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Abstract 

This qualitative study investigates how drama education influences the 

socioemotional learning and leadership development among Black adolescent females. 

Existing research has highlighted the benefits of drama education for personal and social 

development, yet there is a lack of focus on the experiences of Black adolescent females 

within this domain. This study aims to fill this gap by exploring the ways in which drama 

education affects socioemotional learning and leadership development among this 

demographic. 

Utilizing a phenomenological approach, participants were selected through 

convenience and purposeful sampling methods and in-depth interviews, to capture their 

subjective experiences. Through thematic analysis, four themes emerged from each 

research question shedding light on the transformative role of drama education in 

understanding emotions, forming identity, improving mental health, and enhancing 

socialization and interpersonal skills with peers. It also contributed to their development 

as leaders by communicating and collaborating with others, working effectively and 

efficiently on teams, learning organization, planning and time management skills and 

adaptability.  

The findings of this study highlight the overall significance of incorporating arts 

education into the curriculum, particularly Black adolescent females.  These insights have 

important implications for educators, policymakers, and practitioners seeking to promote 

holistic development and equity in educational settings.  
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Chapter 1: Introduction  

In an effort to promote linguistic, mathematical, and scientific literacy, many 

primary and secondary schools are placing less emphasis on education related to art, 

music, and drama. Indeed, the core subjects of language arts, mathematics, and science 

are prioritized in U.S. schools due to recent decreases in students standardized and 

classroom test scores in these areas (Pak et al., 2020). However, education in drama and 

the arts has numerous benefits, including the development of creativity (Dere, 2019), 

problem-solving skills (Carter Andrews et al., 2019), and social and interpersonal skills 

(DeCuir-Gunby, 2020). With educators giving increasing attention to the promotion of 

well-rounded students (Mi et al., 2022), investigations into the perceptions of students 

regarding fine arts education are imperative and timely. 

This qualitative study focused on drama education and its role in facilitating 

social and emotional learning and leadership development among Black girls from their 

own perspective. Evidence has shown that drama can have numerous positive impacts on 

the socioemotional development of young students (Assari, 2019; Carter Andrews et al., 

2019; DeCuir-Gunby, 2020). However, there has been limited attention specifically given 

to the experiences of African American drama students regarding the influence of drama 

education on social and emotional learning and leadership development. This dissertation 

contains a presentation of a novel study that helps gaps in the literature related to drama 

education and social and emotional learning and leadership development among Black 

girls. The background of the study is presented first, followed by a specific statement of 

the problem to be addressed in the proposed study. The precise purpose of the study is 
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then clarified, and its potential significance to research and practice is considered. 

Operational definitions that will be used in the proposed study are then presented, and 

assumptions and delimitations that pertain to this study are discussed. This chapter 

concludes with a summary and outline of key points. 

Background 

The domain of theater education has been widely acknowledged as a platform that 

transcends mere aesthetic performance and can contribute to students' social and 

emotional development (Assari, 2019). This form of education encompasses a wide range 

of talents, beliefs, and experiences, both inherent and external, that impact students' lives 

(Evans-Winters & Hines, 2020). By its very nature, drama education is characterized by 

experiential and interactive elements, making it a distinct platform for facilitating 

socioemotional learning (Carter Andrews et al., 2019). According to contemporary 

scholars in the field of education and the performing arts, the term drama encompasses 

the acquisition and application of knowledge, attitudes, and skills that enable individuals 

to comprehend and regulate emotions, establish and accomplish constructive objectives, 

demonstrate empathy towards others, cultivate and sustain positive interpersonal 

connections, and exercise responsible decision-making (Avnet et al., 2019; Rogers & 

Butler-Barnes, 2022; Seltzer, 2019). As such, drama education has the potential to help 

students develop critical skills that can influence their college- and career readiness, with 

important implications for adulthood. 

Historically, the intersection between socioemotional learning and drama 

education has been explored in diverse situations and via varying research designs and 
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methodologies (DeCuir-Gunby, 2020). Numerous studies have underscored the capacity 

of drama activities to foster the development of several socioemotional competencies, 

including empathy, self-awareness, social awareness, self-management, relational skills, 

and responsible decision-making, all of which are necessary for leadership (Carter 

Andrews et al., 2019; Evans-Winters & Hines, 2020; Seltzer, 2019). For example, 

researchers have found that drama education is significantly linked with improvements in 

emotional intelligence and several sub-domains of this construct, such as empathy, 

compassion, and cultural competence (Batdi & Elaldi, 2020; Ozbey & Koycegiz, 2020; 

Remziye et al., 2019). These abilities are integral to the socioemotional learning 

framework and can translate to lifelong enhancement in interpersonal skills, facilitating 

leadership development (Assari, 2019). However, a comprehensive understanding of 

these experiences necessitates an intricate methodology that considers individuals' 

various histories and identities. 

Recent evidence has highlighted the fact that Black adolescent females possess a 

distinct positionality at the junction of multiple social categories by which they are 

defined, which set them apart from many of their non-racial-minority counterparts (Avnet 

et al., 2019; Evans-Winters & Hines, 2020; Ogunyemi et al., 2020). According to several 

studies, Black girls, irrespective of the educational setting or context, experience an 

increased susceptibility to the risk of microaggressions beyond their racial majority 

counterparts, and these experiences can have significant impacts on their concepts of both 

race and gender (Gibson et al., 2019; Rogers & Butler-Barnes, 2022; Staples-Dixon, 

2023). Individuals encounter the complexities and potential advantages linked to their 
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racial and gender identities when participating in any form of social education, including 

in modern drama programs (Mims & Williams, 2020). Throughout history, researchers 

have demonstrated how Black groups have employed theater and performance as means 

of expression, resistance, and community (Seltzer, 2019). These artistic practices range 

from the utilization of spirituals and storytelling to the more contemporary form of 

theater (Anderson, 2020). 

Despite the importance of drama education, a noticeable deficiency can be 

observed in the existing body of scholarly work related to this topic. This deficiency is 

becoming increasingly problematic based on the disparities in the representation of Black 

women in contemporary dramatic arts compared with their actual percentage within the 

population (Avnet et al., 2019). The existing body of research on theater education and 

socioemotional development tends to adopt a broad perspective or concentrate on racially 

and ethnically varied populations without adequately examining the unique experiences 

of Black adolescent females (Avnet et al., 2019; DeCuir-Gunby, 2020). Researchers have 

called for further investigation into this topic to expand on the level of knowledge and 

understanding stakeholders possess regarding promoting equitable, inclusive, and 

culturally competent education for this sociodemographic group (Carter Andrews et al., 

2019; Evans-Winters & Hines, 2020). Exploring their experiences, which may possess 

distinct characteristics in the junction between theatre education and socioemotional 

development, has yet to be extensively investigated (Seltzer, 2019).  

The absence of information in this area highlighted the necessity for a qualitative 

investigation that could provide insights into the experiences of this specific group. 
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Through a comprehensive examination of the lived experiences of Black females in 

leadership, valuable information can be gained regarding the potential efficacy of theatre 

education to facilitate socioemotional growth and development. Such research helps fill a 

gap in the evidence base and expand understanding as to how to improve practice 

concerning the promotion of socioemotional learning for Black girls who attend drama 

education programs in the United States. The following section presents the problem that 

will be addressed in the proposed study in more detail. 

Statement of the Problem 

Drama education has the potential to have multidimensional impacts on the 

socioemotional learning of young students, simultaneously fostering the development of 

numerous social skills while also challenging gendered stereotypes or presenting complex 

gender issues that extend beyond these young students´ cognitive maturity (Avnet et al., 

2019). However, schools are not providing Black girls with sufficient opportunities to 

explore and question their identities and engage in socioemotional learning (Neal-

Jackson, 2018). Black girls have demonstrated increased attendance in drama education 

programs and a heightened representation in the dramatic arts in recent years (Batdi & 

Elaldi, 2020; Evans-Winters & Hines, 2020). However, Black girls and women are still 

significantly underrepresented in this field in proportion to their percentage of the broader 

population, and the issues and experiences of younger African American girls who attend 

drama education programs have largely been neglected (Gibson et al., 2019). Thus, it is 

unknown how drama education impacts the socioemotional learning of Black adolescent 

females.  
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Understanding how drama education impacts socioemotional learning and 

leadership development, based on the perceptions and experiences of Black girls, is 

critical for determining ways in which to not only address limitations that exist in these 

programs themselves but also to foster a more comprehensive, inclusive, and culturally 

competent experience for this sociodemographic group. Without researching the 

importance of drama education for Black girls, educational leaders may continue to use 

insufficient or outdated knowledge to guide decisions about creative arts in secondary 

schools. Moreover, drama teachers could use the findings of the study to understand how 

drama education impacts Black girls’ socioemotional learning, knowledge that can guide 

curriculum development to improve socioemotional learning. 

Purpose of the Study 

Based on these gaps in the literature and the aforementioned problem, the purpose 

of this qualitative study was to understand how drama education impacts the 

socioemotional learning and leadership development for Black adolescent females from 

their own perspectives. This study examined perceptions of Black females who engaged 

in drama education programs during their adolescence. The evidence obtained helps 

provide a more comprehensive understanding of the role drama education plays in 

facilitating socioemotional learning and leadership development among Black girls. 

Moreover, this study contributes to scholarly discussions surrounding gender and 

education, focusing on how drama education impacts the socioemotional learning of 

Black girls. 
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Results from this study are also intended to help expand on the extant literature 

related to drama education (Batdi & Elaldi, 2020; Ozbey & Koycegiz, 2020; Remziye et 

al., 2019). The conceptualization of this study represents a potentially novel and 

significant contribution to the understanding of how drama education can create and 

perpetuate socioemotional learning and induce ideas about gender and gendered 

performativity. While these topics have been studied in the literature to some extent, 

there is a scarcity of evidence on this subject specifically associated with Black 

adolescent female students (Evans-Winters & Hines, 2020; Gibson et al., 2019; Rogers & 

Butler-Barnes, 2022). Therefore, findings from this study are intended to offer a 

significant contribution to the literature related to drama education, as well as research in 

the domains of sociology, psychology, and leadership studies. 

Research Questions 

The following two research questions were devised to address the purpose of the 

proposed study. young adult Black females who participated in drama education in their 

adolescence.  

RQ1: In what ways do Black females who participated in drama education during 

their adolescence perceive its influence on their socioemotional learning?  

RQ2: In what ways do Black females who participated in drama education during 

their adolescence perceive its influence on their leadership development? 

Significance of the Study 

The study holds substantial significance and potentially offers valuable 

contributions to the field of education and the performing arts in general. This study aims 
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to conduct a qualitative analysis that explores the intricate relationship between race and 

gender in theater education and socioemotional learning. The experiences of Black girls 

may provide distinctive perspectives, given the specific socio-historical environment 

surrounding their identity (Anderson, 2020; Gibson et al., 2019). Therefore, the findings 

of this study have the potential to facilitate more comprehensive investigations into the 

impacts of different educational approaches on heterogeneous populations. 

It has been observed that the current body of literature pertaining to 

socioemotional learning and theatre education either encompasses a wider range of topics 

or fails to differentiate the distinct experiences of Black girls (Mims & Williams, 2020; 

Rogers & Butler-Barnes, 2022; Staples-Dixon, 2023). Therefore, this work has the 

potential to address the existing gap in the literature, therefore establishing itself as a 

groundbreaking research endeavor that subsequent studies can reference and further 

develop. The utilization of a qualitative methodology allows for the comprehensive 

examination of the extensive and intricate effects of theater instruction, thereby 

establishing methodological precedence. Through the examination and juxtaposition of 

many experiences, this study has the potential to provide a methodological framework 

that may be utilized by other researchers who are interested in exploring the 

interconnectedness of race, gender, and education, particularly within the performing arts. 

The examination of the perceived effects of theatre education on the 

socioemotional learning of Black girls can also potentially provide valuable information 

for educators seeking to develop interventions that are specifically designed for this 

particular demographic (Rogers & Butler-Barnes, 2022). Acknowledging the distinct 
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difficulties and capabilities exhibited by members of this demographic group could 

potentially result in implementing more efficient pedagogical approaches (Gibson et al., 

2019). Accordingly, the findings of this study have the potential to be incorporated into 

training programs for theater instructors, enhancing their awareness of the distinct 

socioemotional requirements of Black girls. This phenomenon can foster a teaching 

environment characterized by greater inclusivity and empathy than what is currently 

being practiced or what has been documented in the literature (Gibson et al., 2019). 

The curriculum's expansion might be achieved by examining the potential 

advantages and potential drawbacks of incorporating theatre instruction specifically for 

Black females. This analysis would facilitate the adaptation or diversification of curricula 

to better accommodate student populations with varying backgrounds (Mims & Williams, 

2020). The integration of narratives, plays, or performances that align with the lived 

experiences of Black girls has the potential to serve as a valuable component within the 

theatre curriculum. Furthermore, this study's findings can potentially impact educational 

policies on a larger scale. There is potential for schools and districts to be incentivized to 

incorporate theatre education as an essential element of socioemotional learning 

practices, with a particular focus on communities or groups that have the most potential 

for positive impact (Anderson, 2020; Staples-Dixon, 2023). 

Given the inherent connection between drama and community expression, this 

study also aims to explore strategies for actively involving the broader Black community 

in theater projects implemented within educational institutions (Ozbey & Koycegiz, 

2020). Establishing community-school collaborations can facilitate the development of a 
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more robust socioemotional environment for pupils (Rogers & Butler-Barnes, 2022). 

Therefore, the suggested qualitative study holds the potential to make substantial 

contributions, encompassing the expansion of scholarly investigations and the 

enhancement of educational methodologies. Through the prioritization of the experiences 

of Black girls within the context of drama education and socioemotional learning, this 

research has the potential to illuminate avenues for developing educational environments 

that are more inclusive, successful, and sympathetic. Drama education serves as a 

platform for Black adolescent females to traverse their dual identities, express their 

personal narratives, and challenge prevailing societal stereotypes (Assari, 2019; Ozbey & 

Koycegiz, 2020). Thus, exploring the importance of drama education for Black 

adolescent females is a noteworthy research topic. 

Definitions 

Key terms from this study are derived from its conceptual framework, which 

combines intersectionality theory, feminist standpoint theory, and performative identity 

theory. Key terms are defined operationally in this section. It should be noted that the 

theories used in this study are not defined here but are discussed comprehensively in the 

conceptual framework section of Chapter 2. 

Black: A Black person will be defined as a person having origins in any Black 

racial group in Africa (U.S. Census Bureau, 2022). 

Drama Education: Structured, comprehensive, and multidimensional educational 

curriculum focused on training and developing skills in the dramatic arts (Remziye et al., 

2019).  
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Emotional Regulation: The ability to identify, understand, and control one´s 

emotions and affective state in a manner that is socially appropriate, and which aligns 

with the needs of a particular situation or circumstance (Gibson et al., 2019).  

Gender-Based Emotional Development: Healthy and adaptive development of 

one´s emotional skill and intelligence, accompanied by a balanced and self-accepting 

understanding of contemporary gender roles and social conceptions of gender (Rogers & 

Butler-Barnes, 2022).  

Interpersonal Relationships. A mutually contributive and interactive dynamic 

between two or more people in which there is a reasonable assurance of trust, 

interdependence, and sharing of experiences, thoughts, and ideas (Ozbey & Koycegiz, 

2020).  

Interpersonal Skills: The combination of abilities that enables one to function 

proficiently in social situations and amid social interactions, such as verbal and non-

verbal communication, understanding of personal space, and proper intonation (Batdi & 

Elaldi, 2020).  

Self-Awareness. The ability to view one´s self from an external perspective and/or 

how one may be reasonably perceived by others (Staples-Dixon, 2023).  

Self-Control: The ability to recognize and regulate one´s behavior, despite 

potentially experiencing a contradictory or contrasting emotion that may not be socially 

appropriate or ideal (e.g., avoiding engaging in a fight in a bar after being insulted) 

(Mims & Williams, 2020). 
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Assumptions 

Assumptions are aspects of a study that are believed to be true, but which cannot 

be fully verified (Silverman & Patterson, 2021). One assumption of this study was that 

the interview questions can assess the socioemotional learning and leadership 

development of Black adolescent females. This assumption was made because the 

instrument consisted of an interview guide developed strictly for this study, which had 

not been established as a trustworthy instrument. The items on the instrument were 

developed based on previous peer-reviewed research related to the focus of this study. It 

was submitted for expert panel review to experts in socioemotional learning.  

