in the classroom, in workshops, and in meetings. 
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 The data present rich and significant contradictions that pose exciting questions 

about the program.  The contradictions also reveal interesting discrepancies between what 

I expected to happen and what took place. This is particularly true of the data I collected 

contradictions, however, also make it difficult to draw fully reliable and precise 

conclusions about the professional development program I designed. Instead, I will offer 

inferences and interpretations  and relate these to my research questions based on the data 

that I have collected. I have made every effort to collect data from all of the perspectives 

present in this study, and I have personally analyzed the data I collected. I have done so 

without the help of participants, and therefore the analysis necessarily reflects my 

perspective on the project. After creating and implementing a deeply collaborative 

professional development program where participants influenced every aspect of the 

project we engaged in together, the process of analyzing data and composing a thesis 

about the study the participants and I conducted occasionally felt uncomfortable to me. It 

is strange to engage in the process of reflecting on a constructivist program without the 

analysis of their own experiences and of the project in their own words.  

 I have analyzed the data by coding transcripts of recordings, emails, and my field 

notes for the three aspects of professional development I isolated: job-embedded  practice, 

active  drama-based  engagement, and collaboration. These aspects were designed into the 
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project, as explained in Chapter Two. I did not understand at the time, however, how 

important they would prove to be for the participants. I coded for these three aspects of 

professional development because, in the data I collected, participants seemed to be 

reacting to them frequently and favorably. Table 5 describes each aspect and the ways in 

which I coded for that aspect in data. 

Aspect   Coding   Example  from  Data  

Job-embedded practice  Instances where teachers 
express confidence in their 
abilities to lead strategies 
 Teachers taking initiative 

in a lesson 
 Strategies teachers 

expressed an interest in 
returning to in the future. 

  In an email, Miguel asks 
permission to lead a 
workshop for teachers at 
the VENTESOL 
conference 
(M. Miguel 2/22/13)  

Active and Drama-based 
Engagement 

 Teachers seeking out 
active and drama-based 
strategies in classrooms.  
 Teachers engaging in 

active and drama-based 
strategies in professional 
development settings.  

  In a reflection on a 
lesson, Christina remarks 
on the power of active 
discussion starters to 
engage her students in their 
research.  
(V., Christina 8/11/12) 

Collaboration  Teachers and teaching 
artist work together to 
solve problems or address 
concerns related to the 
project. 

  In our final co-taught 
lesson, Christina and I re-
write the lesson plan in the 
moments before class 
begins to address questions 
Christina and her students 
have about scripting.  
(V., Christina 28/11/12) 

Table 5:  Aspects of Professional Development and Methods of Data Coding  
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 In coding for job-embedded practice, I looked for places where teachers expressed 

confidence in their abilities to lead strategies on their own, examples of times when 

teachers took initiative in a lesson, strategies that teachers expressed an interest in 

returning to in the future, and anecdotes about ways teachers engaged their students using 

aspects of the professional development model outside of the project itself.  

 I coded for active and drama-based engagement wherever I found examples of 

teachers seeking out active and drama-based strategies. I also found examples of active, 

drama-

development workshops. I examined the data for examples of teachers making choices 

between strategies in lesson planning and reflecting on the effectiveness of active 

experience in workshops, discussing what it felt like to be a participant in strategies 

versus acting as a facilitator, examining strategies they particularly enjoyed or related to, 

as well as strategies they found unhelpful or ineffective with their students.  

 Evidence of collaboration was the easiest to code for. In coding for collaboration, 

I looked for instances where teachers worked with one another or with me as the teaching 

artist to solve problems or address concerns related to the project. This might take the 

form of a compromise, a concession, or a new solution. I particularly examined the 

recordings of reflection meetings with teachers and my own field notes for examples of 
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moments when both the participants and I came to agreement on an aspect of the project 

or worked together to overcome an obstacle.  

 Taking these three aspects together: job-embedded practice, active and drama-

based engagement, and collaboration, I am able to create a comprehensive picture of the 

Living Newspaper Collaborative Professional Development Program I designed. I will 

examine what teachers felt worked about the model, what they found challenging, and 

what they felt was not useful or not applicable to them. I will examine my own 

perceptions of what happened in the project and why. I will attempt to explain what 

occurred during this professional development pilot program, why it occurred, and how 

these results might be repeated or improved in an effort to address my research question: 

What aspects of a professional development program enable teachers to implement a 

Living Newspaper Project in their classrooms? 

 

Data  Analysis  

 In this section, I present an analysis of the data I have collected by examining in 

turn each of the three aspects of professional development I have isolated: job-embedded 

practice, active and drama-based engagement, and collaboration. As segments of this 

descriptive study varied greatly depending on the participant, the school, and the 

students, I will focus on individual cases rather than make generalizations of these 

aspects across the study. In each section,  
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relationship to the aspect in question, using their own words whenever possible, in order 

to compile a more complete picture of the ways in which these individual aspects of 

professional development were either met or not met in the pilot program I created.  

Job-embedded  practice  

   When embarking on this data analysis and coding for data, I coded for 

sustainability rather than job-embedded practice. This vocabulary has since changed, due 

to the way coding, analyzing, and reflecting on data changed my own perception of 

sustainability and job-embedded practice and necessitated a re-definition of these terms. 

-

than sustainability.  I define job-embedded practice as a permanent shift, or 

transformation (Nicholson, 2005), -embedded practice and a 

their ability to implement the Living Newspaper Project might be more likely to repeat 

the project. Examples of job-embedded practice in this project include: 

 instances where teachers express confidence in their abilities to lead strategies on 

their own 

 examples of times when teachers take initiative in a lesson 

 strategies that teachers express an interest in returning to in the future 

 anecdotes about ways teachers engage their students using aspects of the 

professional development model outside of the project itself  
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Almost all of the participants expressed evidence of job-embedded practice in their 

interviews, but Miguel took the Living Newspaper Project far above and beyond the 

parameters of the pilot program I had created. 

Miguel 

 Miguel began his Living Newspaper Project by teaching a two-week version of 

the program 

discussed it at length in the week I was in Venezuela. Miguel, like most of the 

participants, had never tried a playwrighting project before, and he wanted to experiment 

with the project in a short-term model before implementing a full six-week project. His 

races and cultures living in Merida, Venezuela. In an email he sent after the first week of 

this two-week project, Miguel wrote: 

The two-week project is quite a challenge because [the students] are not as 
excited by the activities we are doing in class... With this group, it is always 
difficult making them come to class on time and extremely hard getting them to 
participate in in-class activities. For this reason I changed the order of some of the 
steps you asked us to follow. (M. Miguel, 10/30/12 ) 

 

 Miguel went on to explain the changes he made to the project. He chose a reading 

himself rather than ask students to bring 

students create research questions around the reading using the drama strategy Research 

Web. At the time of this email, Miguel was half-way through the two-week project and 
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he only had the lesson plans we had planned together ourselves the week before he began 

his Living Newspaper. Although prior to this project, he had participated in workshops 

that demonstrated research, scripting, and staging and learned some drama strategies for 

facilitating these three phases, he had never seen a scripting lesson facilitated with 

students. In spite of this, he was able to facilitate a full, modified version of the project 

with little guidance and support. Following this email, I sent Miguel various tools for 

helping him shape his scripts including an example of two vastly different completed 

scripts, a template I had used in a sixth-grade classroom, and a link to videos on the DBI 

Network demonstrating such strategies as Role on the Wall that would help him in 

 

As soon as we explained how to write a script, the students started to give ideas 
related to the chosen topic. It was rewarding for me having those students 
participating actively in class because, at the beginning, it was so hard making 
them talk considering that it was a speaking centered class! [This level focuses on 
conversation skills.] Fortunately, they got along with the activities, and at last 
they realized they have gotten good results out of this. Once they began preparing 
the set and the script, they were fully communicating in English. I noticed that 
they knew more English than I thought. (M. Miguel, 11/3/12) 

 
 -embedded practice. He took the 

model he had seen and participated in, modified it to fit his classroom and his students, 

and felt that he and his students achieved success in creating a play and improving their 

English skills. He was further able to make a discovery about his students  speaking skills 

as a result of their participation in this project.  
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 Miguel, as it turned out, was an exceptional case. Following his full six-week 

Living Newspaper, Miguel emailed me to say that he was planning on implementing 

another full project in his next class (M., Miguel, 1/10/13). As of April 2013, Miguel has 

taught one six-week Living Newspaper and two two-week Living Newspapers fully on 

his own (M., Miguel, 4/2/13). In the summer of 2013, he will present a workshop on the 

Living Newspaper Project at the VENTESOL conference for English Teachers in 

Venezuela (M. Miguel, 2/22/13). Miguel took the Living Newspaper Project, molded it to 

fit his classroom, and made it so fully his own that he has become a teacher of teachers, 

helping his peers implement the project. Miguel even served as a mentor to his fellow 

teachers during this study, assisting Diana in implementing the Living Newspaper Project 

in her classroom when internet connectivity made it difficult for her to communicate with 

me.  

 In this project, Miguel was able to take the strategies and pedagogy he had seen in 

workshops and model lessons and apply these to his own classroom. He was able to 

repeat the full Living Newspaper Project, and he could make substantial changes to the 

model to fit his classroom and his students. Miguel felt so much agency and ownership of 

the Living Newspaper that he was able to become a mentor to other teachers at CEVAM 

and will present the model to other English teachers in a conference setting.  
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Thais 

 I had less communication with Diana and Thais, the other teachers in Merida, 

-

embedded practice. Thais and I communicated each time she moved to a new phase of 

the Living Newspaper Project. In each email she told me the project was going well and 

asked specific questions about the next phase. When Thais came to the staging phase, she 

asked me if her students could deviate from the traditional play structure: 

 [The students] are excited to write their scripts. They have a lot of ideas about 
 
 the format. Do you  
 
In response to this email, I told Thais she should adapt the project to fit her students and 

their excitement. When next I heard from her, her students had performed. Two groups 

created radio plays. One group staged a talk show with a panel of experts and another 

had collected and the questions they were interrogating about their topic: Emigration and 

its effect on Venezuela. This demonstrated that Thais had grasped the essence of the 

Living Newspaper Project, had created a learner-centered learning experience, and had 

email, she told me she was planning on facilitating another Living Newspaper with her 

new class of advanced English speakers and was considering modifying the program for 

her intermediate classes (V., Thais, 12/14/12). This data demonstrates that Thais feels 
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confident in her ability to facilitate the model on her own and has enough agency in the 

project to be able to modify it to fit new students and new needs. 

Diana 

 Due to my lack of communication with Diana, it is difficult to determine whether 

or not the project was job-embedded for her. Diana was able to complete a full Living 

Newspaper with little help from me. She sent me her students  completed scripts and 

speaking, and thinking in English!  They started the  project with a lot of skepticism but 

they have really taken to it. I was so  

16/12/12). 

 The scripts Diana sent me ask complicated questions about immigration and 

emigration in Venezuela and avoid offering simple or stereotypical answers. These 

questions demonstrate that Diana was able to facilitate the project capably. Her own 

words demonstrate that she is proud of what the students accomplished and feels the 

project was a success. She succeeded in implementing the project primarily on her own, 

and in the scope of this project, this might be evidence of job-embedded practice. I do not 

know how she may have modified the lesson plans we created together to fit her 

classroom or whether or not she intends to continue teaching the Living Newspaper 

Project in the future. Without this data, I cannot conclude that the program I facilitated 

with Diana shows evidence of long-term job-
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ability to facilitate the project with very little help from a teaching artist demonstrates 

agency and independence, which is evidence of job-embedded practice within the 

parameters of this study. 

 As I have described in previous chapters, Christina, the participant in the United 

States, had a very different experience from the teachers in Venezuela. Our ongoing 

communication about the project, the lessons, and the students, as well as the wealth of 

data I have collected in the form of recordings of face-to-face conversations and my own 

field notes result in a much more comprehensive and detailed look at the project in which 

Christina participated. In this project, job-embedded practice took two very specific 

forms:  Christina implemented the Living Newspaper, as well as specific strategies, on 

her own during and after the model, and she also demonstrated a critical shift in her 

facilitation skills that will help her to implement the project again in the future. 

 Due to time constraints, I was only able to model teach in one of Chris  

Advanced Placement (AP) Spanish classes. Christina, however, teaches three AP Spanish 

classes. Rather than have all three classes using different lesson plans, Christina chose to 

implement the Living Newspaper in all three classes. For this reason, we co-facilitated 

the project in one class, and Christina taught two further projects completely on her own. 

implementation of two complete Living Newspaper Projects is evidence of job-embedded 

practice. Very early in the program, Christina was able to make changes to the model to 
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fit her classroom and to bring specific questions to our lesson planning and reflection 

meetings. Christina was particularly interested in documenting her stud

together we found many interesting ways to address this. This will be discussed at length 

in the section on collaboration, but it also points towards job-embedded practice. 

Christina felt enough agency and ownership over the model to require very specific 

changes to be made to the program. 

 Christina also responded favorably to a few very specific strategies, most notably 

Research Web. Christina used this strategy in all of her classes, from AP Spanish to 

Spanish 1, a course for beginners, in the four weeks we worked together on the Living 

Newspaper (V., Christina, 11/28/12). She has used it several times since the project 

ended and even taught it to the other Foreign Language teachers in a department-wide 

meeting (V., Christina, 1/21/13). Christina was able to take a specific strategy, apply it to 

many different classroom situations to fulfill different student needs, and facilitate the 

strategy with her peers. In our final reflection meeting, Christina also intended to teach 

another Living Newspaper in the fall of 2013 (V., Christina, 11/28/12). She told me that, 

due to the large amounts of test preparation she would have to do in the spring semester 

(Spring 2013), she would not have another opportunity before the fall to repeat the 

project. She said,  

experience 
this. (V., Christina, 11/28/12) 
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 This comment reveals a basic challenge of job-embedded practice in this project: 

time, as influenced by external forces, in this case, state testing. A follow-up to the 

professional development program would probably be valuable for Christina. It would 

give her the opportunity to return to the Living Newspaper Project with a collaborator 

and allow her time to take full agency in implementing the model. She does not, however, 

have the time for an in-depth follow up during the spring semester due to preparation for 

and implementation of standardized state exams. Christina did implement two full six-

week Living Newspaper Projects on her own during the study, however, which is clear 

evidence of job-embedded practice. This will be discussed in more detail in Chapter Five.  

  When I observed Christina teaching at the beginning of the project, I noticed that 

 lives outside of the classroom but had 

difficulty bringing that investment into her lessons (Schildkret, 11/8/12). She devoted 

much of her personal time to helping her students study for exams, even exams in other 

subjects for other teachers, and encouraging students to apply for college. When I first 

met her, Christina was re

11/2/12). As we planned a lesson, however, I could see she was not thinking about the 

specific students in her class (Schildkret, 11/8/12). Christina talked about the students as 

a whole, rather tha

th
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experience of the students showed that these generalizations did not necessarily apply to 

every student in the class.  

 As the project continued, Christina began to discuss the students as individuals 

more and more. As we were lesson planning for the scripting phase, she suggested 

creating alternatives for the image work strategies we planned to use as one group was 

investigating a topic that directly affected a student s life. We created contingency plans 

accordingly. Christina also began to recognize the importance of allowing students to 

udents are] very 

finding the answer  

 This observation 

and about her own role in the classroom. Christina shifted from regarding the students 

generally to thinking about them individually. She also began to think of herself as a 

facilitator of learner-centered education rather than the sole person in the room 

responsible for acquiring and retaining knowledge. In a conversation reflecting on the 

project, Christina said, 

 
 important to give the students independence. It leads to deeper thinking and 
 learnin
 Christina, 11/28/12) 
 
This statement demonstrates job-embedded practice in the pedagogy of the program. 

Christina began applying what she had experienced in the Living Newspaper to her 
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teaching as a whole. By the final week, Christina was discussing the project with other 

teachers. During our final lesson planning session, another foreign language teacher 

Christina, 11/28/12). She told me later that the other teachers had started calling the 

learning (V., Christina, 11/28/12). 

 The data I have collected reveal two different forms of job-embedded practice 

present in this program. When I embarked on this study, I defined job-embedded practice 

implement the project again and again. This requires a longitudinal view that was not 

possible given the parameters of this study. Miguel did, however, exhibit this type of job-

embedded practice. The data also reveal a second, short-term form of job-embedded 

practice taking place in the study. All four teachers demonstrated a shift in their sense of 

agency in implementing the model. By the end of the professional development program, 

all four teachers felt more agency in implementing a Living Newspaper than they did at 

the start of the project. Furthermore, all four teachers expressed an intention to repeat the 

project in the future. These alternative definitions of job-embedded practice will be 

further discussed in Chapter Five.  

  

  



 

109  
 

Active  and  Drama-Based  Engagement  

   An active and drama-based program promotes learner-centered education through 

the use of drama strategies. Examples of active and drama-based engagement include: 

 teachers seeking out drama-based strategies to facilitate in lessons 

 teachers making informed choices between strategies in lesson planning 

-based strategies with 

students were particularly fruitful in examining the ways in which active and drama-

based engagement is present in the Living Newspaper Collaborative Professional 

Development Program. According to the curriculum design of this project, active 

engagement would occur two levels: 1) in lessons teachers facilitate with students and 2) 

in workshops, lesson planning sessions and reflection meetings teachers participate in as 

professional development. The teachers reflected mostly on the effects of active 

engagement they saw in their classrooms with their students. In workshop and planning 

sessions, active and drama-based engagement and collaboration go hand-in-hand, and this 

is reflected in my own field notes. In meetings where I intentionally engaged teachers in 

activating drama- -based research 

methods, I also noticed that these sessions felt more truly collaborative in generating new 

ideas and reflecting on previous experiences.  

  

the deepest understanding of active and drama-based strategies both on the student level 
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in the classroom and on the participant level in planning meetings and workshops. Both 

presentations than on the processes and strategies that led them there.  

Miguel 

 In his reflection on the project, Miguel saw active and drama-based engagement 

mastery of English grammar and idiomatic expressions. In an interview in January, 

Miguel explained that the project had allowed his students to put their knowledge of the 

process of research, writing, and performing is that  students can put everything into 

practice in a direct and an indirect way

explain the different ways students engaged in English language learning. He identified 

 was an important 

part of the project and occurred simply because the project took place in his English 

classroom: 

 [The students] know they are working inside an English classroom and they have 
 to keep English as the only language they could use for communication so, they 
 become aware of grammar, vocabulary and pronunciation and the importance of 
 the correct use of those features in speech and writing. (M., Miguel, 1/10/13) 
 
Miguel, however, 

learning English. He saw a marked difference in the ways in which his students used 

English outside of the normal requirements of his English class. As the project continued, 
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his students began using much more English in class. Miguel even felt they were thinking 

in English rather than their native language, Spanish: 

 The students started solving problems using the English language, they focused 
 on the situations they were dealing with instead of the language they were using, 
 making unconscious use of English. They did not use Spanish when talking 
 amongst themselves, and if they did, it was only to ask for single word 
 translations. (M., Miguel, 1/10/13) 
 
I asked Miguel to explain where he saw his students experiencing indirect learning, and 

he offered this example. 

 When my classes were preparing the set and writing the script, they did not know 
 much of the vocabulary they wanted to use, nor were they used to using idiomatic 
 . They started to 
 apply all the new words and phrases they learned as soon as they got 
 explanations. They even went beyond the requirements, searching in dictionaries, 
 on the internet or asking me for extra vocabulary, meanings, expressions in order 
 to make their scripts better. They were even able to make jokes using idioms and 
 other colloquial expressions we were just learning. (M., Miguel, 1/10/13) 
 
As Miguel observed, making jokes requires a very sophisticated understanding of a 

hat they 

might previously have been missing. In writing a script, they had to express ideas both on 

paper and out loud that they had never used English to explain, thus the students 

absolutely needed to learn new phrases and idiomatic expressions. In facilitating the 

Living Newspaper Project, Miguel used drama strategies such as Research Web, Real and 

Ideal images, and Role on the Wall to engage students in their topic (immigration) and to  

write a script (M., Miguel, 12/13/12). The arts-based nature of the Living Newspaper 

offered Miguel an opportunity to create a learning environment where drama was 
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essential to student learning and where the learning of English took place organically. 

ng and how 

effective drama can be in creating it. Miguel told me he actually learned new colloquial 

expressions from his students in the course of this project. On several occasions, he 

expressed surprise at how advanced his students  vocabulary had become. 

 Active, drama-

Throughout the program, Miguel often contacted me via email to request new drama 

strategies or to ask for advice on facilitating a drama strategy. Miguel also participated in 

a workshop I facilitated that gave him the opportunity to experience the Living 

Newspaper Project actively, both as a student and as a teacher. This was not the first 

workshop on drama strategies that Miguel had participated in. Perhaps a reason Miguel 

implemented drama-based engagement so successfully lies in the fact that he has 

participated in several workshops in using drama-based strategies over the course of the 

four years we have known each other. When I first came to CEVAM in 2008, Miguel was 

a new teacher, and we worked closely together. When I returned in 2010, Miguel 

participated in a full week of workshops on drama-based instruction. In the workshops 

and lesson planning sessions, Miguel was a very active participant. He was always one of 

the first to volunteer to participate in strategies, and he asked to facilitate a strategy on his 

own in the final workshop. As Miguel and I began to plan the Living Newspaper Project 

in the fall of 2012, I asked him what was most important to him in lessons. Miguel said, 
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I want to make sure the students are up on their feet in every lesson. I want to get them 

out of the books and into their bodies  

 Miguel took the drama strategies he experienced in workshops and implemented 

them in his classroom almost immediately. Miguel attributed his students  success in the 

project to the active, drama-based strategies he used and the process of creating and 

reflections on his work, however, refer to drama strategies in a vague way. He almost 

never refers to a single strategy when discussing his 

because of a relative lack of active and drama-based engagement on the professional 

development level. While Miguel participated in workshops and model lessons in the 

week I was present in Venezuela, once I left, our collaboration opportunities were limited 

to emails and Skype where it is difficult to create opportunities for active and drama-

based engagement. Perhaps because he did not engage in active strategies himself once 

he began implementing the project, he did not focus on the impact of these individual 

strategies in his reflections. Instead, Miguel took a larger view of the Living Newspaper 

Project and the role of active engagement within it. 

Christina 

 Christina also commented on the effects of active, drama-based engagement in 

her AP Spanish classroom. Unlike Miguel, who saw a shift in engagement in the scripting 

phase in the middle of the project, Christina saw the most active engagement in her 
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classroom during the research phase right at the beginning. Christina was particularly 

excited by the active discussion starters we used in class including Poster Dialogue, a 

strategy where students respond to simple prompts on large pieces of paper, Research 

Web, a brain-storming strategy where students use yarn to create a web of facts and 

thoughts they have collected in research, and Role on the Wall, a character mapping 

strategy where students use the outline of a person to explore a the outside influences that 

affect a character and the emotions that character might be feeling inside. Christina liked 

these strategies because she could see her students thinking about and responding to large 

ideas in new ways. When I asked her why she liked Research Web she said, 

 It makes [the students] think. They start simple, just by saying what it is they 
 
 the gaps in their web and they connect those gaps to gaps in their knowledge. 
 
  
 
Christina was responding to the ways in which these active discussion starters encourage 

students to guide their own learning experience. Rather than having to be told what to 

look for, the students were making decisions based on what they knew and what they 

wanted to know. Christina felt students were able to make this important connection 

between the facts they had and the knowledge they lacked because they could physically 

see the empty spaces in the research web they created. 

  sion starters in 
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it by creating more opportunities for students to participate in active discussion starters. 

This also involved active engagement on the professional development level for 

Christina. In week four, the final week of the project, I arrived prepared to co-facilitate a 

lesson on staging Christina and I had planned together the week before, but Christina did 

not feel that her students were ready to begin staging. She sensed that their scripts were 

missing something critical, but she had difficulty putting into words what she thought 

they were lacking. I asked her to create an image of it, and reluctantly, she did. Her image 

was full of intense emotion, and as we discussed this, we decided that what the students 

needed was more depth to their characters. We rewrote the lesson on the fly to include 

Role on the Wall, an active discussion starter that would help students deepen their 

characters  emotions and experiences. Afterwards, Christina told me she liked Role on 

the Wall because it did the same thing Research Web does so effectively: it helped 

students see what their scripts were missing on their own, rather than be told by a teacher. 