Another assumption made in this study was that the participants responded to all 

items honestly and authentically. This assumption was made because it is not possible to 

truly know if respondents are being honest and transparent or if they have the level of 

self-awareness necessary to provide insight into their perceptions, and any lack of 

honesty or transparency may significantly skew the results (Hennink et al., 2020). 

Finally, an assumption was made in this study that the researcher´s personal biases and 

conceptions did not influence the study outcomes. While interpretation is a critical 

component of qualitative data analysis, it must be done in a systematic manner so that 

there is consistency in the analysis and that a priori beliefs about how the findings should 

have, or were likely to, turn out actually impact the study outcomes (Lichtman, 2023). A 

rigorous and systematic approach to analyzing the data was implemented to help address 

this assumption. 
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Researcher’s Lens 

As an educator and CEO of an Art Institute, my journey into researching Drama 

Education for Black adolescent females is deeply rooted through my personal 

experiences. Raised as a creative Black girl in an Appalachian County, I struggled with 

issues of self-worth and identity. The transformative power of Drama Education provided 

me with a safe outlet for expression and fostered personal, social, and emotional growth. 

Now, as a researcher, I aim to explore how Drama Education shapes the lives of Black 

girls, drawing upon my own journey and the principles of social constructivism, 

interpretivism, and reflexivity. 

Epistemological View 

My epistemological view aligns with interpretivism, recognizing the subjective 

and socially constructed nature of knowledge (Creswell, 2013). Consistently, I seek to 

understand the world through various perspectives and acknowledge the influence of 

social and environmental factors on human behavior. I recognize knowledge as co-

constructed through social interactions and interpretations (Guba and Lincoln, 2018, 

Creswell, 2014). Through qualitative methods, particularly interviews, I aim to capture 

the diverse perceptions and experiences of Black girls engaged in Drama Education.  

Ontological Views:  

From an ontological perspective, I embrace social constructivism as another 

worldview (Creswell, 2013). I acknowledge the reality as socially constructed and 

context dependent. Social constructivism identifies the hold our culture has on us and 

shapes the way in which we see and feel things, which provides all of us with a view of 
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the world (Patton, 2016).  Drawing insights from my own journey and scholarly 

literature, I recognize the importance of capturing the lived realities of Black adolescent 

females within Drama Education settings. This informs my qualitative research approach, 

which aims to capture the complexity and richness of Black adolescent females' lived 

experiences within Drama Education settings, particularly exploring how Drama 

influences their socioemotional learning and leadership development. 

I see myself as a constructivist, acknowledging the socially constructed and 

context-dependent nature of reality. Guba and Lincoln (2018) assert that reality is not 

objective but rather shaped by social interactions and cultural norms. Similarly, Patton 

(2016) discusses how constructivism views reality as a product of shared meanings 

within social contexts. I recognize the existence of multiple realities and perspectives 

influenced by factors such as culture, identity, and power dynamics.  

Positionality and Reflexivity 

 My positionality as an educator and former Black adolescent girl shaped my 

approach to this study. Through reflexivity, I critically examined my biases and 

positionalities, striving to center the perspectives and agency of Black girls in the 

research process. Informed by and guided by ethical considerations, I seeked to 

authentically represent the voices and experiences of Black girls within Drama Education 

settings. For Black girls engaging in Drama Education, their experiences are shaped by 

their identities, cultural backgrounds, and social contexts. A constructivist approach 

enables researchers to center these subjective experiences, providing insights into how 
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Drama Education intersects with their identities and influences their personal and social 

development (Creswell, 2014). 

My epistemological and ontological views, Guba and Lincoln, Creswell, and 

Patton, emphasize the subjective and socially constructed nature of knowledge and reality 

within the context of Drama Education in the lives of Black girls. Through qualitative 

research methods and reflexive practice, I endeavor to generate contextually rich insights 

that honor the diverse perspectives and experiences of Black adolescent females and shed 

light on the transformative potential of Drama in fostering their socioemotional learning 

and leadership development. 

Guba and Lincoln, acknowledges the existence of multiple realities and 

emphasizes the importance of understanding these diverse perspectives. In the context of 

Drama Education for Black girls, this approach allows researchers to recognize and 

explore the varied experiences, identities, and realities that intersect within this 

population (Guba & Lincoln, 2018). Creswell emphasizes that constructivism recognizes 

knowledge as a human construction and prioritizes the interpretation of lived experiences. 

For Black girls engaging in Drama Education, their experiences are shaped by their 

identities, cultural backgrounds, and social contexts. A constructivist approach enables 

researchers to center these subjective experiences, providing insights into how Drama 

Education intersects with their identities and influences their personal and social 

development (Creswell, 2014).  
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Delimitations 

Delimitations are aspects of a study that narrow its scope and potentially limit the 

extent to which they can be applied to a target population (Silverman & Patterson, 2021). 

This study's findings were strictly delimited to Black women who participated in drama 

education during adolescence. Further, the study was delimited to African American 

women in leadership between the ages of 18 and 25; this delimitation was chosen to 

ensure that the participants could accurately remember their experiences as adolescent 

drama students. The results of the study may not fully apply to students of similar 

disciplines, such as drawing-based arts or music. Drama education was chosen instead of 

individual arts, such as drawing or music, because of the necessity for interpersonal and 

intrapersonal communication. The findings of this study were delimited to Black drama 

education students, who may have unique experiences and perspectives on how this form 

of education influenced their socioemotional development and learning. Thus, findings 

may not be generalizable to students of other ethnic backgrounds. Finally, the findings of 

this study were delimited strictly to biologically female students. Therefore, findings may 

not be fully applicable to members of the male biological sex. The study was 

geographically delimited to Black women who participated in drama education in U.S. 

high schools; this delimitation was chosen because drama education in other countries 

may not accurately represent U.S. drama education. 

There may be additional limitations present in the design and methodology of this 

study that will potentially influence the transferability of the findings. First, this study 

included convenient and purposeful sampling approaches. While convenience sampling is 
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considered appropriate and acceptable in a qualitative study, it does induce the potential 

for a selective sampling bias, which may detract from the external validity of the findings 

(Hennink et al., 2020). Additionally, the qualitative design warrants an interpretative 

approach to analyzing the data and may induce interpretative biases on the researcher's 

part (Silverman & Patterson, 2021). In order to counter this limitation, a structured and 

systematic approach was taken to analyzing the data and all coding was performed using 

a software program, NVivo. Finally, the instrument in this study may not fully measure 

the construct of interest, as the construct validity was known. To minimize the impact of 

this limitation, questions were generated based on previous, reputable, peer-reviewed 

research, and the instrument was submitted to scholars in the field for review (Carter 

Andrews et al., 2019; DeCuir-Gunby, 2020; Mims & Williams, 2020). Any feedback was 

incorporated into the final version used to collect data.  

Summary 

This chapter contained an introduction to a proposed study related to drama 

education and its role in facilitating socioemotional learning among Black females in 

leadership. Background information related to this topic was presented first, leading to 

the identification of the specific problem and gap that was addressed in the study. The 

purpose of the study was then clarified, and its significance to research and practice was 

discussed. Operational definitions for key terms were presented, drawing mainly on this 

study´s conceptual framework. Assumptions, delimitations, and limitations were then 

considered. Results from the study have the potential to significantly increase 

understanding of the experiences of female, adolescent, Black drama students, 
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particularly as they relate to socioemotional learning and leadership development. 

Findings from this study are also intended to contribute to the scholarly discussion of 

gender issues in drama education and how they intersect with being of a minority ethnic 

background. Chapter 2 contains a presentation of the literature review related to key 

variables and constructs of interest. 
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Chapter 2: Review of Literature 

Drama education has the potential to enhance creativity, problem-solving abilities, 

and interpersonal skills of adolescent students. Such skills are notably important for 

career readiness, academic success, and career development (National Research Council, 

2012). This study examined the perspectives of Black women who participated in drama 

education as adolescents regarding how drama education impacts the socioemotional 

learning and leadership development of Black adolescents. As such, this study explored 

how drama education effectively involves Black girls' experiences and personal and 

cultural knowledge, thereby broadening the range of perspectives and discourses 

accessible to them (Gallagher, 1998). Existing literature suggests evidence of educational 

disadvantages experienced by female students during their secondary school years 

(Arnot, 1992; Delamont, 1999). Gaskell et al. (1989) highlighted a substantial corpus of 

literature concerning sex differences, which frequently focuses on elucidating the factors 

attributed to Black girls' underachievement rather than addressing potential institutional 

or curricular barriers that may impede these girls' academic success. Educational 

disparities influence college readiness and career and vocational readiness (Hurtado et al., 

2020), with lasting physical and emotional effects spanning generations (Zajacova & 

Lawrence, 2018). 

Drama education has the potential to foster academic success. Lehtonen et al. 

(2016) found that drama education fosters creativity among students, promoting the 

development of problem-solving skills. Therefore, the significance of creative arts and 

research pertaining to artistic education for adolescents lies in their inherent value and 
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impact (Moeller, 2021; Pinto & Douglas, 2017). Initially, cultivating an aesthetic 

sensibility empowers students to engage in inquiry and exploration, enabling them to 

understand their surroundings in a manner reminiscent of poetic expression (Pinto & 

Douglas, 2017). According to Koopman (2005), aestheticization involves a heightened 

sensitivity to our living experience. Thus, arts education can inspire students to produce a 

creative expression that instills a sense of pride in Black girls (Farrington et al., 2019). 

This sentiment reflects a deep conviction in the significance of their work and expression. 

Thus, there is sufficient justification for advocating the promotion of the arts and any 

educational curricula prioritizing a student-centered and inquiry-based methodology.  

Drama education can influence students’ socioemotional development. 

Socioemotional development begins in childhood, but it is critical in adolescence. 

Socioemotional learning is a person’s ability to create and sustain meaningful 

relationships with others (Ahmed et al., 2020). It includes developing self-awareness, 

self-control over behaviors and emotions, and forming interpersonal relationships vital 

for success in school and adulthood (Paolini, 2020). Multiple lines of inquiry suggest that 

educational disparities are linked to decreases in students’ socioemotional development 

(Ou et al., 2021; Spitzer & Aronson, 2015). Therefore, efforts to address educational 

disparities and enhance the socioemotional development of students can promote success 

in adulthood. 

This study aimed to provide fresh insights into well-known inquiries regarding 

gender and equity in the field of education, particularly as it relates to the role of drama 

education in facilitating Black girls’ socioemotional learning and leadership 
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development. Through this study, I sought to contribute to the expanding body of 

research in drama education by presenting compelling evidence from classroom settings 

that highlight the aesthetic, social, and academic benefits of an intermediate or senior 

drama curriculum for this demographic group (Gallagher, 1998). By providing up-to-date 

research and addressing various feminist, social, and academic inquiries related to drama 

education, I aimed to contribute to the existing debates in this field (Gallagher, 1998). 

This study proposes potential avenues for future research within the broader topic of 

educational equity, as it will deliberately examine the variables of ethnicity, race, class, 

and gender and how they relate to socioemotional learning (Gallagher, 1998). 

The remainder of this chapter contains a review of the literature related to this 

topic. The search strategy used to identify relevant studies is presented first, followed by 

the theoretical framework underpinning the study. A synthesis of the literature related to 

key variables and constructs of interest is then offered in accordance with themes that 

emerged from the extant evidence. Gaps in the literature and research design, and 

methodological issues are presented, leading to the rationale and justification for the 

proposed study. This chapter concludes with a summary and outline of key points. 

Literature Search Strategy 

In order to locate studies relevant to the topic of this review, a combination of the 

Education Resources and Information Center (ERIC), Google Scholar, and ProQuest 

databases were searched. These databases were selected because of their 

comprehensiveness and their relevance to the field of education. When searching these 

databases, the following keywords and phrases were entered: Black; adolescent; female; 
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drama; knowledge; culture; sex; gender; equity; socioemotional learning; leadership; 

intersectionality; feminist standpoint; performative identity; and education. Boolean 

logic was used in order to link keywords and phrases to narrow the scope of the search, as 

needed. Studies were included in this review if they were published in scholarly, peer-

reviewed journals in the English language within the past five years and/or were 

considered to be of a seminal nature. Examples of studies that were considered to be of a 

seminal nature included those which contained original documentation of a theory or the 

presentation of a novel instrument. Based on these search parameters, at least 85% of the 

studies included in this review were published within the past five years. The following 

section contains a presentation of the theoretical framework underpinning this study. 

Conceptual Framework 

Examining the issue of socioemotional learning in drama education of Black 

adolescent girls is a promising route for scholarly investigation. Based on the 

particularity of your research and the interconnectedness of the phenomena under 

investigation, transformative learning theory was chosen as the theoretical underpinning 

of this study. According to Bukuski (2020), transformative leadership is a field of study 

that is emerging while consistently inspiring leaders to realize their ideals that are aligned 

with the many challenges of the 21st century. The concept of transformative experiences 

applied to students is a pivotal dimension of education. Through this framework, I aimed 

to understand how drama students experience profound transformations through their 

interactions with other students and teachers, fundamentally reshaping their 

socioemotional learning and leadership development. This conceptual framework 
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underscores the dynamic nature of drama education, emphasizing its continuous growth 

and evolution. For example, Ansell et al. (2021) discussed the role of teacher leaders in 

initiating transformative programs that drive positive change within schools. Similarly, 

Blackburn Miller (2020) examined how drama education can promote transformative 

learning that impacts students’ growth, development, and interpersonal skills. 

The foundation of this conceptual framework is rooted in transformative learning 

theory, which posits that individuals undergo substantial cognitive and emotional changes 

through critical reflection on their experiences (Mezirow, 1997). In teaching, 

transformative experiences occur when educators deeply engage with their students, 

leading them to reevaluate their beliefs, teaching methods, and objectives. These 

experiences challenge students to question their assumptions, adapt to evolving 

educational landscapes, and enhance learning through constant growth.  

At the core of this framework lies the notion that transformative experiences 

often stem from the intricate relationship between students and teachers (Ansell et al., 

2021). These interactions serve as moments of revelation, shedding light on a teacher's 

profound impact on a student's life. According to Ansell et al. (2021), such interactions 

can kindle a profound change in the students’ understanding of their roles and 

responsibilities. Transformative experiences call for students to engage in reflexive 

practice, critically how they approach their academics and impacting non-academic areas 

of life (Swanson, 2010; Weinberg et al., 2020). Weinberg et al. (2020) explained that 

through self-reflection, students can identify areas for improvement and adaptation driven 

by their transformative experiences, leading to changes in their thoughts, behaviors, and 
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emotions. Furthermore, students who undergo transformative experiences tend to 

embrace innovation in their everyday approaches (Cranton, 2002). They may incorporate 

fresh strategies, technology, or unconventional methods into common situations. 

Moreover, teacher education plays a pivotal role in fostering transformative experiences. 

These transformative experiences empower students to think creatively, fostering 

continuous growth.  

In this study, I examined how drama education impacts the socioemotional 

learning of Black female adolescents. Socioemotional learning is the process of 

developing self-awareness, self-control, emotional regulation, and interpersonal skills 

(Paolini, 2020).  I interviewed young Black female adults who participated in drama 

education to comprehensively understand how drama education influences Black female 

adolescents’ socioemotional learning and leadership development. Using transformative 

learning theory provides lens for understanding socio-emotional outcomes experienced 

by students, including gender- and race-based emotional development, the formation of 

one’s personal, unique identity, and the formation of interpersonal relationships. The 

following section contains a synthesis of literature related to key variables and constructs 

of interest.  

Literature Review 

Drawing on this theoretical framework, the remainder of this chapter now 

contains a synthesis of the contemporary and seminal evidence related to the focus of this 

study. First, the literature on gender and schooling in drama education is discussed 

(Chahbane et al., 2021; Shuster, 2019). Then, a discussion of the evidence related to 
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gendered performance and implications for socioemotional learning is conducted 

(Ruppel, 2022; Senior, 2021; Trezise et al., 2023). A further exploration of the challenges 

of drama education and socioemotional learning is presented (Gammon, 2022; Lee et al., 

2023; Steffen, 2020). Gaps in the literature and a critique of previous research designs 

and methodological issues are then presented, leading to the rationale and justification for 

the proposed study. 

Socioemotional Learning 

Social and emotional learning (SEL) covers acquiring several abilities that enable 

individuals to comprehend and regulate their emotions, establish, and accomplish 

constructive goals, demonstrate empathy towards others, cultivate and sustain meaningful 

relationships, and exercise responsible decision-making (Estrada et al., 2021). 