 While Christina ref

drama-based strategies. I saw that she had begun actively seeking strategies to solve 

problems she saw in her classroom. In our impromptu meeting before class, Christina 

made it very clear that she did not want to merely write feedback on her students  scripts, 

she wanted to find an active way to help them improve their scripts on their own with 

little input from a teacher. At the end of the day, she said, 
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These students are engaging with their topics on a whole new level. They are 
really starting to take a personal interest in the topi
want everyone to care about their stories as much as they do. (V., 
Christina,11/28/12) 

 

because they had chosen them freely and engaged with them through active drama-based 

strategies like active discussion starters and script writing.  

 Like Miguel, Christina was an active and enthusiastic participant in lessons and 

lesson planning sessions. Christina had also participated in a Living Newspaper Project 

two years before this professional development program began and had actively sought 

out the opportunity to participate in my program. It is interesting that the two teachers 

who were most invested in the outcome of their projects felt the most success in 

 learning. While Thais 

and Diana both felt obvious pride in what their students had created, they did not speak 

about the process of learning in the same way Miguel and Christina did.  

Thais  and  Diana 

 Thais facilitated the project in her own way and emailed me to ask permission to 

interests. When her students wanted to change their topic from immigration to 

emigration, Thais emailed me to ask if she could shift their overall topic. When her 

students wanted to choose their own formats for their scripts, Thais wrote to me to ask 

me what I thought about this. At every occasion, I told Thais to do what she thought 
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would work best in her classroom and offered examples of drama strategies that might 

help her to achieve this. That Thais was making changes to the model to follow her 

students  interests indicates that she was using the drama strategies at her disposal to 

activate students he distance between her classroom and Austin 

meant, however, that I could not physically be present to offer her the same kind of 

support I was able to offer Christina. While Thais had active and drama-based 

engagement at the student level, she lacked active engagement at the professional 

development level. This is the case for Diana as well, with whom I had very little contact.  

 those of Thais, 

project and able 

to engage actively with both Christina and her students using drama strategies. Further, I 

was able to offer Christina hands-

needs shifted. With Thais, Diana, and Miguel, the distance meant that I was only able to 

be present for the beginning of the project and they were limited to communication with 

via email and Skype while they facilitated their Living Newspapers. For Miguel, this 

seemed to work well. It gave him independence and perhaps even created a need to know 

at the professional level. For Thais and Diana, it was more harmful than helpful, because 

they seemed to need more active support.  
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Collaboration  

 Collaboration is critical to this professional development model. I define 

collaboration as a sharing of ideas and strategies throughout the process of planning, 

implementing, and reflecting on a Living Newspaper Project. Examples of collaboration 

include moments where teachers worked together or with me as the teaching artist to plan 

lessons, solve problems, or address concerns related to the project. Collaboration in this 

project might look like a discussion, exchange of ideas, a compromise, a concession, or a 

new solution. Collaboration is indicated anywhere both the participants and I came to 

agreement on an aspect of the project or worked together to overcome an obstacle. As 

with active and drama-based engagement, collaboration occurs on several levels: 1) 

between students, 2) between students and teachers, and 3) between teachers and the 

teaching artist. While I saw examples of collaboration between students and between 

students and teachers in all four versions of this professional development program with 

each of the four teachers who participated, this study only examines collaboration 

between teachers and the teaching artist (me) in conjunction with the work Christina and 

I shared in Austin, Texas, as the participants in Merida, Venezuela necessarily had much 

more independence and much less opportunity for collaboration. This study does, 

however, 

evidence of the significance of this aspect of the professional development model to the 

teachers. As addressed in the previous section, collaboration is closely related to active 
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and drama-based engagement. Often, the data revealed that the two seemed to occur 

simultaneously. Where teachers were actively engaged in trying new strategies, they were 

also collaborating closely with me as the teaching artist.  

Miguel  

 Miguel experienced collaboration between students and between students and the 

teacher and spoke about it eloquently. At the beginning of the Living Newspaper Project, 

Miguel claimed his students rarely ever participated in group projects. The majority of 

their work was focused on reading articles and writing essays based on those articles. The 

students would participate in moderated discussions in class, but Miguel felt these were 

not effective in helping his students practice English, as students were often reluctant to 

participate. He experienced the same reluctance in his students when they began the 

about the project. It was so different from everything else w

 

 Miguel gave his students a good deal of freedom in organizing their Living 

Newspapers. Even the wording he used to describe the way he planned his lessons shows 

evidence of collaboration. When discussing changes made to a lesson or to the Living 

:  

 After they [the students] wrote their research questions, we decided to include 
 some grammar topics in the project that had come up in discussions and that the 
 students had questions about when reading articles. We spent a lot of time 
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 looking up vocabulary and making sure we understood all aspects of the topic 
 before going on to script writing. (M. Miguel, 12/13/12) 
 

course the project would take reveals how deeply he was collaborating with his students 

to make this project a success. Perhaps in collaborating with students, Miguel was 

reflecting the collaboration he engaged in with me as the teaching artist. In discussing 

ould 

brainstorm possible ways of engaging students (M., Miguel, 10/18/12). We used this 

same language when discussing lessons via email and Skype. Miguel took ownership of 

the idea of collaboration and learner-centered education and created a learning experience 

in which he and his students were equally responsible for moving lessons forward. 

Miguel also saw compelling evidence of collaboration between students. In his emails to 

me, Miguel spoke about the ease with which his students were communicating with each 

other in English by the end of the project: 

 [The students] were able to make jokes using idioms and other colloquial 
 expressions we were just learning. I have to say that I also learned many words 
 from the students that I did not know previous to this experience.  It was very 
 rewarding having these people talking in fluent English as if they were in an 
 English-speaking country. (M., Miguel, 12/13/12) 
 
Here Miguel talks about collaboration on two levels. He describes how collaborating with 

his students affected his own practice he learned new vocabulary and he describes 
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points to a successful collaboration between students both in their small groups and as a 

their Living Newspaper in addition to the administrators and teachers they were 

originally planning to perform for. They felt comfortable enough with their English to 

share this experience with their peers. I believe a collaborative environment created this 

comfort. 

 While Miguel and I worked closely together when I was in the country and 

communicated via email and Skype when I left, it is difficult to call these conversations 

collaborative. While Miguel brought difficulties to me and I offered ways of solving 

them, the distance meant I could not observe him in class with his students and offer 

 and needs, nor 

there was never an opportunity for collaboration in determining 

Living Newspaper would take. He brought questions to me, I offered suggestions, and he 

independently found solutions to his problems. This format worked for Miguel, but it did 

not work for the other Venezuelan teachers. 

Thais    

 The conversations I had with Thais showed examples of collaboration between 

students and teachers. Like Miguel, Thais often referred to decisions made about the 



 

122  
 

me for permissio

like to focus on emigration rather than immigration. Emigration is a topic that really 

relates to [the students

plays!  Radio plays, television plays. None of the students are writing regular plays, will 

 

 ence Miguel had and is 

perhaps a reflection of the language we used in lesson planning during the professional 

take, which Miguel shared, perhaps a result of minimal opportunities for collaboration 

with me in the classroom. At one point Miguel 

evidence of the breakdown of communication and the lack of collaboration between 

myself and Miguel, Thais, and Diana.  

Diana  

 There was no collaboration between myself and Diana, and for that reason, I have 

a very narrow perspective of what happened in her classroom and how the project worked 

for her. Diana facilitated a full Living Newspaper on her own, but there is insufficient 

data to determine whether or not the professional development was truly successful in 

helping her facilitate this. It is likely she depended on her prior knowledge and previous 

experience.  
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Christina  

 I was able to collaborate with Christina on a very different level because of the 

way her program was structured. We engaged in a process of co-teaching, co-planning, 

reflection, and revision every week, and this meant that we were constantly 

communicating about the project, the students, and the difficulties we felt we were 

encountering and the successes we were experiencing. There are two moments in this 

project which exemplify this professional collaboration.  

 In the first week of the process, Christina explained to me that her administrators 

project did not lend itself to daily evaluation. Christina brought this concern to our lesson 

planning session: 

 I need worksheets or assignments I can collect each day so that I can prove to 
 
 but they need to see it. (V., Christina, 11/8/12) 
 
Accordingly, we shifted the lesson plans for the rest of the project to include an 

worksheet students filled out about the research they had collected and the research 

questions they had created. As we delved further into the Living Newspaper, we found 

-based 

research methods, age work, images and songs the 

students found relating to their research topics, and drawings representing the different 
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parts of their scripts. These ideas were generated based on both my prior knowledge of 

drama-based strategies wledge of visual art and arts integration 

from her prior experience in the Living Newspaper Project. They represent a 

collaborative effort between the two of us to gather substantive, creative, and arts-based 

evidence of student learning. 

 In the final week of the project, Christina and I shared a truly collaborative lesson 

planning experience. When I arrived in class, ready to co-teach the lesson on staging we 

something. 

(V., Christina, 11/28/12). We 

used active and drama-based strategies as a means of engaging in this question together 

in order to figure out what it was the script was missing, as explained in the previous 

section, Active  and  Drama-Based  Engagement.    

   When we determined that the students needed more time to develop their 

characters, we wrote a whole new lesson in the few minutes before class began. I 

proposed a strategy, Role on the Wall, and Christina proposed an end goal for the lesson, 

a reading of the script. We settled on a structure, then in the middle of the lesson, both 

Christina and I realized that the structure we had plann

hoped it would. We had planned to do one Role on the Wall together as a class, then to 

allow students time to work on Roles on the Wall in their groups. Students were still 
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struggling to write their scripts, and Christina whisp

took their individual characters, created an image of that character, then created a Role on 

the Wall for that character. At the end of the class Christina told me, 

 The students finally managed to make that jump from what the character needs 
 
 why does she need money?  Christina, 
 11/28/12) 
 
This experience demonstrates collaboration between a teacher and a teaching artist. The 

artist proposed a solution: Role on the Wall, and together both the teaching artist and 

teacher adapted that strategy to work with the specific students.  

 This example of a lesson adapted to fit the students also demonstrates 

collaboration between students and the teacher. Christina and I worked together to adapt 

our lesson.  We adjusted to be where the students were in their process rather than teach 

to where we thought they should be. This collaboration allowed us to create a richer 

process and a more meaningful product.  

 The data I have collected about the experiences of Christina, Miguel, Diana, and 

Thais in this professional development program reveal the difficulty of creating an 

opportunity for collaboration in a distance model. The strength of the Living Newspaper 

Professional Development Program in Austin was the collaborative nature of my 

relationship with Christina. This collaboration allowed us to tailor the professional 
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and her school. The distance between Austin and Venezuela meant I was not able to tailor 

the project as individually to Thais, Miguel, 

however, might be due to the very independence the distance model afforded him, as will 

be discussed in Chapter Five. 

 

Conclusion  

 In this chapter I have discussed the methods by which I collected and analyzed 

data for the Living Newspaper Collaborative Professional Development Program. I 

outlined the three aspects of professional development I coded for job-embedded 

practice, active and drama-based engagement, and collaboration and explained where in 

the data evidence for these aspects might be found. I analyzed the data to explore how 

these three aspects of this professional development model have influenced the 

experience of the four participants I worked with Miguel, Diana, Thais, and Christina

and I also drew a few connections between the experiences these four participants discuss 

in interviews, emails, and surveys and the design of the pilot program I created for the 

Living Newspaper Project. In the next chapter, I address my research question and draw 

conclusions, or inferences, based on the data I have collected and analyzed. I will offer 

recommendations for further research and changes that might be made to future models 

of the Living Newspaper Collaborative Professional Development Program in an effort to 
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create a truly collaborative professional development program for implementing the 

Living Newspaper Project in foreign language classrooms.  
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Chapter  5:  Reflections,  Recommendations  and  Further  Research  
  

 On the last day of the Living Newspaper Project that Christina and I facilitated 

together in her Advanced Placement (AP) Spanish classroom in Austin, Texas, Christina 

  

 
 What would you write? 
 