Socioemotional learning covers a set of abilities and competencies that help people to 

effectively understand and manage their emotions, form meaningful relationships, and 

make responsible decisions (Estrada et al., 2021).  According to Denham & Brown 

(2010), SEL an essential component of personal development that contributes to overall 

success.  

Socioemotional learning involves learning self-awareness of one’s emotions. This 

vital aspect of socioemotional learning enables individuals to participate in introspection, 

thoroughly grasping their emotional states, triggers, and behaviors (Lawson et al., 2019). 

According to Humphrey et al. (2020) & individuals who cultivate self-awareness become 

more sensitive to the complexities of their emotions, allowing them to handle life's 

obstacles and encounters better. This increased emotional self-awareness not only 
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improves personal well-being but also serves as a foundation for developing other critical 

social and emotional skills (Estrada et al., 2021). Socioemotional learning ultimately 

empowers individuals to form more authentic relationships, make informed decisions, 

and thrive in various personal and professional contexts through learning self-awareness. 

Drama education can provide a platform for students to learn self-awareness. 

Students are encouraged to delve into their emotions, views, and motivations by 

participating in dramatic exercises such as role-playing, improvisation, and character 

analysis (K. L. Law & Rowe, 2019). This experiential method enables students to move 

outside their comfort zones, take on different roles, and reflect on their emotional 

reactions. Students acquire insight into their feelings and reactions as they immerse 

themselves in the world of theater, but they also learn empathy for the emotions and 

experiences of others (K. L. Law & Rowe, 2019). For example, in a case study conducted 

by Mavroudis and Bournelli (2019) found that drama in education can be a helpful 

educational instrument for developing a variety of qualitative abilities required in many 

facets of daily life. Socioemotional learning provides the framework for increased 

emotional intelligence and self-awareness that can extend well beyond the stage and into 

their personal life. 

Socioemotional learning involves learning self-control and emotional regulation. 

Individuals learn to manage their impulses, emotions, and emotional states through 

socioemotional learning, providing a sense of inner balance and well-being (Lawson et 

al., 2019). Specifically, individuals can respond to challenging situations deliberately and 

productively by developing an excellent knowledge of their emotions and learning 
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techniques to manage them (Humphrey et al., 2020). Humphrey et al. (2020) explained 

that self-control mastery improves personal resilience and fosters stronger interpersonal 

interactions, as individuals are more equipped to speak and interact with others 

courteously and collectedly. Socioemotional learning facilitates the development of self-

control and emotional regulation, which provides individuals with essential life skills that 

contribute to their overall emotional intelligence, allowing them to navigate the 

complexities of their emotions and effectively navigate the social landscape. 

The study of drama frequently necessitates pupils to explore a diverse array of 

emotions, allowing them to comprehend, articulate, and regulate these emotions inside a 

secure and organized setting. This inquiry takes place in a safe and supportive 

atmosphere, allowing students to grasp their emotional terrain thoroughly (Van de Water, 

2021). Students learn to identify, express, and manage emotions in a safe and organized 

environment by embodying various characters and events (Donahue-Keegan et al., 2019). 

Stepping into diverse roles allows students and children to confront feelings that may be 

unexpected or difficult, developing emotional growth and resilience (K. L. Law & Rowe, 

2019). However, according to a meta-analysis study by Lee et al. (2020) examining the 

effect of drama-based pedagogies on K-12 literacy-related outcomes, this immersive 

journey helps students build a vocabulary for expressing their emotions and provides 

them with the tools to control these emotions effectively. Furthermore, fostering a sense 

of emotional self-awareness and regulation fosters artistic expression which can be 

beneficial to different types of learning modalities (Lee et al., 2020). The study of drama 
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can significantly contribute to students' broader socioemotional development, preparing 

them to navigate the complexities of emotions in their personal and interpersonal lives. 

Drama education allows students to learn self-control and emotional regulation. 

For instance, role-playing exercises enable students to address their emotions and 

examine their responses within many contexts (Donahue-Keegan et al., 2019). Engaging 

in a theatrical production frequently involves the establishment of objectives, such as 

acquiring line memorization, comprehending a character's underlying motivations, or 

mastering physical gestures and actions required for a particular scene (Donahue-Keegan 

et al., 2019). Through these theatrical productions, students can learn to harness self-

control and manage their responses in a controlled and constructive manner as they 

negotiate the complexities of these emotional landscapes (Van de Water, 2021). This 

method promotes profound reflection, which helps them improve their artistic ability and 

cultivates an expanded emotional intelligence that transcends the sphere of theater. 

Furthermore, the varied aspects of participating in a theatrical play considerably adds to 

the development of self-control and emotional regulation (Lee et al., 2020). Pursuing 

goals essential to theatrical performances, such as remembering lines, understanding 

character motives, and learning the precise physical motions required for specific scenes, 

necessitates a rigorous approach. According to Lee et al. (2020), this engagement 

requires students to exercise self-control in managing their time, focus, and effort, 

instilling a stronger sense of discipline and self-regulation. Drama education, in this way, 

not only fosters artistic expression but also equips students with critical life skills like 
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self-control and emotional management, which will serve them well beyond the bounds 

of the theater. 

Socioemotional learning facilitates the development of interpersonal and conflict-

resolution skills. It offers individuals the tools to manage different social interactions by 

emphasizing the development of emotional intelligence, self-awareness, and empathy 

(Humphrey et al., 2020). For example, individuals learn to detect and understand not only 

their own emotions but also the emotions of others through socioemotional learning, 

which is necessary for efficient communication and relationship-building (K. L. Law & 

Rowe, 2019). Furthermore, socioemotional learning fosters a greater understanding of 

opposing viewpoints, allowing individuals to approach conflicts with empathy and 

openness (Estrada et al., 2021). Studies show that individuals who practice conflict 

resolution are better equipped to participate in constructive discourse, discover common 

ground, and seek collaborative solutions (Humphrey et al., 2020; K. L. Law & Rowe, 

2019). Socioemotional learning equips individuals with vital interpersonal and conflict-

resolution skills, nurturing emotional intelligence, self-awareness, and empathy for 

effective communication and relationship-building, while also promoting the capacity to 

engage with opposing viewpoints empathetically, thereby empowering individuals to 

navigate conflicts constructively and seek collaborative solutions. 

 Drama education allows students to develop interpersonal skills. Students are 

given a platform to improve their communication, cooperation, and social interaction 

skills by participating in various dramatic activities such as group performances, 

improvisation, and collaborative projects (Donahue-Keegan et al., 2019). Drama, by 
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definition, demands individuals to interact with their peers, share ideas, and work 

collaboratively to bring stories to life (Van de Water, 2021). This method promotes active 

listening, effective communication, and the ability to react to the cues and responses of 

others. Van de Water (2021) and Mavroudis and Bournelli (2019) explained that students 

learn to accept diverse perspectives, negotiate positions, and contribute to a coherent 

performance as they navigate the complexities of character interactions and engage in 

ensemble work. These experiences can increase students' self-confidence and create 

respect for collaboration and empathy. 

The sociocultural composition of drama education classes can significantly 

influence the understanding and development of social skills, such as communicating 

with the same and opposite sex and gender (Gammon, 2022). Specifically, individuals are 

encouraged to break down prejudices and assumptions due to their exposure to varied 

gender dynamics, resulting in a more nuanced knowledge of effective interpersonal 

interactions (Gammon, 2022). Students develop empathy, respect, and a heightened 

awareness of the complex interplay between identity and practical communication by 

participating in scenes and projects that involve interactions with the same and opposite 

sexes and genders. Studies have indicated the potential for enhancing the expression of 

diverse perspectives via engagement in drama education at an early age (Kingsberry & 

Jean-Marie, 2022; Okello, 2022). Drama, particularly in the context of group 

performances, strongly emphasizes teamwork and collaboration, imparting to pupils the 

significance of trust, effective communication, and mutual respect (Collie & Perry, 

2019). The intrinsic components of theatre education encompass the navigation of group 



31 

 

dynamics, the resolution of disputes, and the comprehension of human relations, 

facilitating the development of interpersonal skills. Drama frequently showcases ethical 

quandaries, situations with several interpretations, and intricately developed characters 

(Estrada et al., 2021). The examination of these facets can facilitate discourse about 

ethics, values, and conscientious decision-making, essential components of 

socioemotional learning. 

Black Girls and Socioemotional Learning 

Socioemotional learning refers to a systematic approach aimed at fostering the 

acquisition of essential skills by people, enabling them to effectively regulate their 

emotions, cultivate constructive interpersonal connections, and exercise sound judgment 

in decision-making processes. Numerous studies have shown that socioemotional 

learning plays a pivotal role in fostering academic achievement and promoting favorable 

outcomes in individuals' lives (LaBelle, 2019; Panayiotou et al., 2019). Black girls, 

specifically, have distinct obstacles that might influence their social and emotional 

growth, such as racial discrimination, gender bias, and economic disadvantage (Carter 

Andrews et al., 2019). These aforementioned problems can induce feelings of isolation, 

diminished self-worth, and heightened worry, thus impeding their capacity to acquire 

knowledge and flourish academically. Consequently, prioritizing socioemotional learning 

for Black girls becomes imperative in order to provide them with the necessary 

competencies for achieving success (Lohmann, 2023).  

Recent studies highlight the need for culturally responsive approaches to 

socioemotional learning that center on the experiences and assets of Black girls. For 
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instance, King et al. (2023) implemented a STEM program for middle school Black girls, 

incorporating activities to foster communal values, racial pride, voice, and leadership. 

Quantitative and qualitative findings showed participants gained socioemotional learning 

competencies, including self-awareness, self-efficacy, problem-solving, and relationship 

skills. The program enhanced girls' social-emotional development by cultivating a 

culturally sustaining space for identity affirmation and STEM engagement. Similarly, 

Scott’s (2023) Ten-session group socioemotional learning intervention engaged Black 

middle school girls in culturally grounded workshops on identity, sisterhood, and counter 

spaces. Pre-test and post-test analysis and interviews demonstrated increased self-esteem, 

emotion regulation, support seeking, and cognitive reappraisal among participants. The 

author found that a culturally enriched socioemotional learning intervention can help 

Black girls develop a positive self-concept, self-efficacy, and resilience. The study 

emphasizes the importance of culturally relevant socioemotional learning interventions in 

supporting the socioemotional development of Black girls. 

Other studies emphasize the need to tailor socioemotional learning initiatives to 

the specific interpersonal and sociopolitical needs of Black girls. For instance, Jones 

(2022) identified key intrapersonal competencies like self-efficacy and resiliency as well 

as interpersonal skills like code switching that enable Black girls to persist in STEM. The 

author found that Black girls need to develop a sense of belonging, self-efficacy, and 

resilience to overcome the barriers they face in STEM fields. The study highlights the 

importance of socioemotional in helping Black girls develop the skills they need to 

succeed in STEM careers. Similarly, Pollock’s (2023) case study of discussions between 
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Black middle school girls underscored the complex psychosocial processes they engage 

to make sense of marginalizing school experiences. The study highlighted the importance 

of these discussions in facilitating the socioemotional development of Black girls. It 

emphasized the need for creating spaces where Black girls can engage in open dialogue, 

critique oppressive discourses, and understand the complexities of culture. Additionally, 

Mahfouz and Anthony-Stevens (2020) argue that socioemotional learning programs need 

to be culturally relevant to be effective. The authors suggest that socioemotional learning 

programs should be designed with the cultural backgrounds and experiences of students 

in mind. This approach can help ensure that socioemotional learning programs are 

inclusive and effective for all students, including Black girls. Promoting the well-being of 

Black girls through socioemotional learning requires explicit attention to the impacts of 

cultural hegemony and systems of privilege/oppression on their development. 

In summary, research increasingly demonstrates the limitations of conventional, 

technical applications of socioemotional learning that fail to address cultural assets and 

systemic inequities shaping the experiences of marginalized youth like Black girls (Carter 

Andrews et al., 2019). Socioemotional learning programs should be redesigned in 

culturally sustaining ways that nurture the identity, agency, social awareness, and 

systemic consciousness of Black girls within schools and broader society (King et al., 

2023; Scott, 2023). This necessitates institutional commitments to implement antiracist 

and antisexist socioemotional learning curricula, pedagogies, and policies that mitigate 

deficit views of Black girls and actively foster their social, emotional, and academic 

thriving. 
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Racial Stressors Experienced by Black Girls in Education 

The intersectionality of race and gender significantly impacts the psychological 

well-being of Black adolescent girls, particularly in the context of racialized stress and its 

effects on memory retention. In interviews with Black girls, Wilson (2023) found 

experiences of gendered racism led to vulnerability to depression. This specific type of 

stress, often a product of systemic and interpersonal discrimination, not only exacerbates 

depressive symptoms but also has potential implications on cognitive functions, such as 

memory. The chronic nature of this stress can lead to a continuous state of heightened 

alertness, potentially impairing the memory consolidation process. This suggests 

racialized stressors may diminish memory capabilities, while targeted supports could help 

strengthen cognitive functioning. 

Moreover, Ruffin and Blake (2023), in their narrative review further elaborate on 

the psychosocial challenges faced by Black adolescent girls. They point out that the 

constant navigation through a landscape of racial and gender biases requires significant 

mental and emotional resources, which can detract from cognitive capacities, including 

memory retention and recall. The cognitive load theory suggests that when individuals 

are faced with high levels of stress, their working memory capacity can be compromised 

(Ruffin & Blake, 2023), indicating that the racialized stress experienced by Black girls 

may directly impact their ability to encode, store, and retrieve memories effectively. 

Furthermore, Gadson and Lewis (2022) found that Black adolescent girls 

experience gendered racial microaggressions that can lead to feelings of devaluation, 

over-discipline, and stereotyping. These experiences can cause stress and negatively 
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impact their mental health. The constant exposure to microaggressions leads to a 

heightened state of vigilance, which, while adaptive in some respects, can be detrimental 

to memory functioning. This vigilance, while a protective response, can overload the 

working memory system, thereby impairing the processing and storage of new 

information. Additionally, in their study of over 300 Black adolescent girls, Butler-

Barnes et al. (2022) found that perceived discrimination from teachers was associated 

with higher depressive symptoms and suicidal thoughts. The researchers proposed 

discriminatory experiences from teachers undermine Black girls' sense of school 

belonging, which could negatively impact memory and academics (Butler-Barnes et al., 

2022). 

These studies provide evidence that Black adolescent girls encounter unique 

forms of racial and gender discrimination at school that contribute to psychological and 

academic risks. Experiencing discrimination from teachers appears especially 

detrimental. The repeated exposure to marginalization and lowered expectations can 

negatively impact Black girls' self-image, school engagement, and memory processes. 

More research is needed to further examine the effects of racialized stressors on cognitive 

outcomes for Black girls. Implementing teacher training and school policies that address 

discrimination could help mitigate these harmful experiences. Providing Black girls 

access to mental health services and promoting identity empowerment are also important 

for supporting healthy development. 
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Gender and Schooling in Drama Education 

This section contains a discussion of the historical context of gender and 

schooling, as well as how this theme relates to drama education in secondary schools. 

The influence of traditional gender norms on education settings is evaluated, as well as 

the advantages and constraints of drama education, the intersectionality of race and 

gender in education as it relates to Black female adolescents and the impact of drama 

education on socioemotional learning. Gender and performance issues are then discussed. 

The relationship between gender and schooling is a complex, multifaceted topic 

that has been the subject of much scholarly discourse and public deliberation (Farrier & 

McNamara, 2013; Senior, 2021; Stern, 2021). Several crucial considerations emerge that 

revolve around Black adolescent girls in theater education settings (Kauli & Thomas, 

2022; Ruppel, 2022; Williams, 2022). Researchers have called for eliminating social 

differences, inequalities, and stratification to achieve emancipation from social 

oppression (Cherryholmes, 1988). Both seminal and contemporary research has shown 

that gendered performativity can manifest in drama education, impacting adolescent 

perceptions of gender roles (Black, 2021; Malagon et al., 2021). Additionally, studies 

exist that chart the rapid decline of self-worth experienced by girls when there is a strong 

and rigid sense of gender identity (Perrott, 2014; Shem-Tov, 2013).  

In public education, girls are often asked to identify with a specific gender role 

that may not align with their self-perception (Gallagher & Sahni, 2019). Researchers have 

highlighted the challenges in drama education, where students must develop themselves 

according to their own will while still being required to understand complex gender 
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issues in the context of dramatic art forms like plays (Gallagher, 1998; Salverson, 2023). 