 
 You know, when we started, they w
 to get a grade, or they were simply not doing it at all. Then we started with 
 Research Web and they were writing their own questions and doing their own 
 research. They were so excited to share their plays with you.  
 
  
 
 Christina:  Definitely. I may not have time next semester with testing and all, but 
  
 
 Me:  Would you say the project was a success? 
 
 Christina: Yes. Definitely. [The students] engaged with their topics on a whole 
  
 
  qualify 
 .  
 
 Christina:  Just write about what happened. The project speaks for itself.  
 (V., Christina, 11/28/12) 
 

happened in this study from as many perspectives as possible. I have examined the 

project design and research methodology, described implementation of the professional 

development program, and analyzed the data I have collected in an effort to determine 
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what aspects of a professional development program enable teachers to implement a 

Living Newspaper Project in their classrooms. I isolated three aspects of this professional 

development based on the data I collected from participants: job-embedded   practice,  

active  and  drama-based  engagement,  and collaboration.  In this way, I have endeavored 

to explain exactly what happened in the design and implementation of the Living 

Newspaper Collaborative Professional Development Program. Now it is necessary to 

examine why   and how   this happened and how these aspects enabled teachers to 

implement a Living Newspaper. This chapter examines the three aspects of professional 

development I isolated: job-embedded   practice,   active   and   drama-based   engagement,  

and collaboration   in an effort to determine what happened in the Living Newspaper 

Project Professional Development Program and to understand why these events took 

place. In the following sections, I reflect on the data I analyzed, drawing inferences and 

making interpretations of the data rather than drawing conclusions. I offer 

recommendations for future study and questions for further research. 

  

  

 To ascertain which aspects of professional development enabled teachers to 

facilitate a Living Newspaper Project in their classrooms and how these aspects impacted 

the teachers  ability to implement the model, it is necessary to determine whether or not 

the teachers were able to complete a Living Newspaper Project. The data indicates that 
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all four teachers completed a Living Newspaper. I have received scripts, photos, video, 

class resulted in student performances, and this indicates that the program was a success. 

Each teacher was able to implement a Living Newspaper, and every student performed 

their own work. This satisfies a portion of my research question: Were teachers able to 

implement a Living Newspaper Project in Austin, Texas, and Merida, Venezuela? The 

teachers, themselves, however, have more to say about what constitutes success in 

implementing a Living Newspaper Project. In the data I collected from participants, 

teachers indicate that, according to their experiences, success is not only evidenced by 

 but also by 

their ability to lead a project that facilitated a change in the way their students engaged in 

their own learning 

 In the quote above, Christina implies that for her students in her classroom, 

success was change. Christina saw a shift in the way her students engaged in their own 

learning. Her students shifted from passive to active learners. Christina attributes this 

shift to the agency and ownership students were given over their topics. She specifically 

reasons her students took a more active role in learning (V., Christina, 11/28/12). This 

implies that Christina herself felt agency and ownership over the facilitation of the Living 

Newspaper. She was able to facilitate a Living Newspaper that engaged students deeply 
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in their own learning. Christina created a learner-centered classroom environment in 

which students could guide the Living Newspaper Project by writing their own research 

questions and following th

own practice, as according to her pre-survey, she did not indicate she employed learner-

centered education in her classroom before implementing the Living Newspaper Project 

(V., Christina,11/4/12). Perhaps, for Christina, success was this discovery of the power of 

learner-centered education. 

 Miguel also described success as change. In our conversations and emails, he told 

me stories about specific students who had never spoken in class.  Not only were they 

vocal participants by the end of the project, they were taking a central role in the writing 

and direction of their play. Like Christina, Miguel saw a change in the way his students 

engaged with their own learning. His students became active participants, choosing to 

speak in English at times when it was not required, actively seeking out new phrases and 

idiomatic expressions to improve their scripts. When I asked Miguel if he thought the 

project had been successful he immediately replied, 

 [T  phrases 
 none  
 
 it again and again. (M., Miguel, 1/10/13) 
 
Miguel, like Christina, had created a classroom environment that fosters learner-centered 

education. Like Christina, his pre-survey indicated that he had not considered engaging 

had he designed lessons based on their lived 
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experiences before participating in the Living Newspaper Collaborative Professional 

Development Project 

example of a change in teaching perhaps caused by their experiences in this professional 

development program. 

 In Pedagogy  of  the  Oppressed,  

, 

 For apart from inquiry, apart from the praxis, individuals cannot be truly human. 
 Knowledge emerges only through invention and re-invention, through the 
 restless, impatient, continuing, hopeful inquiry human beings pursue in the world, 
 with the world, and with each other. (Freire, 1970) 
 
Praxis, then, is the means by which individuals are transformed. For Christina and 

Miguel, the Living Newspaper allowed these teachers to reach a praxis and transform the 

way they approached student learning. The word  a 

life-long shift (Nicholson, 2005). Here, there is evidence of a moment of change, but it is 

not yet a full transformation. This reveals both a strength and a limitation of the Living 

Newspaper Project Collaborative Professional Development model. Two of the four 

participating teachers exhibited a change in their comfort with the facilitation of learner-

centered education. This pilot study, however, was short term, and so sustained change in 

oject takes place over 

 Christina, 11/28/12). Does the change teachers and students see 

 does it shift the way teachers 
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and students approach lessons for the rest of the semester, the year, or their career?  This 

question is outside the parameters of this study to answer, but is nevertheless interesting 

to contemplate. 

  

Reflections,  Inferences,  and  Interpretation  of  Data  

 The data indicate that each teacher was able to implement a Living Newspaper 

Project. Having established that teachers implemented a Living Newspaper Project, my 

research asks the question: What   aspects   of   a   collaborative   professional   development  

program  enable  teachers  to  implement  a  Living  Newspaper  Project  in  their  classrooms?   

In the course of examining the data, I isolated three aspects of this professional 

development project lement the model:  

      job-embedded practice 

      active and drama-based engagement 

      collaboration 

Over the course of this document, I have examined these three aspects of professional 

development as they relate to this project. These aspects were built into my project 

design, although at the time I did not fully understand their importance, nor did I refer to 

them by these names. As explained in Chapter One, I have written about this study in a 

linear way for the sake of clarity, although many discoveries and decisions in this study 

were  happening organically and simultaneously. Additionally, as discussed in Chapters 
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Two and Three, I explored the ways in which other professional development models 

approach these three aspects as well as the ways in which such theorists as Freire, 

Vygostky, and Csikszentmihalyi write about these aspects in terms of learning and 

education. As Christina suggested, I have examined what happened in the professional 

development model I piloted in order to explain the ways in which these aspects affected 

with their students. In this section, I examine each of these aspects individually to 

determine their importance in this professional development model, as well as if and how 

they may have enabled teachers to implement the project in their classrooms. 

Job-embedded  practice  

 What makes learning resulting from participation in a professional development 

program job-embedded? For the Living Newspaper Project, there are two levels of job-

embedded practice: short-term and long-term. Short-term job-embedded practice is 

defined by the characteristics: 

   ability to implement the Living Newspaper on their own 

 a f agency in implementing the Living Newspaper Project 

 a program-related goal teachers make for the future 

 As demonstrated in Chapter Four, the data indicate that this professional 

development program was job-embedded in the short-term. All four teachers 

implemented a Living Newspaper on their own. Furthermore, each teacher spoke about 
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and demonstrated a shift in their sense of agency in implementing the project and created 

 offers 

an excellent example of short-term job-embedded practice. I co-taught with Christina in 

one of her AP Spanish classes, and she led Living Newspaper Projects on her own in her 

other AP Spanish classes. On the last day of our Living Newspaper Project, Christina 

said,  

 
 important to give the students independence. It leads to deeper thinking and 
 
 Christina, 11/28/12). 
 
This observation demonstrates that Christina feels a sense of agency about her own work 

in the Living Newspaper Program. She has seen her students engaging in their learning in 

a new way and attributes this shift in student learning to her own work with the Living 

 

 When I embarked on this project, I defined job-embedded practice only by a 

project semester after semester, year after year, in spite of the fact that this study took 

place over two months and could not offer conclusive data on long-term job-embedded 

practice. Given what I have learned in implementing and analyzing the Living 

Newspaper Program, I would now define this as long-term job-embedded practice.  

Examining this type of job-embedded practice in the Living Newspaper Project 
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Collaborative Professional Development Program would require a longitudinal study. 

The program, however, does seem to have begun a process of long-term job-embedded 

practice for one participant, Miguel. As of April 2013, the semester after implementing 

the Living Newspaper, Miguel has led a full six-week Living Newspaper and two two-

week Living Newspapers outside of the parameters of the professional development 

program we collaborated on together. He is further serving as a mentor for other teachers 

at the Centro Venezolano Americano de Merida (CEVAM), the English institution where 

he teaches, and this summer, Miguel will lead a workshop at the VENTESOL conference 

in Caracas, a national conference for English teachers. 

 Why is job-embedded practice an important aspect of this professional 

development? The data indicates that without agency, these teachers would not have been 

able to implement a Living Newspaper Project on their own. Agency, a feeling of 

preparation, self-confidence, and mastery of a skill is critical in guiding students through 

a learner-centered process like the Living Newspaper Project.  

 Though beyond the scope of this research study, long-term job-embedded practice 

is essential and must be investigated further. Without long-term job-embedded practice, 

praxis is not possible. In a collaborative model, the participants and the students must be 

responsible for their own praxis. I, as the researcher, teaching artist, and guest in the 

classroom, cannot dictate the shift teachers should make. The participating teachers must 

decide for themselves what praxis looks like and what pace and evolution is appropriate 
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for their own teaching practice. In this collaborative professional development model, 

teachers and teaching artists work together to try new strategies and implement new 

pedagogy with the goal of finding a shift in practice that works for the individuals in the 

classroom within the context of a Living Newspaper Project. A job-embedded  

professional development program must provide teachers with the support, strategies, and 

pedagogy to make that shift a permanent change, and this happens over time. This project 

had no follow-up after teachers completed their Living Newspaper, and so there was no 

opportunity for teachers to ask questions after they had tried the model out themselves on 

their own, nor was there an opportunity within the professional development for teachers 

to shift their practice in the Living Newspaper Project to fit new students and new given 

circumstances. A follow-up to this program, which might take the form of a meeting, 

workshop, or co-planned and co-taught lesson, might provide more long-term job-

embedded practice for the model. Certainly, a longitudinal study of the Living 

Newspaper Collaborative Professional Development Program would be necessary to 

-term job-embedded practice. 

Active  and  Drama-based  Engagement  and  Collaboration  

 Active and drama-based engagement and collaboration are interrelated in this 

project and, as demonstrated in Chapter Four, instances of active and drama-based 

engagement often occur simultaneously with collaboration. I will address these two 

aspects of professional development together in this section in an effort to explain how 
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these aspects together enabled teachers to implement a Living Newspaper Project in their 

classrooms.  

 While all four teachers implemented a Living Newspaper in their classrooms,    

the amount of time we spent in collaboration varied with each teacher. In Austin, Texas, 

Christina and I collaborated to co-plan, co-teach, and reflect on lessons throughout her 

Living Newspaper Project. Proportionally, I collaborated the most with Christina, as I 

was present in her classroom throughout the project. In Merida, Venezuela, distance, 

time, and access to the internet dictated that I was only able to collaborate with Miguel, 

as described in Chapter Four, who communicated with me via email and Skype 

frequently. This communication offered more opportunity for collaboration than the 

limited contact I was able to have with Thais and the extremely minimal contact I had 

with Diana. With hind

permission to change different aspects of her professional development program were 

moments where Thais was reaching out for collaboration. Future long-distance models of 

the Living Newspaper Project Collaborative Professional Development Program should 

address this difficulty in communication and collaboration across distance, perhaps by 

implementing a different means of connecting with participants than email and Skype.  