Additionally, these researchers have noted the lack of research on this subject (Gallagher, 

1998), indicating a need for the present study.  

Seminal literature has demonstrated how the division of students based on 

demographic characteristics like race and gender can adversely impact the 

socioemotional learning of students (Gregory & Fergus, 2017). For example, 

Zimmermann (2018) found that such classroom designs impaired students’ understanding 

of complex gender issues and delayed socioemotional development in both male and 

female students. Kazemek (1995), in her work on reading and female moral development, 

insisted that a multi-perspectival view concerning drama education pedagogy fosters a 

greater sense of socioemotional learning. Furthermore, Gentile et al. (2009) found that 

division of students based on gender resulted in lower levels of self-confidence among 

students, potentially negatively impacting their socioemotional learning. These findings 

illustrate how drama education can provide a platform for socioemotional development 

and learning among adolescent students and can contribute to an enhanced sense of 

equity and empowerment for marginalized groups.  

The Influence of Traditional Gender Norms on Educational Settings 

Gender norms in educational settings have influenced pedagogical approaches 

throughout history (Nereson, 2022). Broad societal trends have underpinned these norms 

and shifts in gender-based perspectives in education have largely reflected the social 

zeitgeist (Trezise et al., 2023). However, some antiquated gendered norms are 

perpetuated in modern schools, which can sometimes have detrimental and limiting 
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impacts on students’ growth and development (Gabriel, 2021). The following sub-section 

contains a discussion of the historical context of gender norms in education. 

Historical Context. In the past, educational institutions have played a role in 

perpetuating specific gender norms and societal expectations (Zimmermann, 2018). 

Historically, girls have frequently been directed towards engaging in activities and 

pursuing jobs traditionally associated with femininity while being discouraged from 

involvement in subjects traditionally associated with masculinity, such as science, 

technology, engineering, and mathematics (STEM) programs (Grissom-Broughton, 

2020). The historical context demonstrates a long-standing trend of educational 

inequality based on gender. For example, in the late nineteenth and early twentieth 

centuries, school curriculum for girls was concentrated on domestic skills and nurturing 

roles, reflecting the prevalent societal idea that women's primary function was as 

caregivers and homemakers (Huang et al., 2020). Meanwhile, areas such as mathematics, 

physics, and technology were frequently regarded as too cognitively demanding or 

inappropriate for women (Grissom-Broughton, 2020). Even when women began to make 

inroads into higher education in the late 1800s, they were frequently barred from 

renowned universities or given limited access to specific fields of study (Huang et al., 

2020). Understanding this background is critical to understanding the continued problems 

that female students confront in accessing fair educational opportunities and overcoming 

persistent gender norms throughout academic disciplines such as drama. 

Gender differences are inherent in drama education. The significance of theater 

lies in its frequent exploration of gendered perceptions within the realm of the arts 
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(Gabriel, 2021). Although drama has historically been associated with the encouragement 

of emotional expression, a feature generally linked to femininity, it is noteworthy that the 

highest positions within the profession, such as directing or playwriting, have 

predominantly been occupied by men (Steffen, 2020). The aforementioned dichotomy 

may be experienced acutely by Black adolescent females attending drama schools, as in 

many cases, they do not have male classmates for the purposes of comparison (Harris & 

Davis, 2018). Lack of male classmates leads to unintended single-sex education, which 

can influence the socio-emotional development of adolescents (Pahlke & Hyde, 2016). 

Thus, the nature of drama education may have unintended consequences regarding the 

socioemotional development of adolescent females. 

Advantages and Constraints of Drama Education in Secondary School 

Drama education can positively and negatively impact students (Zimmermann & 

Keynton, 2021). The benefits of attending drama schools in secondary school years have 

been supported by research, which indicates that girls in such educational environments 

may have fewer gender-based classroom expectations (Lee et al., 2023; Ruppel, 2022; 

Senior, 2021). Consequently, evidence also suggests that these girls may develop higher 

levels of confidence, particularly in topics that are usually dominated by males (Stern, 

2021). Conversely, according to Wang (2021), it is important to acknowledge that certain 

middle-school contexts may occasionally place excessive emphasis on gender norms as a 

result of limited everyday interactions with individuals of the opposite gender. This could 

possibly restrict the range of gender expressions and roles available within these 

situations (Kim, 2021). 
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Drama education, characterized by the use of dramatic practices and techniques 

within the educational setting, possesses considerable efficacy and dynamism, 

particularly when applied to secondary school students in a period of developmental 

change (Winsler et al., 2020). The field of drama presents a wide range of advantages, 

although it also entails specific limitations (Kolovou & Kim, 2020). Regarding 

advantages, the art form of drama fosters an environment that promotes and cultivates 

collaboration and teamwork. Students acquire the skills of effective communication, 

negotiation, compromise, and active listening, which are critical elements of 

socioemotional learning (Kolovou & Kim, 2020). These talents possess immense value in 

both academic and non-academic settings. 

Engaging in public speaking and presenting in front of one's peers might be 

perceived as a challenging endeavor. The act of overcoming stage fright and successfully 

delivering a performance can enhance one's self-esteem and foster the development of 

confidence (Najami et al., 2019). Drama provides a secure setting for the articulation of 

sentiments and affective states. Adolescents in secondary school experiencing a wide 

range of emotions due to puberty can derive physical and psychological advantages from 

engaging in such forms of expression (Winsler et al., 2020). Physical development is a 

key aspect of drama, as it frequently incorporates elements such as movement, 

coordination, and body awareness. Engaging in physical activities can potentially 

enhance students' physical agility and cater to their kinesthetic learning preferences 

(Kolovou & Kim, 2020). The cognitive advantages of engaging in activities such as 

memorizing lines, comprehending character motivations, and reading scripts can enhance 
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memory capabilities, foster critical thinking skills, and cultivate analytical aptitude 

(Winsler et al., 2020). Thus drama education can facilitate adolescents’ socioemotional 

development.  

Creativity and imagination are nurtured through the medium of drama, as it allows 

students to construct intricate worlds, develop diverse characters, and craft compelling 

narratives. This process stimulates creativity and facilitates the expansion of one's 

imaginative capacities (Lee et al., 2020). Cultural and historical awareness can be 

fostered among students through the exploration of various plays and scripts, enabling 

them to gain insights into varied cultures, historical events, and societal challenges 

(Najami et al., 2019). This engagement serves to expand their perspectives and 

knowledge. Language and communication skills are essential in the field of acting, as 

they encompass clear articulation, vocal projection, and expressive communication (Van 

de Water, 2021). This has the potential to improve language proficiency and enhance 

general communication aptitude. 

Some limitations related to drama education among secondary school-aged 

students have been identified in the literature. Some students may experience discomfort 

or exclusion in theatrical events, particularly those with timid or introverted tendencies. It 

is imperative to organize activities in a manner that accommodates the participation of all 

individuals according to their respective comfort levels (Najami et al., 2019). Resource 

constraints can also impact the effectiveness of drama education, as it often necessitates 

the availability of various resources such as props, costumes, adequate space, and even 

professional trainers (Lee et al., 2020). Not all educational institutions may possess the 
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necessary resources or facilities, in particular, drama education may not be prioritized in 

inner-city schools, which tend to have many minority students (Conrad, 2002). In 

contrast to disciplines characterized by definitive solutions, theatre is inherently 

subjective in nature (Kolovou & Kim, 2020). The grading process poses challenges for 

educators, who must prioritize establishing fair and unbiased assessments (Lee et al., 

2020). Emotional and social dynamics within a group can become intricate, particularly 

when there are disagreements among students or instances where certain individuals 

perceive themselves as targets of ridicule. 

Time limitations can be a significant difficulty when allocating adequate time for 

engaging in theatre activities, especially considering the demanding nature of packed 

curriculums. It is evident that students’ levels of interest in theatre can vary, with some 

exhibiting strong passion while others may not demonstrate the same level of excitement 

(Najami et al., 2019). Furthermore, logistical issues, such as resource availability, can 

stymie the comprehensive, immersive experiences that theater education seeks to give 

(Dawson & Lee, 2018). Specifically, Mahant et al. (2023), explained that in their study 

on shifting the learning atmosphere through process drama, the fifty-minute time limit 

per class hampered the flow of process drama sessions, reducing efficacy. According to 

Mahant et al., (2023), further research is needed to overcome these constraints in order to 

promote experiential learning, resource provision, and inclusivity, ensuring that the 

transformative potential of theater education is available to all children. Ensuring active 

engagement and effective learning for all individuals can provide considerable difficulty.  
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The use of drama in educational settings can serve as a means to expose students 

to diverse cultures and historical contexts. However, it is of utmost importance to address 

these subjects with high sensitivity and precision (Lee et al., 2020). Misrepresentations 

have the potential to contribute to the maintenance of stereotypes. Theatre education 

provides a wide range of advantages, particularly for secondary school children during a 

pivotal period of growth (Kolovou & Kim, 2020). Nevertheless, effectively incorporating 

this type of education into the educational program necessitates careful strategizing, 

allocating resources, and comprehending the possible obstacles to guarantee a favorable 

and all-encompassing learning environment for every student. Using these methods may 

provide enhanced educational experiences for adolescents interested in pursuing dramatic 

arts. 

The Intersectionality of Race and Gender in the Context of Education 

Another important sub-theme that emerged in the literature related to this topic 

pertains to intersectionality. Multiple studies have shown that Black girls frequently have 

a distinctive set of challenges characterized by a double jeopardy phenomenon when they 

experience prejudice stemming from both their racial and gender identities (Boyle et al., 

2022; Brooms, 2023; Harris & Davis, 2018). Within educational institutions, these 

phenomena may materialize as the perpetuation of stereotypes. For instance, Black 

adolescents may experience the undervaluation of their intellectual capacities or the 

implementation of disciplinary measures that are disproportionately harsh in comparison 

to those imposed on their classmates (S. L. Campbell, 2020). 
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The intersection of race and gender can significantly influence Black adolescents' 

perceptions within theatrical contexts. S. L. Campbell (2020) suggested that the 

confluence of race and gender can potentially shape Black adolescents' perceptions in the 

context of theatrical settings, impacting their role preferences and casting outcomes 

within school plays. Moreover, it is noteworthy that the realm of theater exhibits inherent 

racial prejudices, frequently exhibiting a preference for plots and characters rooted in 

Eurocentric perspectives (Johnson, 2021). According to some authors, this has the 

potential to influence the level of representation and the categorization of narratives as 

being significant or deserving (Chahbane et al., 2021; Lee et al., 2020; Van de Water, 

2021).  In this context, the inherent racial biases that are frequently visible in theater 

might result in a biased representation of characters and narratives that primarily coincide 

with Eurocentric ideas (Chahbane et al., 2021; Lee et al., 2020). The following section 

contains a discussion of the evidence associated with what is known as gendered 

performance.  

The Gendered Performance and Implications for Socioemotional Learning 

An additional sub-theme emerged in the literature about gendered performance, 

which is the concept that gender is a composite of the associated acts that are performed 

that align with a particular gender role (Chakrabarty, 2011). Judith Butler's (1988) theory 

of gender performativity asserts that gender is not an inherent quality, but a social 

construct enacted through repetitive performances. Educational institutions, serving as 

venues for socialization, substantially influence the formation of this particular behavior 

(Grissom-Broughton, 2020). The concept of performance in the context of theater 
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education assumes multifaceted interpretations, hence embodying the notion of meta-

performance (Chakrabarty, 2011). Adolescent girls of African descent are engaged in the 

simultaneous negotiation of their gender identity in daily life and the various roles they 

assume within theatrical contexts (Gallagher, 2014). This dichotomy offers a fertile 

ground for questioning and strengthening societal norms related to gender and race 

(Gallagher, 2014). 

Recent studies have shown that educational institutions segregating students based 

on demographic factors like race or gender can lead to a limited understanding of social 

identity (Kim, 2021; Little & Tolbert, 2018; Ruppel, 2022). According to Sharma (2021), 

the relevance of drama lies in its capacity to serve as a platform for investigation and 

expression, wherein it can either challenge or reinforce societal norms. Black adolescent 

females may find this environment conducive to exploring non-traditional gender 

narratives (Kingsberry & Jean-Marie, 2022). According to Kingsberry and Jean-Marie 

(2022), Black adolescent females may find a particularly favorable atmosphere for 

developing non-traditional gender narratives in this context. Additionally, in a study by  

Fahmy and Osnes (2022) on creating theater workshops for young women, the authors 

developed little words, BIG ISSUES: a diversity and inclusion workshop facilitated in 

collaboration with U.S. middle school students, where the students imagined a more 

inclusive community by practicing how to author replies to harmful little words that 

relate to big social concerns while activating girl-led action through performance-based 

tactics. This exploration, made possible by drama's unique ability to engage emotions, 

empathy, and embodiment, has the potential to empower Black adolescent females to 
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critically analyze their identities and imagine alternative gender narratives that resonate 

with their own experiences and goals. 

Section Summary 

This section contained an examination of the correlation between gender and 

education, with a specific emphasis on Black adolescent females within same-sex theatre 

education environments. First, an examination of the historical backdrop of gender 

standards in education, the impact of traditional gender norms on educational 

environments, and the benefits and limitations associated with drama education were 

provided. Studies illustrated the interconnectedness of race and gender within the context 

of education, examining gender-related challenges in academic achievement (Brooms, 

2023; Steffen, 2020; Zimmermann & Keynton, 2021). According to the evidence, drama 

education has several advantages, such as reduced gender-based classroom expectations, 

enhanced levels of self-assurance (Little & Tolbert, 2018; Zimmermann & Keynton, 

2021). However, there are notable limitations of drama education, such as limited 

opportunities for interactions with individuals of the opposite gender (Zimmermann & 

Keynton, 2021). Nevertheless, studies also highlighted the existence of certain 

deficiencies within the existing body of literature and research methodology, providing a 

rationale for the suggested investigation (Lee et al., 2023; Tanner, 2018) 

The intersectionality of race and gender within the realm of education is a 

prominent and noteworthy topic. The evidence presented in this section indicates that 

Black adolescents frequently encounter a compounded form of discrimination, double 

jeopardy, stemming from biases associated with their racial and gender identities 
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(Kingsberry & Jean-Marie, 2022; Sharma, 2021). The aforementioned circumstances may 

result in the continuation of stereotypes, the underestimation of intellectual abilities, and 

the implementation of disproportionate disciplinary actions (Bond et al., 2021). The 

inclusion of drama education has a notable influence on the formation of perceptions 

toward Black females, ultimately affecting their preferences for roles and the 

consequences of casting decisions (Nereson, 2022).  

Gendered performance is evident in theater instruction, where racial biases and 

Eurocentric viewpoints are frequently observed (Chakrabarty, 2011). Non-traditional 

gender perspectives present a challenge to conventional binary gender norms, and theatre 

education can serve as a platform for the exploration and articulation of these ideas (Bond 

et al., 2021). Through a comprehensive analysis of these characteristics, educators and 

policymakers can enhance their ability to effectively support and advance principles of 

equity and inclusivity within educational environments (Gallagher, 2014). The following 

section contains an evaluation of the evidence related to drama education as it relates to 

the focus of the proposed study. 

Black Girls in Educational Settings 

In educational settings, young Black women have shown remarkable perseverance 

and success, often outperforming their peers in several academic metrics. Numerous 

empirical investigations have shown that Black girls often exhibit a strong sense of self-

efficacy and drive, which are crucial characteristics contributing to their academic 

achievements (Anderson, 2020; Collins et al., 2019). The studies highlight the 

importance of self-confidence in attaining scholastic achievement, demonstrating how 
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Black females use their self-assurance to perform academically. Furthermore, the concept 

of resilience, as discussed by Blackmon (2015), highlights that despite facing many 

challenges, Black girls often use their inherent strength and unshakable determination to 

overcome barriers and succeed in the academic sphere. 

However, it is evident that there are ongoing educational disparities that 

disproportionately impact Black females. The National Women's Law Center (2018) 

research highlights that Black girls often encounter disparities in disciplinary practices 

inside educational institutions, resulting in obstacles to their academic progress. These 

practices include higher rates of suspension compared to their Caucasian counterparts, 

which is directly associated with worse academic achievement and higher rates of 

dropping out. Additionally, the study conducted by Chance (2021) provides insight into 

the complex interplay between racial and gender dynamics within disciplinary 

procedures. The research emphasizes that Black girls often encounter unique problems 

that are not appropriately handled within the educational system. The imposition of 

disciplinary measures can have long-lasting detrimental effects on students' perceptions 

of their school and their academic performance in the future. Furthermore, insufficient 

education and higher rates of students leaving school prematurely have a negative impact 

on academic accomplishments among children. This perpetuates the low socioeconomic 

status (SES) of the community, as educational resources in low-SES communities are 

often insufficient, thereby impeding students' academic progress and overall outcomes. 

The aforementioned discrepancies are especially notable when considering Black 

females, as they constitute 9% of preschool enrollment, 9% of preschool students 
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subjected to one or more out-of-school suspensions, and 8% of expulsions (American 

Psychological Association, 2022). 

The academic journey of Black girls is significantly shaped by the educational 

curriculum and the representation seen in instructional materials. King's (2015) study 

highlights the negative consequences that arise from the absence of representation in 

publications and educational resources for Black girls in terms of their classroom 

participation and identity development. The lack of representation in this context may 

lead to feelings of alienation and a scarcity of individuals to serve as examples, both of 

which are crucial for the development of a positive academic self-perception. 

Additionally, Black girls are more likely to attend underfunded schools with fewer 

resources than white students (Carter Andrews et al., 2019). They are also more likely to 

be suspended or expelled from school, even for minor infractions (National Women's 

Law Center, 2018). Furthermore, Black girls face systemic racism in schools, which can 

lead to lower academic achievement. For example, black girls are more likely to be 

stereotyped as aggressive and disruptive, which can lead to teachers treating them 

differently than white students (Gilliam, 2016). Black girls are also more likely to be 

placed in lower-level classes, even if they are academically capable (Carter Andrews et 

al., 2019). These disparities can have a negative impact on black girls' academic 

achievement. Moreover, it is important to note that several curricula exhibit a Eurocentric 

bias, which neglects to recognize the rich history and significant contributions made by 

Black folks. Consequently, this perpetuates a feeling of marginalization (Price-Dennis & 

Sealey-Ruiz, 2021). 
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Notwithstanding these problems, concerted efforts are being undertaken to 

effectively address and rectify these inequities. There is a growing momentum around 

initiatives such as the implementation of culturally responsive teaching and the 

integration of Black history into curriculum frameworks. The aforementioned efforts, as 

theorized by Cooper (2020), aim to create a scholarly environment that is more inclusive 

and supportive for Black females. By recognizing and addressing the unique challenges 

faced by Black girls within the school system, there is the possibility of making 

substantial improvements in their academic experiences and accomplishments. As these 

programs persist in their growth and development, they inspire a sense of hope and 

positivity about the potential for a fairer and more successful educational journey for 

young Black women. 

Current Literature Related to Drama Education 

 The field of drama education encompasses various dimensions, including artistic 

expression, cultural narratives, and personal growth (Gammon, 2022). It connects with 

the complex concepts of gender, schooling, and intersectionality, presenting a rich 

tapestry of connections (Salverson, 2023). An in-depth examination of this convergence 

provides insight into the various possibilities and obstacles in theater education, 

particularly pertaining to Black adolescent females in single-sex educational settings 

(Brooms, 2023). This section contains a review of the literature related to drama 

education. Consideration is first given to drama education as a reflection of societal 

norms and biases, followed by a discussion of the intersection of drama education and 

gender performativity. The intersection of teaching methods and depiction is then 
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evaluated, as well as issues related to gender and schooling. This section concludes with a 

summary and outline of key points.  

Drama Education as a Reflection of Societal Norms and Biases 

According to Okello (2022), drama frequently serves as a mirror for the values, 

customs, and biases prevalent in society. Throughout history, theatre has predominantly 

been characterized by tales rooted in Eurocentrism, thereby marginalizing the stories and 

lived experiences of individuals from non-White racial backgrounds (Gammon, 2022). 

Researchers have highlighted that the phenomenon of stereotyping in casting can result in 

the confinement of Black women to particular parts that are shaped by racial and gender 

stereotypes (Bond et al., 2021; Harris & Davis, 2018). As a result, their opportunities for 

diverse experiences and the exploration of various narratives become restricted. 

Examining the perspectives of Black women on drama education reveals a 

dynamic reflection of societal norms and biases, where interaction with dramatic tales 

provides a platform to traverse and question intersections of race and gender. Sawyer and 

Earle (2019) and Wasmuth et al. (2020) found that Black women combat historical 

underrepresentation by representing characters who transcend established categories, 

gaining agency over their narratives and developing more comprehensive identity 

depictions. Their performances act as counter-narratives, regaining agency, prompting a 

broader societal reevaluation of biases, advocating for truthful representation, and 

contributing to transformative debates beyond the theater. 

Studies have suggested that the concept of empowerment and self-expression is a 

significant aspect of individual agency and personal development (Steffen, 2020). 
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According to Kingsberry and Jean-Marie (2022), drama education, when effectively 

utilized, can serve as a means of empowerment, enabling students to articulate their 

thoughts and feelings, engage with intricate emotions, and gain insights into a wide range 

of viewpoints (Sharma, 2021). Specifically, researchers have increasingly documented 

how critical empowerment is when working with marginalized students like those from 

racial minority backgrounds (Sharma, 2021). Thus, the process of identity exploration 

can be particularly significant for Black adolescents (Kingsberry & Jean-Marie, 2022). 

Within this context, drama can serve as a valuable platform for the examination and 

interrogation of both racial and gendered identities (Gabriel, 2021). The impact of drama 

on these identities can either challenge or perpetuate societal norms, depending on the 

specific pedagogical style employed. 

The Intersection of Drama Education and Gender Performativity 

The concept of performing in theatre school holds a twofold importance, based on 

recent evidence (Boyle et al., 2022; Nereson, 2022). In these particular contexts, Black 

adolescent girls engage in the complex task of managing their gender expression in their 

daily lives, while also concurrently managing the roles they assume when performing on 

stage (Okello, 2022). Additionally, using drama as a medium presents student with the 

opportunity to challenge conventional gender norms, particularly within a same-sex 

educational setting where these norms may be both intensified and malleable (Wang, 

2021).  

Furthermore, the performative part of theatre instruction provides Black 

adolescent girls with a unique area to negotiate and navigate cultural expectations around 
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their identities. They can experiment with different aspects of their identity, challenge 

stereotypes, and broaden their sense of self by embodying multiple personalities and 

exploring numerous roles (Sawyer & Earle, 2019; Wasmuth et al., 2020). In a mixed-

method analysis of community-engaged theatre illuminates Black women’s experiences 

of racism and addresses healthcare inequities by targeting provider bias by Wasmuth et 

al. (2020) posited that the performative lens transforms into a powerful instrument for 

self-discovery and empowerment, allowing individuals to not only question gender 

stereotypes but also modify their conceptions of who they are and who they want to be. 

Drama education, in essence, becomes a catalyst for self-expression and development, 

helping Black adolescent girls to transcend boundaries and assert power over their 

identities both on and off the stage. 

The Intersection of Teaching Methods and Depiction 

The selection of plays for study or performance within a curriculum can have the 

effect of either challenging or reinforcing prevailing cultural narratives (Chakrabarty, 

2011). Researchers have highlighted the fact that the marginalization of Black girls' 

experiences may occur within a Eurocentric or male-dominated curriculum, whereas the 

inclusion of a diverse curriculum might serve to affirm and amplify their voices 

(Chakrabarty, 2011; Okello, 2022). These issues can magnify pre-existing stereotypes 

and further contribute to the disempowerment of drama students, and particularly those 

from marginalized and underrepresented backgrounds (Okello, 2022). Therefore, 

according to Black (2021) and O. F. Law (2021), the role of instructors is crucial in 

shaping teacher attitudes and bias. The biases, expectations, and pedagogical choices of 
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educators have a substantial impact on the experiences of pupils (Black, 2021). There 

exists the possibility for individuals to either reinforce conventional casting and 

storylines that rely on stereotypes or to actively oppose and counteract these inclinations 

(Bond et al., 2021). 

Drama education dynamics transcend beyond the classroom, connecting with 

broader cultural contexts. Jjarrah (2019) found that the plays and storylines chosen for 

educational settings can impact cultural perceptions and debates outside of the classroom 

setting. This highlights the potential for drama education to influence individual students 

and drive greater societal change by stimulating critical observations on engrained biases 

and preconceptions (Addie et al., 2020; O. F. Law, 2021). Such transformative effects 

can reverberate across society, generating a more welcoming and empathic cultural 

landscape. 

Drama as a Mechanism for Sociopolitical Engagement 

Researchers have also demonstrated a trend in regard to the utilization of drama 

education as a means of addressing sociopolitical issues (Lee et al., 2023; Sharma, 2021). 

For example, Tanner (2018) suggested that drama education has the potential to serve as 

a valuable instrument for actively engaging with and exploring a wide range of broader 

socio-political subjects. Additionally, Stern (2021) argued that drama serves as a platform 

for students to engage with and examine complex societal issues such as racism, 

misogyny, and various types of discrimination, hence cultivating the development of 

empathy and critical thinking skills. 
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According to Wasmuth et al., (2020), theatre and drama has long been used to 

effect societal change. They studied the techniques and outcomes of a theatre project 

aimed at reducing healthcare disparities faced by Black women and explained that 

theatrical performances have the potential to shed light on the amount and character of 

discrimination in healthcare and society, as well as to spark discussions that encourage 

audience members to rethink their own potential contributions to discrimination 

(Wasmuth et al., 2020). Furthermore, researchers generally agree that drama serves as a 

platform for Black girls to share narratives, challenge societal perceptions, and promote 

change (Gammon, 2022; O. F. Law, 2021). Thus, drama education may provide 

important outlets for Black adolescents regarding self-expression. 

The Perceptions of Teachers and Parents Regarding Drama Education 

Parents and teachers can have a significant effect on the influence of drama 

education (Shem-Tov, 2013). The perspectives held by individuals regarding gender 

roles, racial identity, and the perceived importance of theatre education can have a 

substantial impact on the lived realities of Black girls (Goddard, 2013). The presence of a 

supportive atmosphere can amplify the advantages of theatre education, but a skeptical or 

dismissive one can restrict its potential (Okello, 2022). Researchers have suggested that 

drama education occupies a pivotal position, encompassing individual growth, cultural 

portrayal, and societal conventions (Perrott, 2014; Salverson, 2023). The theater 

classroom can provide validation, challenge, and personal development for Black 

adolescent girls (Malagon et al., 2021). However, as Gabriel (2021) noted, realizing its 

complete potential is contingent upon inclusive and critically engaged teaching that 
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identifies and actively addresses the numerous prejudices and barriers encountered by 

these students (O. F. Law, 2021). 

The utilization of drama education as a pedagogical strategy for children in 

secondary school elicits diverse viewpoints from both parents and instructors. While a 

significant number of individuals appreciate the advantages it offers, there are some who 

hold certain reservations (Omasta et al., 2021). The holistic development of children is 

frequently acknowledged by parents who recognize the multifaceted benefits of drama in 

fostering emotional, social, and cognitive growth (Savage et al., 2022). This recognition 

stems from the understanding that drama offers a multifaceted educational experience for 

their children. The experience of observing their children's performances can evoke a 

sense of pride among parents, particularly when they discern a noticeable enhancement in 

their child's self-assurance and self-worth (Gray et al., 2019). The creation of a safe 

environment is highly valued by parents who recognize the benefits of drama, as it 

provides a structured setting for children to freely express their emotions, engage with 

complex topics, and navigate conflicts (Cayak, 2021).  

However, certain parents may hold the belief that allocating time to drama could 

potentially undermine academic development by diverting attention away from core 

academic courses. Parents may express apprehension on the possibility of adverse peer 

influences, such as bullying, particularly when their child faces academic challenges or 

deviates from stereotypical societal expectations, such as that men in theatre or drama are 

less masculine and should focus on STEM education (Savage et al., 2022). Cultural or 

personal beliefs might influence the perception of elements within the realm of drama by 
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parents originating from conservative backgrounds (Omasta et al., 2021). These 

individuals may experience discomfort with regards to specific roles, attire, or themes, 

perceiving them as unsuitable or incongruent with their value system. Furthermore, in a 

study by Zhou (2019) examining the drama education differences between China and 

western countries, STEM education was seen as more desirable over theater and other 

arts in China compared to western countries. Some parents may perceive drama 

instruction as a potential academic diversion and feel uneasy with components of theater 

that go against their principles due to scholastic concerns, societal expectations around 

gender roles, and conservative cultural beliefs. 

The utilization of drama as a pedagogical tool has been observed to enhance 

interactivity and engagement in educational settings, particularly in instances where the 

subject matter is abstract or difficult (Omasta et al., 2021). The promotion of classroom 

cohesion can be facilitated through the implementation of drama exercises, which have 

the potential to cultivate a collective identity among students, fostering interpersonal 

connections both between themselves and with their instructor (Savage et al., 2022). The 

pedagogical technique of role-playing can facilitate the development of empathy and 

comprehension among students by enabling them to metaphorically experience the 

perspective of others. 

Differentiated instruction in the context of drama education has the potential to 

accommodate a wide range of learning styles and skills, so fostering inclusivity and 

yielding positive outcomes for a varied student population. Teachers have several 

concerns that impact their professional practice and the educational environment (Gray et 
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al., 2019). The incorporation of drama into curriculums may be perceived as a formidable 

task due to existing constraints on instructional time and resources. Educators may 

encounter challenges in rationalizing the incorporation of this particular subject matter 

within a multitude of academic objectives (Hismanoglu & Çolak, 2019). A subset of 

teachers lacks formal instruction in theater education, resulting in diminished confidence 

and inadequate preparation to seamlessly incorporate it into their instructional practices 

(Gray et al., 2019). Differentiated instruction in drama education provides a path to 

inclusivity by accommodating diverse learning styles; however, concerns about limited 

time, resources, and alignment with academic objectives impede its implementation; this 

is often exacerbated by teachers' lack of formal theater education, which leads to 

diminished confidence in seamlessly integrating it into their instructional practices. 

Other challenges with drama education exist. Implementing drama activities in the 

classroom can occasionally result in lively and exuberant behavior, perhaps giving rise to 

challenges in maintaining effective classroom control (Lee et al., 2020). In contrast to 

more objective disciplines, the evaluation of drama is often perceived as subjective, 

posing difficulties in ensuring equitable grading of students (Hismanoglu & Çolak, 

2019). Overcoming these challenges necessitates a comprehensive approach that includes 

innovative instruction, resource allocation, teacher training, and sensitivity to diverse 

cultural and identity dynamics. 

It can be observed that parents and instructors both acknowledge the potential 

benefits of including theater education into the curriculum. However, it is important to 

note that they also harbor legitimate apprehensions over this approach (Savage et al., 
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2022). The process of weighing the advantages in comparison to the difficulties 

necessitates engaging in discourse, providing education, and fostering a collective 

aspiration for the comprehensive growth of individuals in the middle-school age group 

(Gray et al., 2019). When effectively incorporated, theater education can undeniably 

serve as a significant asset within the secondary school curriculum.  

Section Summary 

 Evidence presented in this section demonstrated how the field of drama education 

is a multifaceted area of study that delves into the realms of artistic manifestation, 

cultural storytelling, and personal growth (Eriksen & Lyng, 2018; Salverson, 2023; 

Trezise et al., 2023). The significance of single-sex educational contexts, especially for 

Black adolescent females, is particularly noteworthy (Stern, 2021). According to the 

research, drama education has the potential to empower students through the facilitation 

of self-expression, emotional engagement, and the exploration of varied narratives (O. F. 

Law, 2021). Moreover, it has the potential to allow students to question and confront 

prevailing societal conventions and biases, especially within contexts that are segregated 

by gender (Schupak, 2018). The intersection between theatrical education and gender 

performativity holds significant importance, as it provides a platform for Black females 

to actively challenge conventional gender norms and counteract prevailing prejudices 

(Boyle et al., 2022). The adoption of drama education can provide avenues for the 

exploration of diverse roles and the cultivation of leadership abilities. 

The correlation between gender and drama education is intricately connected 

since the representation of diverse genders in the realm of dramatic arts substantially 
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influences the educational milieu. According to critical educators, achieving 

emancipation from social oppression necessitates the elimination of social disparities, 

inequities, and stratification (Chahbane et al., 2021; Kauli & Thomas, 2022). 

Nevertheless, empirical evidence indicates a decline in self-esteem among female 

students in democratic educational systems (Kauli & Thomas, 2022). An all-

encompassing viewpoint on existence recognizes the significance of imagination, which 

empowers individuals, notably females, to construct alternative narratives that question 

prevailing assumptions (Meehan, 2022). However, adolescence is often associated with a 

decrease in self-confidence, a critical outlook, and feelings of personal inadequacy 

(Malagon et al., 2021). Drama education has the potential to effectively tackle these 

concerns through the acknowledgment and appreciation of women's achievements, the 

encouragement of higher aspirations, and the fostering of a gender-neutral self-identity 

(Eriksen & Lyng, 2018). The following section contains a review of the current status of 

drama education literature. 