  Miguel and Christina also reported and exhibited more examples of active and 

drama-based engagement than Thais and Diana did. This might point to a link between 

collaboration and the use of active and drama-based engagement by teachers. Perhaps 
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collaboration provides an opportunity for teachers to experience active and drama-based 

engagement on the professional development level, making it easier for these teachers to 

implement active and drama-based engagement in their practice. The strength of the 

professional development model I facilitated with Christina lay in the collaboration 

between the teacher (Christina) and the teaching artist (me). The structure of co-planning, 

co-facilitation, and reflection meant we were constantly communicating about our goals 

for lessons, challenges we encountered, and solutions we found on an ongoing basis. We 

were able to create and facilitate more opportunities for active and drama-based 

engagement than we might have otherwise. 

 Active and drama-based engagement in a professional development model is 

important because it can offer teachers an opportunity to practice strategies and pedagogy 

in a professional environment with a teaching artist before taking these into their own 

classrooms (Cawthon & Dawson, 2009; Cawthon, Dawson, Judd-Glossy, & Shasta, 

2012). Engaging in lesson planning sessions where active and drama-based engagement 

strategies were built into the structure of meetings gave Christina more confidence to 

facilitate strategies on her own more quickly. In Venezuela, the week of active 

workshops facilitated with participants made it possible for Thais and Diana to 

implement a full Living Newspaper on their own with little help from me. I cannot help 

but wonder what these teachers might have achieved had we been able to collaborate 
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more fully. Collaboration in planning and implementing active and drama-based work is 

vital to providing the support teachers need to take ownership of the model.  

 pears to contradict this. He facilitated three successful 

Living Newspapers by employing strategies and pedagogy he had learned in workshops 

and lesson planning sessions within the professional development program. I am not sure 

what made Miguel so successful. Miguel and I did communicate more than I was able to 

communicate with Thais and Diana, but as I was not present in the room with Miguel I 

was not able to give him the same kind of collaborative experience Christina had. 

Understanding what happened in this case is critical to creating a successful distance 

model.  

 In reflecting on the ways in which the three aspects of professional development I 

isolated job-embedded practice, active and drama-based engagement, and 

collaboration I wonder how the collaborative professional development model I created 

might be re-designed to offer more long-term job-embedded practice. While the 

collaborative professional development model Christina participated in offered the full 

support necessary to implement a Living Newspaper project, it did not offer sustained 

support beyond the initial project to assist Christina in implementing the Living 

Newspaper Project again. Modifications must also be made to the distance model I 

facilitated in Venezuela to ensure that this program can offer the same kind of support a 

participant working directly with a teaching artist throughout the project receives.  
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Theoretical  Foundations  in  Transition 

 In the course of implementing the professional development program I designed, 

my understanding of and professional relationship to the theories which shaped the 

Living Newspaper Program have shifted. The most obvious and primary shift lies in my 

understanding of job-embedded practice. My understanding of job-embedded  

professional development 

(2000) as explained in Chapter One, as 

Chapter Two. In implementing the project, I discovered a difference between long-term 

job-embedded practice and the short-term job-embedded practice this project offers. This 

theory of the 

Zone of Proximal Development. When working collaboratively in a professional 

development setting, honoring the co-constructed knowledge teachers and teaching artists 

have created together requires a different approach to job-embedded practice. In this 

program, asking or requiring participants to implement a permanent change goes contrary 

, because it is a standard imposed by the researcher. It 

-centered education, as it does not 

allow the learner to dictate their own end goal.  

 

place in which learning occurs (Vygotsky, 1978), formed the foundation of the structure 
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of this professional development program. As explained in Chapter Two, In designing 

this model, I intended to create a professional development program that would scaffold 

teachers with a learner-centered experience outside the classroom. In implementing this 

project, I discovered that creating a learner-centered, scaffolded professional 

development program required much more flexibility than I had anticipated. Teachers 

needed both collaborative assistance in planning and implementing lessons and 

independence to adapt the methods they learned in professional development to their own 

theory of the ZPD, teachers required assistance in planning and implementing the Living 

Newspaper Project before they could implement the program on their own 

(Vygotsky,1978).  The programs I created in Venezuela and Austin attempted to offer 

teachers both assistance and independence, but in practice, it was difficult to scaffold 

both of them 

much more independence than they did assistance, and the teacher in Austin received a 

high level of support and less independence. Future versions of the Living Newspaper 

Program must balance both a high level of assistance and a high level of independence 

for teachers.  
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Recommendations  and  Further  Research  

 Where does this research go from here?  First, there must be an examination of 

the challenges encountered in the facilitation of this pilot program, so that these can be 

addressed in future versions of this professional development model and investigated in 

further research. The chief areas of further research for this professional development 

model, as indicated by participants in the data I collected, are time,   distance,   and 

preparation.  

 In all four classrooms, time was precious and limited. It was difficult even to find 

participants chiefly because teachers do not feel they have the time to engage in voluntary 

professional development. Beyond the project itself, teachers like Christina, Miguel, 

Diana, and Thais experience pressure from sources outside their classroom, such as a set 

curriculum, large teaching load, and standardized testing, that limit the time available to 

them to experiment with new models of teaching and learning. What then is the best way 

to create job-embedded practice, active and drama-based engagement, and collaboration 

without infringing on teachers  time?   

 Future versions of this model must also endeavor to address challenges created by 

distance. Collaboration across distance proved extremely difficult with the participants in 

Venezuela. We encountered difficulty with internet connections, with time zones, as 

Venezuela is an awkward half hour different from Austin, and with comfort in different 

modes of communication and technology. While Miguel was used to using Skype, Thais 
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and Diana were not, and this might have been a reason they were reluctant to use it. Both 

at school and at home throughout the project, Thais, Diana, and Miguel all encountered 

difficulties with their internet connections. This is a reality of life in Merida that I had not 

anticipated and had not planned for. If internet communication is removed, how might 

communication be sustained and collaboration be created?  Would it be possible, with 

adequate funding, to secure reliable internet service in a place like Merida? These are 

vital questions to answer if the distance model is to be implemented again.  

 I worry that requiring teachers to participate in a model like this asserts unhelpful 

judgments on what good teaching looks like and how it might be implemented in their 

classrooms. In every case, I have tried to individualize the Living Newspaper Project to 

fit each teacher s teaching style, classroom culture, and student needs. It is possible, 

however, that the structure of the project and professional development models 

themselves are limiting. Further research is needed to examine the ways in which a 

collaborative professional development model is either helped or hindered by project-

based learning structures like that of the Living Newspaper Project, as well as ways in 

which job-embedded practice might be created, perhaps with follow-up workshops or 

me  

 There are gaps in this research that I hope to address with future studies. Chief 

among them is the question of preparation. What preparation do teachers need before 

they engage in a collaborative professional development model like the Living 
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Newspaper Program?  To be successful, do teachers need a background in drama-based 

strategies such as both Miguel and Christina had?  Further research into this model must 

also examine the beginning and end of the program as closely as I have examined the 

program itself. I would like to examine the types of preparation at the beginning of a 

professional development that would enable teachers to participate in the professional 

development at their highest capacity. As Csikszentmihalyi (1990) might put it, what 

? I would further like to 

research what follow-up experiences best enable teachers to sustain the work they have 

engaged in professional development

Newspaper Project in an effort to understand what made him successful in sustaining this 

Newspaper Project Collaborative Professional Development Program that could be 

applied to revisions of the model? Defining the elusive qualities that make a teacher 

this kind of professional development might help to define how teachers 

should prepare to implement a Living Newspaper in their classrooms and could identify 

follow-up experiences that would be helpful after teachers complete the project. This 

investigation might even lead to an expansion of the collaborative professional 

development model away from project-based learning and into other areas of arts 

integration. How, for example, might this collaborative professional development model 

look different in elementary classrooms or in beginner foreign language classrooms?  
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 Beyond these questions concerning time, distance, and preparation raised by the 

research I conducted, there are also questions I had hoped to address but could not, given 

the time and participants available. In future studies, I hope to address the difficulties I 

had in collecting pre- and post-surveys. Perhaps different methods of data collection 

would provide more opportunity to conduct a mixed-methods study. Though I had 

originally planned to do so in this study, I was unable to include culturally responsive 

pedagogy (a style of teaching based deeply on the  within the 

Living Newspaper Project. Examining culturally responsive pedagogy requires much 

more research and perhaps a re-design of the pilot program I created. It might be a logical 

next step for the Living Newspaper Project Collaborative Professional Development 

Program. Examining ways in which culturally responsive pedagogy functions in a 

collaborative professional development program might provide the opportunity to 

examine the questions I have posed concerning time, distance, and preparation. This 

professional development more closely. Investigating culturally responsive pedagogy 

would provide a space to examine what makes a professional development collaborative, 

what is necessary to create collaboration, and how this translates across cultures to 

classroom teaching. 
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Conclusion  

 At this point in my research, I have many more questions than I have answers. I 

hope over the course of the next four years, as I begin to pursue a PhD in Theatre for 

Youth, to begin answering these questions. At the moment, I can say for certain that the 

work I have engaged in with Christina, Miguel, Diana, and Thais has shifted forever the 

way I will approach professional development. Before I began this project, I did not see a 

connection between the learner-centered inquiry I encouraged in the classroom and the 

ways in which I thought about preparing teachers to exercise this in their own 

classrooms. Of course it makes sense that teachers must experience learner-centered 

inquiry on the professional development level before they can be expected to implement 

this in their classrooms. If nothing else, this study has brought me to a moment of praxis. 

In the course of this research, I have discovered the importance of intentional 

collaboration in professional development, and I will endeavor to build collaboration into 

every interaction I have with teachers.  

 There is much more research to be done about job-embedded practice, active and 

drama-based engagement, and collaboration. This investigation, however, has been 

fruitful first and foremost because the participants shifted my thinking. Perhaps this 

agement in learning, but 

the real shift lies with the researcher. Conducting this research has led to critical change 

in my practice and will, I hope, continue to help me grow and flourish as a teaching artist, 
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a teacher, and a researcher as I find new questions to answer and new ways of improving 

the model I have created.  

 

  

  

  

  

  

  

  

  

  

  



 

149  
 

Appendix  A:  The  Timelines  of  Living  Newspaper  Programs  

 
Timeline Austin,  Texas  
Teacher:  Christina  V.  
Teaching  Artist:  Elizabeth  Schildkret  
School:  Lehman  High  School  
 
October 10, 2012:  Phone meeting. Teacher agrees to be a part of the project. Teacher and 

 
 
October 25, 2012: Initial Meeting. Teacher and Teaching Artist share goals and plan out 
the scope of the project. 
 
November 2, 2012: Lesson Planning Meeting. Teacher and Teaching Artist plan the first 
co-taught lesson. 
 
November 9, 2012: Day 1. Teacher and Teaching Artist co-teach a lesson on research 
with students. Later that day, Teacher and Teaching Artist reflect on lesson via phone. 
 
November 8, 2012: Lesson Planning Meeting. Teacher and Teaching Artist co-plan the 
second lesson. 
 
November 16, 2012: Day 2. Teacher and Teaching Artist co-teach a lesson on scripting 
with students. Reflection via phone later that day. 
 
November 19, 2012: Lesson Planning Meeting. Teacher and Teaching Artist co-plan the 
third co-taught lesson. 
 
November 23, 2012: Day 3. Teacher and Teaching Artist (intend to) co-teach a lesson on 
performance with students. Reflection via phone later that day. 
 
November 28, 2012:  Performance. Teacher facilitates students in performing their scripts 
for each other, Teacher, and Teaching Artist.  
 
December 3, 2012: Final meeting wrapping up project. 
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Timeline Merida,  Venezuela  
Teacher:  Miguel  M.  
Teaching  Artist:  Elizabeth  Schildkret  
School:  The  Venezuelan-American  Binational  Center  (CEVAM)  
  
October 12, 2012:  Teaching Artist arrives in Venezuela and meets briefly with Teacher. 
 
October 15, 2012: Initial meeting between Teacher and Teaching Artist. Teacher and 
Teaching Artist share goals and plan the scope of the project. 
 
October 16, 2012: Teaching Artist observes a class taught by Teacher. 
 