Black Girls and Drama Education 

Within the context of middle and high schools, girls of African descent often meet 

unique challenges, resulting in a series of intense experiences sometimes referred to as 

drama. According to research done by Green et al. (2020), the intersectionality of race 

and gender may contribute to increased levels of stress among black girls, making them 

more vulnerable to experiencing conflict and chaos. The indications seen in this context 

are characterized by their complex nature, which includes socially related arguments, 

rumors, and the persistent feeling of social marginalization. These interactions have 
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significant implications, exerting a profound impact on the psychological well-being and 

emotional stability of these young individuals. Therefore, it is crucial to engage with the 

perplexing issue of drama as it manifests within this particular group. Furthermore, the 

persistent social pressure to adhere to conventional standards of beauty and societal 

expectations adds another layer of complexity to the ongoing discourse. This 

encompasses concerns related to hair, skin tone, and body shape (Onnie Rogers et 

al., 2022). The lack of adequate representation and diversity in media and popular culture 

exacerbates these complex difficulties. Therefore, the responsibility of addressing these 

distinct experiences lies with educators, parents, and other adult caretakers in the lives of 

young black girls. It is crucial for them to not only recognize but also actively address 

these challenges by providing consistent support and a range of resources to help these 

girls navigate through these complex obstacles. In this approach, the objective is to 

facilitate the empowerment of these young black girls, fostering their development in 

intellectual, social, and emotional domains. 

Another significant element that contributes to the heightened emotional intensity 

experienced by Black adolescent females in middle and high school is from the 

widespread prevalence of stereotypes and prejudices. Gadson and Lewis (2022) shed 

attention on the detrimental effects of unfavorable stereotypes portraying Black females 

as aggressive or confrontational. The presentation of black females in an unjustified 

manner contributes to the development of misinterpretation and conflict among 

individuals, since they are often subjected to unfair categorizations as confrontational or 

aggressive. As a result, individuals find themselves entangled in an intricate chain of 
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disputes and disciplinary measures. Unfortunately, these preconceptions have the 

regrettable consequence of creating an increasingly negative perception, which further 

marginalizes young black girls. Consequently, this poses a significant challenge for them 

to get the necessary assistance and understanding from both educators and their peers. 

Furthermore, it has been shown by Lamboy et al. (2020) that these stereotypes have a 

detrimental impact on the way in which black girls are seen and treated by both their 

peers and educators. This creates an atmosphere that is conducive to the emergence of 

interpersonal conflicts and tensions. In order to cultivate a more supportive and inclusive 

academic environment for black girls, it is crucial to address and destroy prevailing 

misconceptions. 

Furthermore, the intricate interconnection between race, gender, and socio-

economic position functions as a catalyst for the challenges faced by black females which 

can contribute to heightened drama and conflict within school settings. According to 

research published by Vox (2019), there is evidence to support the notion that black girls 

from economically poor households have additional challenges resulting from the 

intersection of poverty and prejudice. These pressures exacerbate the intensity of drama 

and conflict inside educational institutions. Remarkably, the report unveils that Black 

girls as young as five years old are already bereft of the presumption of innocence, 

receiving less support compared to their white counterparts of the same age. The 

aforementioned assumption propels educators and other individuals in positions of power 

towards an inaccurate conviction that Black girls exhibit a more mature disposition, 

resulting in the administration of more severe disciplinary measures in comparison to 
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their white female counterparts. This discrepancy becomes notably more pronounced for 

Black girls between the ages of ten and fourteen (Vox, 2019). The educational 

environment is significantly impacted by the consequences of pressures that arise from 

the intersection of poverty and prejudice. The prejudices mentioned above contribute to 

the significant inequities faced by Black girls when they come into contact with law 

enforcement, educational institutions, and the criminal justice system. These 

discrepancies have profound ramifications for their future outcomes. The aforementioned 

information emphasizes the need of acknowledging the unique experiences of black girls 

originating from various origins and addressing the systemic factors that contribute to the 

perpetuation of challenges in their lives. 

In order to address the challenges faced by black girls in middle and high school, 

it is crucial to prioritize the adoption of interventions that focus on fostering their social 

and emotional well-being. For instance, the study done by Carter Andrews et al. (2019) 

highlights the significance of facilitating opportunities for Black girls to develop healthy 

peer connections, get mentorship, and enhance their conflict resolution abilities. By 

establishing a nurturing and enabling environment inside the educational sphere, 

educators and administrators have the ability to redirect the trajectory away from 

potential turmoil for these Black girls. 

Challenges of Drama Education and Socioemotional Learning  

The attainment of goals in drama education yields concrete outcomes for pupils, 

cultivating a feeling of achievement and enhancing self-worth (Donahue-Keegan et al., 

2019). The concepts of empathy and perspective taking are fundamental to understanding 
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human behavior and social interactions. Empathy refers to the ability to understand and 

share the feelings of others, while perspective taking involves the capacity to adopt 

another person (Strahan & Poteat, 2022). The practice of acting necessitates pupils 

assuming the roles of their characters, so facilitating their comprehension and ability to 

sympathize with diverse perspectives, emotions, and experiences (Collie & Perry, 2019). 

Group talks centered around character motivations and tales serve to enhance and foster 

profound dialogues pertaining to comprehension and empathy. 

The intrinsic usefulness of group conversations centered on character motives and 

storylines amplifies the significance of theatre education and the viewpoints described 

previously for Black females. These discussions broaden their comprehension of the 

dramatic storylines they encounter and give a forum for significant discussions about the 

difficulties of identity, ethnicity, and gender (Donahue-Keegan et al., 2019). Studies on 

Black women and girls explained that they can extract deeper meanings from stories by 

diving into character motivations, linking them to their own experiences, and negotiating 

the numerous intersections of their identities (Sawyer & Earle, 2019; Wasmuth et al., 

2020). Furthermore, these discussions develop empathy by enabling participants to put 

themselves in the shoes of various characters, promoting a more nuanced view of the 

issues experienced by people from various backgrounds (Wasmuth et al., 2020). 

Participating in improvisational activities necessitates students to promptly make 

judgments that have a direct impact on the development of a scene, thereby emphasizing 

the immediate ramifications of their choices (Donahue-Keegan et al., 2019). The situation 

necessitates a high level of sensitivity. Participating in theatrical activities might 
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occasionally elicit delicate or disturbing subject matter. Educators must exercise 

prudence by ensuring that the educational material is suitable for the age group and by 

fostering a secure and supportive environment for students (Strahan & Poteat, 2022). 

Secondary school pupils exhibit a broad spectrum of emotional maturity levels 

(Korpershoek et al., 2020). It is imperative to organize activities in a manner that 

accommodates the diverse needs of students, ensuring that none are overwhelmed or 

excluded. 

The potential for perpetuating stereotypes or misrepresentations arises when 

characters or events are not treated with cultural sensitivity and knowledge, hence posing 

a danger in this regard (Collie & Perry, 2019). Although theatre can serve as a potent 

medium for delving into emotional experiences, it is imperative to discern between 

authentic sentiments and those enacted for the sake of a theatrical part (Estrada et al., 

2021). Continuous reflection and debriefing have the potential to facilitate this process of 

differentiation. Theater education offers a dynamic and engaging approach to fostering 

socioemotional development in pupils of secondary-school age (Donahue-Keegan et al., 

2019). Incorporating authentic scenarios, emotions, and choices within an educational 

framework can provide students with invaluable opportunities for self-reflection and 

empathy development (Strahan & Poteat, 2022). Nevertheless, for theatre to maximize its 

efficacy in promoting socioemotional learning, its implementation must be carefully 

considered, focusing on the student population's inherent difficulties and the 

heterogeneous nature. 

 Drama education is an instructional approach that necessitates students' 
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comprehension of historical experiences to shape their present understanding (Moeller, 

2021; Preston, 2019). The curriculum is a product of social negotiation and construction, 

bridging the individual's internal world and the external environment (Moeller, 2021). It 

facilitates the creation of meaning and the meaningful reinterpretation of experiences 

(Shuster, 2019). The cost associated with theatre education is both reasonable and 

justified, as it serves the dual purpose of facilitating learning and providing fun (Ruppel, 

2022). Nevertheless, there has been a lack of attention by the Ministry of Education and 

the School Board toward the significance of aesthetics and the cultivation of artistic 

expression (Posey-Maddox, 2017). In the final years of drama education, students exhibit 

a comprehensive grasp of dramatic form and theatre conventions (Trezise et al., 2023). 

This underscores the importance of drama education in fostering an appreciation for form 

by means of aesthetic portrayal of pivotal moments within dramatic works. 

The primary objective of drama education is to impart to pupils a comprehensive 

comprehension of one's own identity in connection to others while also facilitating the 

acquisition of effective communication abilities (McGuire et al., 2020). Additionally, 

drama education endeavors to foster a spirit of curiosity and dedication toward 

continuous learning throughout one's lifetime (Preston, 2019). Nevertheless, there are 

experts who contend that the inclusion of drama in a student's educational journey is 

essential since it effectively stimulates their emotional and experiential learning, enabling 

them to actively participate in a purposeful environment (Stern, 2021). The significance 

of the drama teacher's position lies in their need to recognize their own assumptions and 

the prevailing worldview (Black, 2021). It is imperative that educators exhibit a proactive 
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and adaptable approach, while emphasizing the need to engage in purposeful activities 

when facilitating the learning process. 

Importance of Drama Education for the Black Community 

 Within the Black community, drama education is profound and multidimensional, 

functioning as a transformative platform that addresses historical imbalances, empowers 

individuals, and encourages greater societal change. According to Carey et al. (2021) and 

Manzi et al. (2020), drama education allows Black people to question dominant 

prejudices, express their authentic voices, and modify narratives that have traditionally 

excluded their experiences by interacting with theatrical tales and embodying different 

roles. This transformative potential of drama education is significant in the Black 

community, where historical and structural biases have resulted in underrepresentation, 

misrepresentation, and a lack of agency (Addie et al., 2020; Lee et al., 2020). Through 

theatrical expression, Black communities may challenge prejudices, tell untold truths, and 

encourage good change within their communities and throughout society. 

Perspectives of Black Students Regarding Drama Education 

At its foundation, theater education provides a platform for Black people to 

recover their identities and narratives, which are frequently disregarded or distorted in 

mainstream media. In a study by Dunn et al. (2020) on training theatre students of color, 

they posited that theatre can actively contribute to a larger story that is both authentic and 

multifaceted by participating in the development and performance of stories. Specifically, 

this active participation voices a platform to be heard, amplifying opinions that would 

otherwise go unnoticed and highlighting the complexity and diversity of their experiences 
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(Addie et al., 2020). Furthermore, drama education allows Black people to explore 

complicated issues like racial identity, discrimination, and resilience in a safe and 

creative atmosphere (Gallagher et al., 2017). Embodying characters and investigating 

their motivations allows for nuanced talks about the nuances of race and how it intersects 

with other parts of identity, such as gender and socioeconomic background. 

Gaps in the Literature and Rationale for the Study 

 Upon thorough analysis of the extant scholarly works and discussions pertaining 

to the convergence of theater education, gender, racism, and same-sex schooling, it 

becomes evident that some deficiencies exist within the current body of knowledge. For 

example, although there exists a substantial body of study on the intersection of gender 

and education, as well as distinct scholarly inquiries into drama pedagogy, there remains 

a dearth of literature that specifically investigates the unique experiences of Black 

adolescent girls in drama courses (Johnson, 2021; Ruppel, 2022; Schupak, 2018). 

Additionally, a significant portion of scholarly literature often approaches race and 

gender as distinct factors (S. L. Campbell, 2020; Little & Tolbert, 2018). The exploration 

of the intersectional experiences of Black girls, particularly within the realm of theater 

education, remains a relatively understudied area. A significant proportion of research 

conducted in the field of education also heavily relies on quantitative data, so potentially 

overlooking the profound insights and nuanced perspectives that qualitative research can 

provide (Goddard, 2013; Shuster, 2019).  

Furthermore, although there is an increasing dialogue regarding the need for 

diverse curricula in literature and history courses, there is a noticeable lack of emphasis 



69 

 

on the impact of representation, or the absence thereof, in drama curricula on the 

experiences of Black adolescents from their perspectives. For instance, Jjarrah (2019) 

examined the impact of drama education on students, but the study was quantitative, 

which did not allow for the students’ perspectives to be analyzed in-depth. Additionally, 

Lee et al. (2020) garnered significant insight into drama education, however, it was a 

meta-analysis. Therefore, the study was limited in the lack of new perspectives from 

students. The mainstream literature frequently discusses Black adolescents without 

adequately including their own voices, narratives, and agency, resulting in an 

underrepresentation of their perspectives (Senior, 2021). 

Few studies in literature examine the perspectives of students, parents, and 

teachers within the same study. Dunn et al. (2020) examined the perspectives of drama 

teachers. Additionally, Váradi (2022) studied socioemotional learning through music 

education. However, it was a comprehensive literature review on student perspectives 

and did not review teacher or parent perspectives. However, a comprehensive 

examination of the influence of drama education on students’ socioemotional learning 

from multiple perspectives has not been undertaken. Such a study could provide valuable 

insights into the holistic effects of drama education on various stakeholders' perceptions 

and experiences. 

Opting for a qualitative approach enables a comprehensive investigation into 

individuals' perceptions and experiences, facilitating a thorough understanding of the 

subject matter. Therefore, this study aims to explore the perspectives of Black 

adolescents, parents, and drama teachers regarding the influence of drama education on 
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socioemotional learning, shedding light on their complex understanding, navigation, and 

influence of their experiences. Through the utilization of a qualitative descriptive 

methodology, one can gain a comprehensive understanding of individual experiences 

while concurrently discerning commonalities and recurring themes across several 

individuals (Doyle et al., 2019). This phenomenon has the potential to illuminate both 

distinct and common obstacles and prospects. Qualitative descriptive studies facilitate the 

gathering of extensive and nuanced contextual information (Billups, 2019). Through a 

comprehensive analysis of several educational institutions and their theatre programs, one 

can gain insight into the sociocultural, institutional, and pedagogical elements that shape 

the experiences of Black female students. Conducting direct interviews, focus groups, 

and collecting observational data can offer primary perspectives, hence prioritizing the 

inclusion of Black girls' voices in the study. 

Considering the highlighted deficiencies, conducting such an investigation would 

provide a noteworthy scholarly contribution to the realms of education, gender studies, 

theatre, and intersectionality. This study has the potential to provide valuable guidance to 

educators, curriculum developers, and policymakers in their efforts to establish theater 

education environments that are both inclusive and empowering. The results of this study 

have the potential to impact the selection of theatre curricula, instructional methods, and 

overall school policies in order to foster an inclusive, fair, and representational learning 

environment for Black adolescent girls in single-sex educational settings. 

In summary, a qualitative approach with a descriptive research design has the 

potential to yield a thorough and nuanced understanding of the complex interplay 
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between race, gender, and theatre instruction for Black adolescent females. Considering 

the gaps that have been found in the existing body of research, conducting such a study is 

not only pertinent at this time but also imperative for the progression of inclusive 

educational methods. This research aims to shed new insights on well-known inquiries 

regarding gender and equity within the field of education. Additionally, it seeks to 

contribute to the expanding body of literature in drama education by providing robust 

evidence from classroom settings that highlights the aesthetic, social, and academic 

benefits of an intermediate/senior drama curriculum (see Gallagher, 1998). Furthermore, 

this research endeavor aims to make a valuable contribution to the ongoing scholarly 

discussions surrounding gender and education. By providing up-to-date research and 

addressing pertinent feminist, social, and academic inquiries pertaining to drama 

education, this study seeks to fill a crucial gap in the existing literature (see Gallagher, 

1998).  This study will also propose potential avenues for future research within the 

broader inquiry of equity in education, as it will deliberately examine the variables of 

ethnicity, color, class, and gender in its analysis.  