October 17, 2012:  Teaching Artist facilitates a workshop on the Living Newspaper 
Project for CEVAM Teachers, including Miguel, Thais, and Diana. 
 
October 18, 2012: Teacher and Teaching Artist co-plan three Living Newspaper Lessons 
for each phase of the project. 
 
October 19, 2012: Teaching Artist leaves Venezuela. 
 
October 22  November 1, 2012:  Teacher teaches an independent two-week Living 
Newspaper Project with advanced English students 
 
November 1, 2012: Teacher begins a six-week Living Newspaper Project with a new 
class of advanced students.  
 
November 3, 2012:  Teacher emails Teaching Artist with an up . 
 
November 16, 2012: Teacher and Teaching Artist meet via Skype to discuss project and 
plan next lessons. 
 
November 18, 2012: Teacher emails Teaching Artist with an update on the project and 
questions about creating a script with students. 
 
November 30, 2012:  Teacher and Teaching Artist meet via Skype to reflect on project so 
far and provide a space for asking and answering questions. 
 
December 13, 2012: Teacher emails Teaching A
and questions. 
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December 14, 2012: Teacher completes Living Newspaper Project; students perform 
work. 
 
January 10, 2012: Teacher and Teaching Artist meet via Skype to reflect on project. 
 
 
Timeline Merida,  Venezuela  
Teacher:  Thais  V.  
Teaching  Artist:  Elizabeth  Schildkret  
School:  The  Venezuelan-American  Binational  Center  (CEVAM)  
  
October 12, 2012:  Teaching Artist arrives in Venezuela and meets briefly with Teacher. 
 
October 15, 2012: Initial meeting between Teacher and Teaching Artist. Teacher and 
Teaching Artist share goals and plan the scope of the project. 
 
October 16, 2012: Teaching Artist observes a class taught by Teacher. 
 
October 17, 2012:  Teaching Artist facilitates a workshop on the Living Newspaper 
Project for CEVAM teachers, including Miguel, Thais, and Diana. 
 
October 18, 2012: Teacher and Teaching Artist co-plan three Living Newspaper Lessons 
for each phase of the project. 
 
October 19, 2012: Teaching Artist leaves Venezuela. 
 
November 1, 2012: Teacher begins Living Newspaper Project with students. 
 
November 3, 2012:  Teacher emails Teaching A
and questions about the project. 
 
November 13, 2012: Teacher emails Teaching A
and questions about the project. 
 
November 20, 2012: Teacher and Teaching Artist meet via Skype to discuss the project, 
ask and answer questions, and share drama strategies. 
 
December 14, 2012: Teacher completes Living Newspaper Project. Students perform 
work. Teacher emails Teaching Artist about the project. 
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Timeline Merida,  Venezuela  
Teacher:  Diana  L.    
Teaching  Artist:  Elizabeth  Schildkret  
School:  The  Venezuelan-American  Binational  Center  (CEVAM)  
  
October 12, 2012:  Teaching Artist arrives in Venezuela and meets briefly with Teacher. 
 
October 15, 2012: Initial meeting between Teacher and Teaching Artist. Teacher and 
Teaching Artist share goals and plan the scope of the project. 
 
October 16, 2012: Teaching Artist observes a class taught by Teacher. 
 
October 17, 2012:  Teaching Artist facilitates a workshop on the Living Newspaper 
Project for CEVAM teachers, including Miguel, Thais, and Diana. 
 
October 19, 2012: Teacher and Teaching Artist co-plan three Living Newspaper Lessons 
for each phase of the project; Teaching Artist leaves Venezuela. 
 
November 1, 2012: Teacher begins Living Newspaper Project with students. 
 
December 14, 2012: Teacher completes Living Newspaper Project. Students perform 
work. 
 
December 16, 2012:  Teacher emails Teaching Artist with reflection on the project. 
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Appendix  B:    Lesson  Planning  Template  

THE  LIVING  NEWSPAPER  PROJECT:  LESSON  PLAN  
Topic:  
Lesson  Date:  
Teacher:  
Teaching  Artist:  
Materials  Needed:  
  
Objective  or  focusing  question:  
  
  
Procedure:  
Engage  
Strategy:  
  
  
  
Side-Coaching:  
  
  
  
Processing  Questions:      
  
Explore  
Strategy:  
  
  
  
Side-Coaching:  
  
  
  
Processing  Questions:      
  
Reflect  
D  
A  
R  
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Appendix  C:    Lesson  Plans:  Austin  
  
(These  lesson  plans  were  co-developed  with  the  teacher)  
Teacher:  Christina  
(note:  the  following  lesson  plans  have  been  translated  from  Spanish  into  English  by  the  
researcher)  
  
Subject:  The  Living  Newspaper,  Day  1  
Materials  Needed:    Paper and pens or pencils, space to move.  
  
Engage:    Name  and  Action  
TIME: 10 minutes 
Space: Room for a circle 
Procedure:   
Everyone stands in a circle. Have players introduce themselves to the group by saying 
their names plus an adjective that describes their personality. Each player creates a body 

and image. Continue until everyone is introduced.  
Possible  Side-coaching:   

 
 

Processing  Points:   
--What stood out to you about the images we created? 
--How did we use our bodies to show ideas?  
 
What  is  a  Living  Newspaper?    Concept  exploration  through  frozen  images  
TIME: 10 minutes 
Space: Room for a circle  
Procedure:  
In a circle, the facilit hink of when you hear the word 
newspaper?  the words they just hear and their ideas 

about what makes an interesting frozen image as they one half of the circle creates frozen 
n

sculptures as you process with the other half of the students: what do you see? What new 
n

l  
Processing  Points:  
Describe: What do you see?  What are these bodies doing? 
Analyze: Based on what you see, what do you think our definition of a Living Newspaper 
might be? 
 



 

155  
 

 
(Note: at this point the facilitator explains the structure of a living newspaper and 

 
 
How  do  we  define  Human  Rights?    Concept  exploration  through  partner  sculpting  
TIME: 10 minutes 
space: Room for a circle 
Procedure:  
Students find a partner and a space in the room to work. the facilitator explains that 
students will be working together to create a definition of human rights in the same way 
we created our own definition of a Living Newspaper. Have partners decide who will be 
partner 1 and who will be partner 2. Partner 1 will be the sculptor and partner 2 will be 
the clay. Sculptors will sculpt their partners into an image of human rights. Once 
sculptures have been created, observe the sculptures. If time, switch and have clay create 
an image of either human rights or immigration. 
Processing  points:  
Describe: What do you see? 
Analyze:  What definitions of human rights do you see in the room? 
Relate: How does this relate to our topic of immigration? 
 
Deepening  Research:  Real  and  Ideal  images  
Time:  10-15  minutes  
Procedure:   
Divide students into their research groups. Explain they are going to be creating 3 frozen 
images based on their research topics. The first image will be based on the problem they 
want to address. Give students 1-2 minutes to discuss their topic before creating a group 

. Ask them to rehearse twice. 
Then repeat the process to create a frozen image of what it would look like if the problem 

shows one possible way to go from the real to the ideal  
problem? Once students have all three images, ask them to rehearse moving from the real 
to the change to the ideal.  
 
Students will then perform their three images for the class. After each performance, 
discuss using the following processing points.  
 
Processing  Points   

What are the bodies doing?  
Because the bodies are doing _____. What do you interpret that to mean?  

 
pic?  

What information do you need to know to move from the real to the ideal?  
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What questions do you have for this group?  
 
Possible  Side-coaching   

 
 

  
Reflection  Questions:  
Ask students to sit in a circle with their groups to answer the following questions. One 
student will record their answers for their group.  
 

What did you learn about your topic through creating these images?  
What are you wondering about your topic?  
What are the next steps you can take to answer your questions? 

 
If time permits, groups can share with the rest of the class.  
 
Subject:  The  Living  Newspaper  Project-Scripting  Week  2  
Materials  needed:  Yarn, Poster Paper, Markers 
 
Engage:  Compliment  Web  
Time: 10 minutes  
Students and facilitators form a circle. Begin by inviting all participants to say their name 
and something they think it is important to remember when doing group work. The 

 ideas on the board to refer to later. The  facilitator then begins 
the compliment web by unraveling a ball of yarn, keeping hold of the end, and passing 
the ball to another player along with a quality that makes that person a good group 

.). 
This player accepts the ball (and the compliment) and passes it to another player (along 
with a compliment) keeping hold of part of the yarn themselves. Continue until 
everyone has received the yarn and a compliment. As the yarn is passed around the circle 
it creates a web. 
 
Processing  Points:  
Describe: What did you notice about the group during this activity? 
Analyze:  What ideas about good group work did you hear most often?  What do you 
think are the most important ideas to remember when working in a group? 
Relate:  How might we use these strategies for working in a group to make decisions 
about our scripts?  Did we use any of these strategies just now when we narrowed down 
our list of ideas to a few big ideas? 
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Transition:  
ll 

now use this same activity to begin to turn our research into scripts. 
  
Explore:    Research  Web  
Time: 20 minutes  
Students gather in their small groups and find a space in the room that will allow them to 
stand in a small circle. Each group receives a small ball of yarn. One group member 
begins the research web by stating a fact about their topic that they learned through their 
research. As the yarn ball is passed around the group, each member offers new facts. 

cts as possible, ideally using up the yarn 
ball.  
 
Possible  Side  Coaching  

 
 

 
 
Processing:  Poster  Dialogue  
After groups have completed the yarn web, each group receives a large piece of poster 
paper and markers. The facilitator gives groups each of the following prompts. 
NOTE: For clarity, facilitators may wish to give the prompts one at a time rather than all 
at once. 
1. Write down as many facts as possible from your research web. Try to be clear and 

concise; can you record this fact using only one word or phrase? 
2. Look at your poster of facts. Connect any related facts with a line. Put a check mark by 

any facts you think are especially important. 
3. Circle the facts that have the most check marks. What are the big ideas?  Are there any 

facts that are not circled that might relate to those big ideas? 
 

our  day  by  choosing  one  to  share  out  using  the  still  image  techniques  we  learned  last  
time. 
 
Relate:  Beginning,  Middle,  End  images  
Time: 10-15 minutes 
In small groups, students chose one of the big ideas they have circled on their poster 
dialogue to explore using still images. Groups create a still image together that shares a 
possible story for their script, one image for the beginning, one for the middle, and one 
for the end. As groups chose one big idea, students may wish to consider what they have 
learned about their topic and what they would like their audience to learn from their 
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presentation. The facilitator may choose to remind students about the characteristics of a 
good still image (action, levels, etc.)  Once students have created their still image, the 
facilitator invites groups to create a title for the image. Students with a mastery of still 
images may wish to craft a performance around their image: perhaps students build the 
image one at a time or animate the image before freezing.  
 
With time at the end of class, students begin turning these images into full scenes, 
relating back to their research.  
Possible  Side-Coaching:  
What does the audience need to know about your topic?   
What questions do you want to ask your audience?  Try and express those questions with 
your image. 
Processing:  
Describe: What do you see? What are these bodies doing? 
Analyze: What is happening in this image?  What do you think happened right before this 
image or will happen right after it? 
Relate: What possible stories might this image be telling us? What message or action 
does this image represent?  
 
Subject:  The  Living  Newspaper  Project-Performance  Week  3  
Engage:  Cover  the  space  
Time: 10 minutes 
Procedure:  
Students begin by walking around the room. The facilitator reminds students to find 
interesting pathways, to explore different speeds and different levels. The instructor leads 
students in exploring the full potential of the space. 
At a command from the instructor, students freeze. The instructor gives students a 
mission: to create a shape the instructor gives them using only their bodies. (The 
instructor might model this for clarification.)  Students begin to walk around the room 
again, when the instructor calls out a shape, students have to a count of 5 (or 3 if students 
are advanced) to create that shape. 
Shapes: 
triangle 
square 
circle 
moon 
tree 
car 
skyscraper  
city 
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Processing  Questions:  
Describe: What did we do? What was the easiest part of this exercise?  What was 
hardest? 
Analyze: How did you use your body to create the shapes you were given?  What choices 
did you have to make? 
Relate: What does this have to do with our Living Newspaper?  How can we use what we 
did here to create interesting performances? 
 