Summary and Conclusions 

This chapter consisted of a review of the literature related to this topic. The search 

strategy used to identify relevant studies was presented first, followed by the theoretical 

framework underpinning the study. A synthesis of the literature related to key variables 

and constructs of interest was then offered, in accordance with themes that emerged from 

the extant evidence, specifically gender and schooling in drama education was discussed 

(Chahbane et al., 2021; Farrier & McNamara, 2013; Shuster, 2019). Subsequently, a 
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detailed examination of gendered performances and their implications for socioemotional 

learning ensued (Ruppel, 2022; Senior, 2021; Trezise et al., 2023), highlighting the 

multifaceted nature of these interactions. Furthermore, the challenges inherent in drama 

education and their impact on socioemotional learning were thoroughly explored 

(Gammon, 2022; Lee et al., 2023; Steffen, 2020), revealing essential facets of this 

educational landscape. Identifying gaps in the literature and discussions on research 

design and methodological considerations paved the way for the rationale and 

justification of the forthcoming study. Gaps in the literature and research design and 

methodological issues are presented, leading to the rationale and justification for the 

proposed study. After conducting an in-depth examination of existing academic literature 

and discourse surrounding the intersection of theatrical education, gender, and racism, it 

is apparent that some shortcomings are present within the current knowledge base. 

The primary objective of this study is to provide novel perspectives on widely 

discussed topics concerning gender and equity in the realm of education. Furthermore, 

the aim of this study is to make a scholarly contribution to the existing literature on 

drama education. This will be achieved by presenting strong empirical evidence gathered 

from real classroom environments, which will emphasize the various artistic, social, and 

academic advantages associated with an intermediate or senior theatre curriculum. 

Moreover, the primary objective of this research endeavor is to provide a significant 

addition to the continuing academic discourse on the topic of gender and education. This 

study aims to address a significant gap in the current literature by offering current 

research and addressing relevant feminist, social, and academic questions related to 
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drama education and socioemotional learning. Furthermore, this study will help identify 

feasible directions for future research within the wider investigation of equity in 

education since it will intentionally scrutinize the variables of ethnicity, color, class, and 

gender in its analysis. Chapter 3 contains a presentation of the method to be used to 

achieve the aims and objectives of the study. 
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Chapter 3: Methodology 

Drama education is an important way in which students can gain self-confidence 

and creativity and build problem-solving skills while exploring their self-expression. 

However, with increasing pressure on school administrators to increase students’ 

standardized test scores to meet state and national standards, educational leaders are 

forced to devote less time to students’ education in the performing arts (Simamora, 

2020). Therefore, many students do not have the opportunity to enhance their 

socioemotional learning and development through drama education. The purpose of the 

proposed qualitative study is to understand the role of drama education in socioemotional 

learning and leadership development for Black females during adolescence. Educational 

leaders may use the study's findings to evaluate the prioritization of arts education in 

secondary schools. 

 Chapter 3 describes the methodology utilized in the study. First, I discuss why I 

chose a qualitative methodology with a descriptive qualitative research design. The 

methodology section outlines the participant selection process, instrumentation, 

procedures for recruitment, participation, and data collection, as well as the data analysis 

plan. Next, I describe the measures to ensure the study’s trustworthiness by addressing 

credibility, transferability, dependability, and confirmability. I also discuss ethical 

considerations, including obtaining informed consent and protecting the confidentiality of 

the participants. Finally, I conclude the chapter with a summary of the methodology. 
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Research Design and Rationale 

I used qualitative research methodology in this study. Qualitative research is used 

extensively in educational research due to its flexibility in exploring and understanding 

human experiences and perspectives (Bush & Amechi, 2019). Indeed, qualitative 

research emphasizes the subjective and interpretive aspects of human experiences. 

Qualitative researchers seek to understand individuals' underlying meanings, values, and 

beliefs, as well as people’s interpretations of their experiences (Mulisa, 2022). Qualitative 

research methods, such as focus groups, interviews, and observation, allow for collecting 

rich and detailed data that provide a nuanced and complex understanding of a 

phenomenon (Tomaszewski et al., 2020). Qualitative research is often preferred when a 

researcher seeks to learn about a phenomenon from the standpoints of the involved 

parties and thoroughly understand their opinions and perspectives (Steccolini, 2022). 

Consequently, qualitative research is widely used in education (Amadasun, 2021) 

because it allows for a comprehensive exploration of the viewpoints and experiences of 

the participants. I used the qualitative methodology to address the phenomenon of drama 

education, socioemotional learning, and leadership development of Black adolescent 

females. 

The qualitative study used a phenomenological research design to examine the 

lived experience of black females during adolescence regarding how drama education 

influences the socioemotional learning and leadership development of Black adolescent 
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females. The primary goal of a phenomenological investigation is to explore, describe, 

and understand the context of a phenomenon from the viewpoint of the research subjects 

(Agazu et al., 2022). Phenomenological research is particularly suited for examining 

emerging or complex phenomena, as it allows researchers to gather information from 

multiple viewpoints and understand the complexities and nuances of the experiences 

being studied (Moustakas, 1994; Stutterheim & Ratcliffe, 2021). A phenomenological 

approach to research captures the complexity of social reality and human experiences, 

allowing for the analysis of complex phenomena and the development of ideas based on 

empirical evidence (Patton, 2016; Prosek & Gibson, 2021). Through this study, I aimed 

to explore and understand the participants’ subjective experiences and perspectives 

through in-depth interviews. Therefore, I chose a phenomenological research design to 

give a detailed account of the experiences of the Black women who participated in drama 

education. 

Methods 

In this methods section, I describe the detailed methods used to select and recruit 

participants and to collect and analyze data. Specifically, I review the inclusion criteria 

for the participants, instrumentation, recruitment methods, and the data collection and 

analysis processes. These components are essential for addressing the research questions 

in a qualitative study and provide a comprehensive understanding of the data collection 

methods used. 
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Participant Selection 

The target population was Black females who participated in drama education 

during adolescence. For this population, the sample comprised 10 Black females who met 

predefined inclusion criteria, which require that: 

1.) Participants must be Black females between the ages of 18 and 25. 

2.) Participants must have participated in drama education in a private, 

community-based, or school setting for at least two years when they were 

aged 11-18. 

The participants were screened through a participant screening questionnaire (see 

Appendix A). Answers to the screening questions were scrutinized to ensure that 

potential participants met the inclusion criteria, as detailed in Appendix A. 

Procedures for Recruitment  

To select participants for the study, I used a mixture of convenience and 

purposeful sampling approaches (S. Campbell et al., 2020; Stratton, 2021). Convenience 

sampling allows researchers to select participants who are conveniently available 

(Stratton, 2021). Qualitative researchers often use purposeful sampling to identify 

research participants with extensive knowledge of the research problem, making this 

sampling strategy appropriate for the study. 

I recruited participants in several phases. In Phase A, I used convenience 

sampling and leveraged my professional network, which consists of professional 
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connections with drama educators, and requested that my network disseminate the 

recruitment flier to individuals within the field of drama education who met the 

established inclusion criteria. In Phase B, I used social media sites servicing drama 

educators, parents, and students to recruit potential participants via purposeful sampling. 

See Table 1 for a list of social media groups that were queried. 
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Table 1 

Social Medica Groups for Drama Educators and Performers 

Facebook group name Number of members 

Group A 14,200 

Group B 12,300 

Group C 1,500 

 

I obtained the permission of group moderators, who were asked to post the recruitment 

flier (Appendix B) on the group’s platform. This multi-phased approach allowed for 

recruiting 10 previous drama students necessary to attain data saturation. Data saturation 

is discussed in detail in the data collection procedures section below. 

 The recruitment strategy for this study involved the distribution of a recruitment 

flier, which offered an overview of the investigation and included a QR code for 

interested parents, students, and teachers to access further information and complete a 

participant screening questionnaire (Appendix A) as a SurveyMonkey form to assess 

eligibility for participation. Once a participant completed the screening questionnaire and 

was deemed eligible for the study, I emailed them a participant welcome letter (Appendix 

C) and an informed consent form to return via email (Appendix D). The informed 

consent form explained the study’s voluntary nature and the participants’ freedom to 

discontinue participation at any time. 

Procedures for Participation  

Once a participant completed and submitted the informed consent form, I sent 

them a link to an online scheduling application to choose a time and date to participate in 

the semi-structured interviews. At each participant’s selected time and date, one-on-one 

interviews were conducted via the Zoom telecommunications software, as this platform 

provided a safe research environment. The interview method was suitable for the study as 



80 

 

it enabled direct engagement with participants. I was responsible for following the 

interview guide (Appendix E), posing open-ended questions, facilitating the sessions, and 

ensuring clarity in communication. Each participant participated in one interview lasting 

between 25 and 60 minutes, giving each participant time to expound on their points of 

view. 

Data Collection Procedures 

The interviews were audio-recorded with the participants’ explicit written 

approval. I recorded the audio for the interview using the Zoom recording function. I 

used an iPhone audio recorder function as a secondary precaution. The audio recordings 

served as the source material for the transcription process. The audio recordings were 

safely saved after each interview on a password-protected encrypted cloud drive. I saved 

the recordings using a pseudonym for each participant, such as P1, P2, …, and P10, to 

ensure the confidentiality of the participants. 

According to Hennink and Kaiser (2022), data saturation is the stage in the data 

collection process where no new insights or issues are uncovered during interviews, and 

the data collected begins to repeat. This stage is crucial for determining the sample size’s 

suitability and ensuring the collected data’s content validity (Hennink & Kaiser, 2022). 

Based on findings from other research on sample size (Guest et al., 2020; Vasileiou et al., 

2018), eight participants often result in data saturation in 96% of interview-based 

qualitative investigations. Therefore, a sample size of 10 Black females should have 

adequately answered the research questions with saturation. However, if data saturation 
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had not been achieved after ten interviews, I would have conducted further interviews 

until data reached saturation. 

Instrumentation 

There were two instruments in this qualitative study. The researcher was the first 

instrument, acting as a human instrument for data collection. The second instrument was 

an interview protocol (Appendix E) consisting of open-ended questions that served as the 

qualitative tool for data collection. I developed the interview protocol based on the 

study’s purpose, research questions, and theoretical framework. The interview questions 

focused on key inquiries about the participants’ perspectives on how drama education 

influences Black adolescent females’ socioemotional learning and leadership 

development.  

The open-ended interview questions allowed for a systematic exploration of the 

participants’ experiences and perspectives. The interview questions were structured to 

elicit a comprehensive understanding of the perspectives of Black female drama students 

(Table 2). 

The interview protocol was validated in terms of content using three mechanisms. 

First, I used peer review by others who earned a Doctoral Degree in Educational 

Leadership. I considered and incorporated appropriate feedback from the reviews into the 

interview protocol. Second, I submitted the interview protocol to my dissertation 

committee for expert panel review. I incorporated all changes and feedback into the 

interview protocol prior to submission to Ashland University’s HSRB for approval. 

Third, I conducted a field test with two individuals who met the study’s inclusion criteria. 
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I proceeded through the data collection and analysis process during the field test to ensure 

that the interview questions sufficiently answered the study’s research questions. These 

procedures ensured that the interview protocol addressed the research questions within 

the chosen conceptual framework for the study. 

Table 2 

Interview Question Development for Black Female Drama Students 

 

Interview question 

Research question and 

construct 

1. Please describe your experiences with drama 

classes in middle school or high school? [Icebreaker] 

Prompting: 

• Did your experiences differ in middle school 

and high school? 

N/A 

2. How do you think drama classes influenced your 

self-awareness? 

RQ1, Socioemotional 

learning 

3. How do you think drama classes influenced your 

ability to understand your emotions?  

RQ1, Socioemotional 

learning 

4. How do you think drama classes influenced your 

socialization with other students? 

RQ1, Socioemotional 

learning 

5. How would you describe your leadership skills? RQ2, Leadership 

development 

6. How do you think drama education helped the 

development of leadership skills? 

RQ2, Leadership 

development 

7. What skills learned from drama education do you 

use when in a leadership role? 

RQ2, Leadership 

development 

7. What challenges did you encounter with drama 

classes? 

Prompting: 

• Did you encounter any challenges with drama 

classes due to your race? 

• Did you encounter any challenges with drama 

classes due to your gender? 

RQ1, RQ2, 

Socioemotional learning 
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8. How do you think drama education helped you 

form your identity?  

Prompting Questions: 

• Can you describe your identity before you 

participated in drama? 

• How would you describe your identity now? 

RQ1, RQ2, 

Socioemotional learning 

9. Can you describe an experience in drama class 

where you expressed your identity as a leader? 

RQ2, Leadership 

development 

10. How do you think drama classes have influenced 

your adult life? 

RQ1, Socioemotional 

learning 

11. Is there anything you’d like to discuss about drama 

classes or education that we haven’t covered? 

[Closing]. 

N/A 

 

 

Participant Exit from the Study 

 There were two ways in which participants were able to be exited from the study. 

First, a participant may have asked to be removed from the study. If this situation had 

arisen, I would have destroyed all information gathered from the participant, including 

the participant screening questionnaire, informed consent form, audio recording, and 

interview transcription. Second, upon completing the semi-structured interview, 

participants were exited from the study through a debriefing protocol incorporated into 

the interview guide. During this debriefing time, I informed participants that I would 

contact them twice after the interviews. First, I would contact them for an interviewee 

transcript review (see Rowlands, 2021). Second, after completing the data analysis, I 

would send each participant a one-page summary of their data for member checking (see 

Candela, 2019). The member checking email included a brief summary of the study’s 

problem, purpose, and preliminary findings and thanked the participants for their interest 

and participation. This email served as each participant’s exit from the study. 
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Data Analysis 

Audio recordings were uploaded to Otter.ai for transcription. Although the 

automatic transcription capabilities of Otter.ai were used, I performed a thorough line-by-

line comparison with the audio recording to edit the transcription to guarantee its 

authenticity and accuracy. All interviews were transcribed and edited within one week, 

allowing for familiarity with the replies and accuracy. To safeguard the participants’ 

privacy, identifying information such as names, localities, and names of schools were 

omitted from the transcription, in addition to using pseudonyms to preserve the 

participants’ identity and confidentiality (see Hamilton & Finley, 2019). I analyzed the 

data using the qualitative analysis software, NVivo Version 12. 

I analyzed the data collected from semi-structured interviews through thematic 

analysis, an approach commonly used to analyze large amounts of verbal or textual data 

(Lindgren et al., 2020). Through data analysis, a researcher organizes and dissects the 

data to identify patterns and themes relevant to the research questions, enabling the 

researcher to make inferences. I analyzed the interview transcripts using Braun and 

Clarke’s (2019) method for thematic analysis, a six-phase guide. The six phases of 

thematic analysis are presented in sub-sections below. 

Phase One: Familiarization with Data 

In this phase, I became familiar with the interview data by reviewing the 

transcriptions and comparing them to the audio files. I read each interview transcript from 

start to finish to get an overall understanding of the data collected. According to Braun 

and Clarke (2019), the familiarization phase often involves multiple readings of the 
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interview transcripts (Braun & Clarke, 2019). After I read each participant’s interview 

from start to finish, I read each interview according to the interview questions across 

participants. During this phase, I redacted the participants’ personally identifiable 

information in the interview transcripts to protect the participants’ confidentiality. 

Phase Two: Coding 

Phase Two is the coding phase. In this phase, I categorized the data into 

meaningful units, known as codes (see Saldaña, 2014). During this phase, I created a 

codebook that outlines the codes for categorizing the data. I applied codes to the data to 

identify the participants’ significant ideas, thoughts, and opinions. Some codes were 

derived from constructs from the study’s conceptual framework. 

Phase Three: Theme Development 

In Phase Three, I reviewed the codes and combined them to form axial categories. 

I refined codes in this phase so that the categorized data could be used to extract themes. 

The themes represent patterns and relationships from the data (Braun & Clarke, 2019). 

To extract themes, similar categories were grouped together to form themes. Some 

emergent themes were derived from the constructs in the conceptual framework. 

Phase Four: Thematic Map 

Phase Four involved creating a thematic map that reveals the connections between 

codes and themes. The map helps researchers to organize the data analysis logically and 

coherently (Braun & Clarke, 2019). This approach allowed me to identify the congruency 

of themes and the differences between themes. 

Phase Five: Refining Themes 
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I examined the thematic map in Phase Five and evaluated whether any new 

themes had emerged. I renamed and redefined the codes, categories and themes, if 

necessary, to ensure the completeness of the analysis. If themes were similar, I redefined 

them into a new overarching theme, thereby removing redundant themes. Discrepant 

cases were addressed in this phase. In this study, a discrepant case was defined as a code 

that was applied to only one participant’s data. Discrepant cases were analyzed to 

understand if they can be combined into other codes or categories. If, after 

recategorization, discrepant cases remained, I discussed them in the research findings. 