Script  Reading  1:    Voicing  the  page  
Time: 10-15 minutes 
Procedure:  
Students sit in a circle with their group members holding copies of their script. Students 
begin by just reading the dialogue they have created out loud without thinking about 
emotion or conflict. 
Students read the script a second time focusing only on the emotions they are portraying. 
Students practice reading the script as if it were a soap opera where all the emotions are 
heightened. 
Students read the script a third time, focusing on the actions the dialogue implies. 
Students may use their hands and upper bodies to begin to bring the script to life (while 
still seated).  
Processing  points:  
What emotions did you find in your dialogue?  What actions? 
Were you surprised by any of the emotions or actions you and your partners found?   
Which emotions and actions did you find most interesting? 
 
Script  Reading  2:  Blocking  the  script  
Time: 10-15 minutes 
Procedure:  
Students put the script on its feet by beginning to fill in the actions they found in their 

perform their play. 
After the performance, students discuss together with their groups: 
What worked? 
What could we improve next time? 
Students perform the script again focusing on repeating what worked and improving what 

. 
 
Script  Reading  3:  Adding  Frozen  Images  
Time: 10 minutes 
Procedure:  
The facilitator invites students to remember the images they created earlier in the project 
(the facilitator might remind students by showing pictures, etc.). 
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Students must include at least 3 of these images in their performance. Each image will be 
held for a count of 3. 
Students practice their performance with the images included. 
Processing  points:  
What happened? 
What worked?  What could be improved? 
How did adding images change the performance of the script?  Would you keep these 
images in your performance in the future? 
 
If time, students may present their works-in-progress for the class.  
 
(note:  This  lesson  was  re-planned  in  the  moment,  as  described  in  the  document.)  
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    Appendix  D:    Lesson  Plans:  Merida  
  
(These  lesson  plans  were  co-developed  with  the  teachers)  
Teacher:  Miguel,  Thais,  and  Diana  
(note:  These  were  the  lessons  we  co-planned  together.  Teachers  modified  these  lessons,  
but  I  do  not  have  written  lesson  plans  reflecting  modifications,  only  descriptions  from  
interviews  and  emails)  
  
Topic:  The  Living  Newspaper  Project,  Day  1:  Research  
  
Objective  or  focusing  question:    What do we know about 
immigration/emigration?  What do we need to know?  How might we 
narrow these to a research question?  
  
Procedure:  
Engage  
Strategy:    Mapping  Geographies  
Define the outer boundaries of a large, open, playing space. Set a compass rose in the 
room explaining where north, south, east and west are located. Then offer a series of 

For example, participants might be asked 

where one of your great- grandparents was 
be asked to identify where on the map they are standing. If interested, participants can 
adjust their location once they find out where others have mapped themselves. 
  
Side-Coaching:    Where are you standing in relation to the people around you? 
Remember North is...(point to North).   
  
Processing  Questions:      
Describe: What did you notice about the students in the room in this activity? 
Analyze: How do the places we are standing relate to our experiences?  What is your 
relationship to this place? 
Relate: How does our class reflect the population of Merida? Of Venezuela?  What does 
this tell us about our community? 
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Explore  
Strategy:    Research  Web  
Students gather in their small groups and find a space in the room that will allow them to 
stand in a small circle. Each group receives a small ball of yarn. One group member 
begins the research web by stating a fact about their topic that they learned through their 
research. As the yarn ball is passed around the group, each member offers new facts. 

ball.  
  
Side-Coaching:    Offer the first thing that comes into your head!  
  
Processing  Questions:  Poster  Dialogue  
After groups have completed the yarn web, each group receives a large piece of poster 
paper and markers. The facilitator gives groups each of the following prompts. 
NOTE: For clarity, facilitators may wish to give the prompts one at a time rather than all 
at once. 
1.  Write down as many facts as possible from your research web. Try to be clear and 

concise; can you record this fact using only one word or phrase? 
2. Look at your poster of facts. Connect any related facts with a line. Put a check mark by 

any facts you think are especially important. 
3. Circle the facts that have the most check marks. What are the big ideas?  Are there any 

facts that are not circled that might relate to those big ideas?  
  
Reflect  
D:  What do we know about immigration in our class?  In Merida? In Venezuela?    
A:    What is missing from our Research Web and Poster Dialogue?  What do we need to 
know?  Where might we look for it?  
R:    What questions do you have about immigration and emigration based on what we 
know and what we need to know?  
  
  
Topic:    The  Living  Newspaper  Project  Week  3:  Scripting  
  
Objective  or  focusing  question:  How  do  we  turn  our  research  into  a  play  
script?    What  is  the  story  in  my  research?  
  
Procedure:  
Engage  
Strategy:    Mine  Field    
Ask students to litter a square playing area (10' x 10' or so) with various objects that will 
be mines (erasers, boxes, rulers, crumpled paper, etc.). After the materials are placed, 
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have students sit around the borders of your playing space. Choose a student to be 
blindfolded. This student will try to get through the minefield with the help of a volunteer 
navigator. If the person going through the minefield touches one of the mines, they 
explode. The fate of the blindfolded student depends on clear directions & careful 
listening. 
  
Side-Coaching:     
  
Processing  Questions:      
D:   What did you notice about the room during this activity? How did we navigate the 
minefield? 
A:  What was easy about this task?  What was difficult?  Was it easier to be a leader or to 
be led? 
R:  What does this have to do with our research?  What are the obstacles in the stories we 
have found?  What does this have to do with writing a script?  What types of obstacles 
might you encounter in this process?  How might you navigate them? 
  
Explore  
Strategy:    Beginning,  Middle,  End  Images  
In small groups, students chose one of the big ideas they have circled on their poster 
dialogue to explore using still images. Groups create a still image together that shares a 
possible story for their script, one image for the beginning, one for the middle, and one 
for the end. As groups chose one big idea, students may wish to consider what they have 
learned about their topic and what they would like their audience to learn from their 
presentation. The facilitator may choose to remind students about the characteristics of a 
good still image (action, levels, etc.).  Once students have created their still image, the 
facilitator invites groups to create a title for the image. Students with a mastery of still 
images may wish to craft a performance around their image: perhaps students build the 
image one at a time or animate the image before freezing.  
 
With time at the end of class, students begin turning these images into full scenes, 
relating back to their research. 
  
Side-Coaching:  
What does the audience need to know about your topic?   
What questions do you want to ask your audience?  Try and express those questions with 
your image. 
 
Processing  Questions:  
Describe: What do you see? What are these bodies doing? 
Analyze: What is happening in this image?  What do you think happened right before this 
image or will happen right after it? 
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Relate: What possible stories might this image be telling us? What message or action 
does this image represent?  
  
Reflect  
D:      What did we do in Beginning, Middle, End images and Minefield. What aspects of a 
story and script did we create today?   
A:    How might we turn our images into a full script?    
R:    Who do you think the audience for this play might be?  Why?  
Topic:  The  Living  Newspaper  Project  Week  5:  Performance  
  
Objective  or  focusing  question:    How  do  we  put  our  scripts  on  their  
feet?    Who  is  the  audience  for  this  play?  
  
Procedure:  
Engage  
Strategy:    Role  on  the  Wall  
Draw an outline of a character on the board. Together with students, choose a character 

, 

and thoughts inside the outline. 
 
Once the whole class has completed an outline of a character, divide students into their 
small groups to create Roles on the Wall for each character in their scripts. 
  
Side-Coaching:  
What people mig
he/she do for a living?  What else do you know about this character? 
  
Processing  Questions:      
D:  What did we do in this activity?  What did you learn about your character? 
A:    How might we take what we learned and express that in our performances? 
R:   Based on this activity, how might you begin using your body to create the characters 
and experiences in your scripts? 
  
Explore  
Strategy:  Complete  the  Image  

at the image, and changes the image by re-connecting to it (with their bodies) in a new 
way, perhaps forming a new relationship. Students start by creating abstract images based 
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on their Beginning, Middle, and End images, then use Complete the Image to begin to 
move sequentially through the script. 
  
  
Side-Coaching:  
Look for the open space in the image and fill it with your body!   Use levels to change the 
relationships between characters 
  
Processing  Questions:      
D:  What happened in this activity?  
A:  What from this activity will you incorporate into your scripts  
R:    Try it out!  
Students  stage  a  complete  run-through  of  scripts  based  on  the  complete  the  image  
activity,  incorporating  at  least  one  image  from  their  exploration  
  
Reflect  
D: What did we do in the activities today? 
A: What did you find helpful in staging your scripts?  What did you feel worked for you?  
What are you confused about? 
R:  What might your goal for the next class be?  What is your staging missing? 
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Appendix  E:    Pre-Survey 
  
  

Participant  Intake  Form  
 
Hello and welcome to the Living Newspaper Project! We invite you to share a little bit 
about yourself as we begin this journey together. If you would take a few minutes to 
complete this Participant Intake Form, we would really appreciate it. Know that all 
information will be kept confidential and will be used to evaluate the effectiveness of this 
program. If you have any questions or concerns, please do not hesitate to contact Liz  
Schildkret  at 480  206-5534  
 
 
1. Name: _______________________________ 2. School: ___________________ 
 
In research and written documents I wish to be called 
_______________________________________ 
 
 
3. For how many years have you been teaching (overall)? ___ At your current school or 
English Institute? ___ 
 
 
 
4. What grade levels have you taught across settings? (please circle all that apply) 
 

Pre-K     K      1      2      3      4      5      6      7     8      9     10     11     12    Post-
secondary 

 
 
 
5. What is your most  favorite thing about being an educator? (please describe) 
 
 
 
 
 
 
6. What is your least  favorite thing about being an educator? (please describe) 
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7. What are your hopes    
 

 
 
 
 
 
 

elf? 
 
 
 
 
 
 
c)...your school? 
 
 
 
 
 
 
8. How can this program best support  you in your teaching practice? 
 
 
 
 
 
9. How often and in what ways do your lessons allow your students to build on their prior 
knowledge and lived experiences? 
 
 
10 . Rank the following statements in terms of how important each statment is to you in 
your teaching.  
1= Least important to me 5=Most important to me 
 
_________I use cultural references to impart knowledge skills and attitudes. 
 
  
_________I use a variety of instructional strategies in my classroom. 
 
 

 
 
 
________I encourage multiple perspectives and views in my classroom. 
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________My classroom curriculum invites students to explore complex, multifaceted      
topics  and engage in critical discussion 
 
This part of our questionnaire is designed to help us gain a better understanding of the 
kinds of things that create challenges for teachers. Please indicate your opinion about 
each of the questions below by circling any one of the nine responses in the columns on 

degree on the continuum.  Thank you so much for participating in the Living Newsapper 
Project! 
Please  respond  to  each  of  the  
questions  by  considering  the  
combination  of  your  current  
ability,  resources,  and  opportunity  
to  do  each  of  the  following  in  your  
present  position.    

Non
e  

at  
all  

 Ver
y  

littl
e  

     Some  
Degre
e  

   Quit
e  a  
Bit  

   A  
Grea
t  
Deal  

1. How much can you do to control 
disruptive behavior in the 
classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

2. How much can you do to motivate 
students who show low interest in 
schoolwork? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

3. How often do you use drama-
based strategies in your classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

4. How much can you do to help 
your students value learning? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

5. How oftend do your students use 
the foreign language they are 
studying (Spanish/English) when 
working in small groups? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

6. How often do students express 
complex ideas in the foreign 
language they are studying 
(Spanish/English) 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

7. How much can you do to get 
students to believe they can do well 
in schoolwork? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 
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8. How well can you establish a 
classroom management system with 
each group of students? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

9. To what extent can you use a 
variety of assessment strategies? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

10. To what extent can you provide 
an alternative explanation or 
example when students are 
confused? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

11. How much can you assist 
families in helping their children do 
well in school? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

12. How well can you implement 
alternative teaching strategies in 
your classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

13. To what extent can you use a 
variety of strategies to access your 
students own experiences?   

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 
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Appendix  F:    Post-Survey  
  
  

The  Living  Newspaper  Project  
Partnership  Feedback  and  Looking  Forward  

  
The purpose of this survey is for you to provide feedback about the program, the 
partnership and ways we can continue to work together as we look towards program 
sustainability. All responses will be kept confidential. Thank you for your feedback! 
 
Name: ___________________________ 
We want to get a sense of where you are in your journey with the Living Newspaper 
Project (LNP) and how the LNP has contributed to your teaching practices. Please 
respond to each question by considering the combination of your current ability, 
resources, and opportunity to do each of the following in your present position.  
 
 
1. What part of your experience in the LNP did you find most  helpful in building your 

practice as a teacher? (please describe) 
 
 
 
 
 
 
 
 
2.  What part of your experience in the LNP did you find least  helpful in building your 

practice as a teacher?  (please describe) 
 
 
 
 
 
 
 
 
3.  Did the workshops/model lessons prepare you to lead a Living Newsapaper on your 

own?  Why or why not? 
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4. Which parts of the LNP will you teach in your classes in the future?  How? 
 
 
 
 
This part of our questionnaire is designed to help us gain a better understanding of the 
kinds of things that create challenges for teachers.  
 
Rank the following statements in terms of how important each statment is to you in your 
teaching.  
1= Least important to me 5=Most important to me 
 
_________I use cultural references to impart knowledge skills and attitudes. 
 
  
_________I use a variety of instructional strategies in my classroom. 
 
 
_____  
 
 
________I encourage multiple perspectives and views in my classroom. 
 
 
________My classroom curriculum invites students to explore complex, multifaceted 
topics  and  
     engage in critical discussion. 
 
Please indicate your opinion about each of the questions below by circling any one of 

um. 
Please  respond  to  each  of  the  
questions  by  considering  the  
combination  of  your  current  
ability,  resources,  and  
opportunity  to  do  each  of  the  
following  in  your  present  
position.    

Non
e  

at  
all  

 Ver
y  

littl
e  

     Some  
Degre
e  

   Quit
e  a  
Bit  

   A  
Grea
t  
Deal  

1. How much can you do to control 
disruptive behavior in the 
classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 
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2. How much can you do to motivate 
students who show low interest in 
schoolwork? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

3. How often do you use drama-
based strategies in your classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

4. How much can you do to help 
your students value learning? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

5. How oftend do your students use 
the foreign language they are 
studying (Spanish/English) when 
working in small groups? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

6. How often do students express 
complex ideas in the foreign 
language they are studying 
(Spanish/English) 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

7. How much can you do to get 
students to believe they can do well 
in schoolwork? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

8. How well can you establish a 
classroom management system with 
each group of students? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

9. To what extent can you use a 
variety of assessment strategies? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

10. To what extent can you provide 
an alternative explanation or 
example when students are 
confused? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

11. How much can you assist 
families in helping their children do 
well in school? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

12. How well can you implement 
alternative teaching strategies in 
your classroom? 

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

13. To what extent can you use a 
variety of strategies to access your 
students own experiences?   

 

1 

 

2 

 

3 

 

4 

 

5 

 

6 

 

7 

 

8 

 

9 

 
 

 



 

173  
 

References  
 

Arts Education Partnership. (2002). Creating  Quality  Integrated  and  Interdisciplinary  
   Arts  Programs).  Washington, D.C. Print. 
 
Boal, Augusto. (1979). Theatre  of  the  Oppressed. London, UK: Pluto. Print.  
 
Cahnmann-Taylor, Melissa and Mariana Souto-Manning. (2010). Teachers  Act  Up!:  
   creating  multicultural  learning  through  theatre. New York: Teachers College 
 Press. Print. 
 
Cawthon, Stephanie W. and Dawson, Kathryn. (2009). Drama  for  Schools:  Impact  of  a  
   Drama-Based  Professional  Development  Program  on  Teacher  Self-Efficacy  and  
   Authentic  Instruction.  Youth Theatre Journal. Vol. 23(2). Web. 
 
Cawthon, Stephanie W. and Dawson, Kathryn. (n.d.). Teacher  Self-Efficacy  and  
   Pedagogical  Conceptual  Change  in  a  Drama-Based  Professional  Development  
   Program.  Manuscript submitted for peer review. Print. 
 
Cawthon, Stephaniw W., Dawson, Kathryn, and Ihorn, Shasta. (2011). Activating    
   Student  Engagement  through  Drama-based  Instruction.  Journal for 
 Learning and the Arts Vol 7(1). Web. 
 
Cawthon, Stephanie W., Dawson, Kathryn M., Judd-Glossy, Laura and Ihorn, Shasta.  
 (2012). Participatory  research  in  an  arts  integration  professional  development  
   program.  Teacher Development: An international journal of teachers' professional 
 development, Vol. 16(2) Web. 
 
Cawthon, Stephanie. Thematic Content Analysis Workshop. December 5, 2012.  
 
Csikszentmihalyi, Mihaly (1990). Flow:  The  Psychology  of  Optimal  Experience. New 
 York: Harper and Row. Print. 
 
 DBI  Network:  Drama-Based  Instruction:  Activating  Learning  Through  the  Arts.  (n.d.). 
   Retrieved from <http://www.utexas.edu/cofa/dbi/> 10 March 2013. Web. 
 
Drama  for  Schools:  a  handbook  for  using  drama  as  an  education  tool.  (2012). Austin, 
 TX: Drama for Schools at the University of Texas at Austin. Print. 
 
Dewey, John. (1938). Experience  and  Education. New York: Macmillan. Print. 
  

http://www.utexas.edu/cofa/dbi/


 

174  
 

Freire, Paulo. (1970). Pedagogy  of  the  Oppressed. New York, NY: The Continuum 
 International Publishing Group, Inc. Print. 
 
Federal Theatre Project, The. (1935). First  Six  Months  Report.  The Library of Congress, 
 Washington D. C. Retrieved from <http://memory.loc.gov/>  Web.  
 
Guskey, T. (2000). Evaluating  Professional  Development. Thousand Oaks, CA: Corwin 
 Press. Print. 
 
Garet. M, Porter, S., Andrew, C., Desimone, L. (2001), What  makes  professional  
   development  effective?  Results  from  a  national  sample  of  teachers. American 
 Educational Research Journal,  Vol. 38(4). Web. 
 
L., Diana. email correspondence. December 16, 2012.  
 
L., Diana. personal interview. October 19, 2012.  
 
L. Diana. pre-survey. October 19, 2012. 
 
M. Miguel. email correspondence. November October 30, 2012.  
 
M. Miguel. email correspondence. November 3, 2012.  
 
M. Miguel. email correspondence. November 18, 2012 
 
M. Miguel. email correspondence. December 13, 2012. 
 
M., Miguel. email correspondence. February 22, 2013. 
 
M., Miguel. email correspondence April 2, 2013. 
 
M., Miguel. personal interview. October 18, 2012. 
 
M., Miguel. personal interview. January 10, 2013. 
 
M., Miguel. pre-survey. October 19, 2012. 
 
Madison, Soyini D. (2012). Critical  Ethnography:  method,  ethics,  and  performance.  
   Washington D.C.: Sage Publications, Inc. Print. 
 
NYU  Steinhardt  School  of  Culture,  Education,  and  Human  Development.  New  York  
   University,  Apr.  2013.  Retrieved  from  <steinhardt.nyu.edu>  10  Feb.  2013.  Web.  

http://memory.loc.gov/


 

175  
 

  
Neighborhood  Bridges.  (n.d.) . Retrieved from <http://www.neighborhoodbridges.org/l>  
 February 19, 2013. Web. 
 
Nicholson, Helen. (2005). Applied  Drama:  the  gift  of  theatre. New York: Palgrave 
 Macmillan. Print. 
 
Opfer, Darleen and David Pedder. (2010).  Benefits,  status  and  effectiveness  of  
   Continuous  Professional  Development  for  teachers  in  England.  The Curriculum 
 Journal. Vol. 21(4). Web. 
 
Rhod, Michael. (1998) Theatre  for  Community,  Conflict  and  Dialogue.  New Hampshire: 
 Heinemann. Print.  
 
Schildkret, Elizabeth. Field Notes. November 2, 2012.  
 
Schildkret, Elizabeth. Field Notes. November 8, 2012. 
 
Schildkret, Elizabeth. Field Notes. November 28, 2012. 
 
Schildkret, Elizabeth, Beasely-Rodgers, Austin, & Gilbert, Rachel. (n.d.). The  Living  
   Newspaper  Project  in  McAllen,  Texas:  creating  job-embedded    long-distance  
   professional  development.  Unpublished manuscript.  
 
Schultz, Brian D. (2010). Project-Based  Curriculum. Encyclopedia of Curriculum 
 Studies. Ed. Craig Kridel. Vol. 2. Print.  
 
Spolin, Viola. (1963). Improvisation  for  the  Theatre.  Illinois: North Western University 
 Press. Print. 
 
Stauffer, Sandra. personal interview. 5 November, 2012. 
 
Utexas.edu,  Theatre  and  Dance  Hosts  the  Living  Newspaper  Project  Showcase,  (7 
 May 2011)  Retrieved from  <http://www.utexas.edu/finearts/tad/about/news/>   
 12 Dec. 2012. Web. 
 
V., Christina. email correspondence. January 21, 2013. 
 
V., Christina. personal interview. November 4, 2012. 
 
V., Christina. personal interview. November 8, 2012. 
 

http://www.neighborhoodbridges.org/bridges_overview.html
http://www.utexas.edu/finearts/tad/about/news/theatre-dance-hosts-living-newspaper-project-showcase


 

176  
 

V., Christina. personal interview. November 11, 2012.  
 
V., Christina. personal interview. November 28, 2012. 
 
V., Christina. pre-survey. November 4, 2012. 
 
V., Thais. email correspondence. November 3, 2012.  
 
V., Thais. email correspondence. November 13, 2012. 
 
V., Thais. email correspondence. December 14, 2012. 
 
V., Thais. personal interview. October 18, 2012. 
 
V., Thais. pre-survey. October 19, 2012. 
 
Vygotsky, LS. (1978). Mind  in  Society:  The  Development  of  Higher  Psychological  
   Processes.  Cambridge, MA: Harvard University Press. Print.  
 
Wilhelm, Jeffrey D. (2002). Action  Strategies  for  Deepening  Comprehension. NY: 
 Scholastic. Print. 
 
Witham, Barry. (2003). The  Federal  Theatre  Project:  a  case  study.  Cambridge, UK: 
 Cambridge University Press. Print. 
 
Zipes, Jack.  Creative  and  Critical  Literacy.  (n.d.). Retrieved from  
 <http://www.neighborhoodbridges.org/philosophy/critical_literacy.html> 
 February 19, 2013.  
  
Zipes, Jack. (2004). Speaking  Out:  Storytelling  and  Creative  Drama. New York, NY: 
 Routledge.  
  
  

  

http://www.neighborhoodbridges.org/philosophy/critical_literacy.html


 

177  
 

Vita  

 Elizabeth Schildkret graduated with BAs in Theatre and Spanish from Centre 

College in Danville, Kentucky, in 2008. She received a Fulbright English Teaching 

Assistantship to teach English using theatre techniques in Merida, Venezuela, in 2008. 

While in Venezuela, Elizabeth worked at the Centro Venezolano Americano de Merida 

(CEVAM) as an English teacher working with beginners to advanced English speakers of 

all ages. Elizabeth also collaborated with the Theatre Department at the Universidad de 

los Andes, in Merida, Venezuela, and taught workshops in theatre techniques for English 

2009 and began working as the Education Intern at the Phoenix Theatre in Phoenix, 

educational programming and served as the director of Phoenix 

In fall 2010, Elizabeth began pursuing a graduate degree in Drama and Theatre for Youth 

and Communities at the University of Texas at Austin. In her three years at UT Austin, 

Elizabeth has served as a teaching artist in the Drama for Schools program and an 

administrator and teaching artist for the Living Newspaper Project. Elizabeth will receive 

an MFA in Theatre from the Drama and Theatre for Youth and Communities Program at 

UT Austin. 

Elizabeth Schildkret 
5771 W Del Rio St.  
Chandler, AZ 85226 
This thesis was typed by the author. 