Phase Six: Data Analysis and Interpretation 

In this final phase, I looked holistically at the data and data analysis to ensure that 

each research question has been addressed logically. I assigned themes to the research 

questions and ensured that all research questions had answered through the data analysis. 

I also interpreted the data in the context of the study’s conceptual framework. Finally, 

after data analysis and interpretation was complete, I summarized each participant’s data 

and perform member checking to ensure the credibility and validity of the study 

(Candela, 2019). 

Trustworthiness 

In qualitative studies, it is essential to consider the suitability of instruments, 

procedures, and data. Lemon and Hayes (2020) define the trustworthiness of a study as 

the level to which the researcher has confidence in the quality of the data, transcriptions, 

and procedures used. It is imperative to address four crucial components: credibility, 

transferability, dependability, and confirmability. This subsection outlines these four 
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trustworthiness components and describes the measures I used to ensure that my study 

adhered to these standards. 

Credibility 

The credibility of a study, akin to internal validity, refers to its ability to capture 

its participants’ perspectives accurately (Pessoa et al., 2019). Rose and Johnson (2020) 

claim that credibility in qualitative research involves ensuring the results are believable 

from the participant’s perspective. The participants’ trust in the study’s findings is 

maintained by ensuring that the data collected accurately reflects their experiences and 

that the recordings are not altered (Johnson et al., 2020). The research design is one major 

factor that can contribute to its credibility. Achieving data saturation ensures credibility 

in qualitative research (Johnson et al., 2020). The study’s credibility can also be increased 

by providing themes and subthemes using actual participant quotations (Daniel, 2019). 

Thus, I enhanced the study’s credibility by ensuring the data reached saturation and using 

verbatim participant quotations. I further addressed credibility through memoing and 

journaling to ensure my reflexivity (see McGrath et al., 2021). 

Interviewee transcript review and member-checking are other mechanisms 

researchers employ to ensure credibility. After completing the semi structured interviews, 

I emailed each participant a copy of their transcribed interview for interviewee transcript 

review (see Rowlands, 2021). Participants had the opportunity to clarify their assertions, 

and I made any changes to the transcript requested by the participant. After the data 

analysis was complete, I made a one-page summary of each participant’s data for 

member checking (Candela, 2019). Member checking, as recommended by Candela 
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(2019), is a key technique used to enhance the credibility of the dissertation, as 

participants are considered the foremost judges of their own experiences (Johnson et al., 

2020). In the member-checking process, a researcher asks participants to review the 

findings, interpretations, and conclusions to ensure they are consistent with their 

experiences and perspectives. By involving the participants in the analysis and 

comprehension of the data, member checking improves the validity and reliability of the 

research results. These procedures can also increase the level of reassurance between the 

participant and the researcher. 

Transferability 

Transferability in a qualitative study is the applicability of a study’s findings to 

different populations and contexts (Amin et al., 2020). Lindgren et al. (2020) emphasized 

that transferability examines how well the study’s findings may be applied to different 

populations, environments, or situations. I established transferability by ensuring that the 

selected participants were diverse and were derived from different types of drama 

programs. Ensuring that drama students, parents, and teachers represent multiple types of 

institutions and geographical locations enhanced the transferability of the study’s 

findings.  

According to Creswell and Poth (2018), transferability in qualitative studies can 

be enhanced through a comprehensive and meticulous description of the procedures and 

methods used to generate the research’s conclusions. To achieve this, I provided an in-

depth account of the research methodology, including sampling sufficiency and thick 

description. The application of sampling sufficiency, or the appropriate sample size 



89 

 

representation of the phenomenon and population under investigation, and the use of 

thick description, or the comprehensive understanding of the study’s phenomenon and its 

comparison with other situations, served to reinforce the transferability of the study 

(Alam, 2021). 

Dependability 

Dependability refers to the congruence and consistency of the research outcomes 

(Rose & Johnson, 2020). The purpose of dependability is to establish a framework 

through which the researcher can assess the alignment of the data analysis with the 

standards established for the chosen research design (Johnson et al., 2020). I concertedly 

provide sufficient information to enable future researchers to repeat the study. Studies 

that feature well-documented and reliable research methods are dependable (Rose & 

Johnson, 2020). I created and reported an audit trail throughout the research process in 

my research journal to ensure dependability. The audit trail helped ensure that the study 

details were recorded and could be replicated by others. 

Confirmability 

Confirmability is the ability of others to verify or substantiate the findings 

obtained in a research project (Johnson et al., 2020). To ensure confirmability in my 

study, I used reflexivity, which involves constant self-reflection on what I observed, 

learned, and perceived during the research process (see Ravitch & Carl, 2021). To 

minimize potential biases and maintain trustworthiness while employing reflexivity, I 

acknowledged my prior experiences, allowing the reader to assess the validity of the 

presented findings (see Amin et al., 2020). To this end, I maintained a reflective journal 
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to document personal reflections during the interview procedure, thus providing a process 

to check that my biases do not influence the data collection phase. 

Limitations 

Limitations refer to factors that restrict the extent of the research findings and the 

generalizability of the results (Yaacoba & Newberryb, 2019). Limitations can affect the 

validity and reliability of the study and may limit the researcher’s ability to draw 

conclusions and make recommendations based on the findings. There are several 

limitations of the study. First, the study gathered data from a small number of drama 

students, potentially limiting the transferability of the findings (see Johnson et al., 2020). 

I mitigated this limitation by ensuring the study met data saturation. If 10 interviews had 

not yielded data saturation, I would have continued to conduct interviews until repeating 

thematic patterns can be identified (Guest et al., 2020).  

Selection bias may be a limitation, as participants volunteering for the study may 

live in the same region of the country. If this is the case, the sample may not represent the 

general population. To mitigate this limitation, I ensured that I chose participating 

participants from various institutions, including public and private schools. I continued 

sampling participants until I obtained a sample representing geographical regions 

throughout the U.S. and various types of institutions to improve the transferability of 

findings.  

Third, data was collected using virtual interviews, which has several notable 

limitations. Virtual interviews can exclude individuals without technological competence 

or access to an internet connection (Keen et al., 2022). Virtual interviews are also limited 
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by internet connectivity, which can be unreliable. Finally, individuals alter their behavior 

based on the interview modality, which limits a true assessment of nonverbal 

communication (Keen et al., 2022). 

Summary 

The purpose of this qualitative research was to understand how drama education 

influences the socioemotional learning and leadership development of Black adolescent 

females. In Chapter 3, I provided a comprehensive account of the research design, 

methodology, and data analysis plan used in the study. First, I discussed the rationale for 

choosing a qualitative research tradition with a descriptive qualitative research design. 

Next, I discussed the participant selection logic, inclusion criteria, and the requirements 

for participation in the study. I also discussed the data collection procedures to be 

followed for the semi-structured interviews and data analysis procedures using thematic 

analysis. Next, I discussed issues of trustworthiness and the procedures I will follow to 

ensure the study’s credibility, transferability, confirmability, and dependability. Lastly, I 

described the study’s limitations and provided potential solutions to mitigate the 

identified limitations. In Chapter 4, I will next present the findings of the study. 
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Chapter 4: Research Findings 

 Drama education allows students to explore the experiences of different 

characters, with the potential to allow for emotional expression and leadership 

development. However, before this study, how drama education impacted the 

socioemotional learning and leadership development of Black girls was understudied in 

the literature. To address this gap in the literature, 10 Black women who engaged in 

drama education in their adolescence were interviewed and asked how drama education 

impacted their socioemotional learning and leadership development. In Chapter 4, the 

findings from this study are presented. First, the findings related to RQ1, which examined 

how Black adolescent females believe drama education influenced their socioemotional 

learning, are presented. Next, the findings related to RQ2 are presented. RQ2 examines 

how Black adolescent females believe drama education influenced their leadership 

development. The findings of this study provide evidence for the importance of drama 

education in helping Black adolescent females emotionally and develop into strong 

leaders.  

RQ1 Results and Findings 

The first research question addressed by this study was: 

 RQ1: In what ways do Black females who participated in drama education during 

their adolescence perceive its influence on their socioemotional learning?  

Thematic analysis of the participants’ interviews yielded four themes related to 

the socioemotional learning of Black adolescent females. Theme 1-1 explores how drama 

helped Black girls understand and express their emotions. Theme 1-2 explores how 
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drama helped Black girls form their identities and build confidence. Theme 1-3 

demonstrates that drama helped Black girls’ mental health, and Theme 1-4 explores how 

drama education impacted Black girls’ socialization with peers. 

Theme 1-1: Drama Helps Black Girls Understand and Express Their Emotions 

 Theme 1-1 explored how drama helped the participants understand and express 

their emotions. Two axial categories were used to develop this theme. Category C1 was 

that drama helps Black girls understand their emotions; Category C2 was that drama 

helps Black girls express their emotions. 

Category C1: Drama Helps Black Girls Understand Their Emotions 

 Eight participants (P1, P3, P4, P5, P6, P7, P8, and P10) spoke about how drama 

education in middle and high school helped them understand their emotions. P1 indicated 

that drama education helped her view her feelings through the lens of a character. She 

explained:  

I can see myself. I can see how I could react to certain situations and how that 

would change. I think that I learned more about myself through my understanding 

of a character, a choice, or how this reaction would affect people play out in a 

drama. 

By understanding how her characters would react to specific situations or the choices her 

characters would make, P1 found that she would reflect on her own choices and feelings 

to find a better understanding of her emotions. P4 also learned about her emotions by 

comparing her responses to those of her characters. P4 explained: 
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 As you're doing drama, and you're learning about who a character can be, or who 

a character is, you have to draw similarities. Okay, can I relate to this character? 

Or is there anything about this character that I can see in myself? Is there 

something about the character that I don't like? Is there something about myself I 

don't like? Drawing those comparisons and differences helps you learn about your 

emotions. 

Participants P1 and P4 use their characters’ responses to situations to learn about 

themselves and their emotions. Thus, drama influenced the socioemotional learning of 

these participants by helping them discover and understand their emotions. 

 Other participants spoke about how drama helped them understand why they felt a 

specific way and better understand their emotions. P8, in particular, explained that she 

didn’t have a full grasp of her emotions before engaging in drama. She said: 

I think it helped me process my emotions. I know that I was emotionally fragile. I 

didn't know how to understand my emotions or why I was feeling a certain way, 

whether I was feeling really happy, whether I was feeling really sad, whether I 

was angry. Drama helped me learn the difference. 

P8 described herself as emotionally fragile before engaging in drama education, and 

drama helped her develop an understanding of whether she was feeling happy, sad, or 

angry. P6 also believed that drama helped her develop emotionally. She said, “I feel like 

if I wasn't exposed to many different genres when it came to drama and different 

showcases I participated in, I wouldn't understand how to develop the emotional side.” 

Multiple other participants also spoke about how drama helped them understand their 
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emotions. To give equal weight to all participants’ ideas, excerpts from their interviews 

regarding understanding their emotions are presented in Table 3. 

Table 3 

Drama Education Helped the Participants Understand Their Emotions 

 

Participant Excerpt 

P1 “I think it's helped me to understand my emotions through the lens of a 

character. I could see myself being and look at myself outside of the 

situation, and inside of the situation.” 

P3 “Drama does help me in the aspect of understanding my emotions. I 

don't like voicing them and talking to people about them, but I feel like 

performing helps me understand and cope with them.” 

P4 “I think drama helped my self-awareness, especially in partnership with 

the other arts that I was studying at the time; I think one thing about 

acting is you have to be believable as a character and you have to be 

aware of what the character is. For you to understand who the character 

you're playing is, you have to be aware of yourself.” 

P5 “I think that like, stepping into the shoes of someone else's experience, 

like creates so much depth of empathy, like to imagine yourself 

experiences, I mean, that's, like, totally outside of you. I think it's helped 

me understand my own emotions and be like, why do I feel this way? 

How does it reflect in my actions, I'm very, I feel like in tune with my 

emotions.” 

P6 “I think you got to know who you are as well. I feel like you have to 

know who you are as a person. There will be challenges if you don't 

know who you are. 

P7 “It helped me understand my emotions. And it helped me experience 

them in a little bit more of a healthy way. Because I got to understand 

like, even if, like say, if there was like an argument between me and 

another student, or like a situation like that, like, we will have to put 

those aside those problems aside to get the dance finished, or get the 

performance finished or work as a group doing certain assignments.” 

P8 “In theater, it was very easy to say how you felt when you were playing 

a character because you were put in the mindset of: How would this 

character react? How would I react if I was this character? It's about 

becoming another person, and then thinking another way, but to do that, 

you have to understand yourself.” 

P10 “I've learned that over the years, I think, probably in part, in part to do 

this, that doing theater all my life is that I articulate and understand how 

I'm feeling very quickly and very well” 
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Thus, based on the participants’ experiences, drama education impacts the 

socioemotional learning of Black girls by helping them develop and understand their 

emotions. 

Category C2: Drama Education Helped Black Girls Express Their Emotions 

 In addition to helping them understand their emotions, six participants spoke 

about how drama education helped them express their emotions. For instance, P1 

explained: 

 I think it helped me express my emotions. I think and express a lot of what I'm 

feeling instead of thinking about it from a dramatic standpoint, blowing it up. I 

think it's like a way of expressing myself in a very healthy and productive way. It 

gives me a place to fully zone into something, put my heart into it, and express 

any emotion that I have. 

P1 believed that drama provided her with an outlet for feelings and emotions that would 

be otherwise unproductive. P10 also indicated that drama helped her channel her 

emotions productively. She explained:  

It does help my emotions because I am able, at that moment, to know when I'm 

starting to feel a different type of emotion. When I get angry, upset, or the 

different emotions that come with everyday life, drama helps me show my 

emotions and channel them into something. I can use my emotions productively 

rather than just being upset. 
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For P1 and P10, drama provided them with an outlet for emotions that could interfere 

with their goals and daily lives. Thus, the participants indicated that drama allowed them 

to express their emotions and channel them into a productive setting. 

Other participants spoke about the importance of drama in giving credence and 

expression to their emotions. For example, P5 also indicated that drama class provided 

her with a place where she felt comfortable expressing her emotions. She said, “I feel like 

it gave me the means to express myself in a place where I could express myself.” For P5, 

drama allowed her to express otherwise uncomfortable emotions. Similarly, P6 said, 

“You get to take the emotion out of yourself. You can showcase that feeling of emotion 

through your movement and your expression.” P6 found that drama allowed her to 

express emotions through her artistic craft. P8 believed that theatre enhanced her ability 

to connect with others through expression. She said, “Theater gives you that push to talk 

to others, to work with others, to laugh, to cry, to feel and express everything. I 

sometimes felt stifled otherwise.” P8 believed that her emotional development would 

have remained stifled and stunted without the freedom to express her feelings in drama. 

P9 also believed that she grew through the ability to express her emotions in theatre. She 

said: 

I think it did well to put my voice into my emotions. I had been told I had a very 

monotone voice, and I still personally think I do. So, if anything, it shed some 

light on how I want to express myself. 
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For P9, drama allowed her to express her emotions and helped her understand how she 

wanted to express herself. Thus, based on the participants’ interviews, drama helps Black 

girls express emotions and channel them productively into their art. 

Theme 1-2: Drama Helps Black Girls Form Their Identities and Build Confidence 

 Theme 1-1 explored how drama helped the participants understand and express 

their emotions. In Theme 1-2, the participants explained that drama helped them form 

their identities and build confidence in those identities. Theme 1-2 was extracted through 

the combination of two axial categories. In Category C3, the participants explained how 

drama helped them form their identities. In Category C4, the participants indicated that 

drama helped them build confidence. 

 Category C3: Drama Education Helped the Participants Form Their Identities 

 Many of the participants believed that drama helped them form their identities. 

For example, P5 explained: 

 I feel like, as a middle schooler, I was very shy. I felt like I didn't know who I 

was, and I didn't have a strong sense of identity. I okay with not volunteering to 

put myself out there. I was very self-conscious. In high school, I established a 

more refined sense of identity due to drama. I was putting myself out there more, 

giving directions, and taking charge more, so I feel like I grew as a person 

through drama, which was reflected in the arts that I participated in. 

P5 believed that drama helped form her identity; when she began drama in middle school, 

she indicated that she did not have a strong self in her identity, but through drama, she 

began to understand herself. P6 also believed that drama helped her understand her 
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identity. She said, “I will say it allowed me to tap into who I am. It helped me form my 

identity.” Like P5, P6 believed that drama helped her understand her identity. 

Participants P7 and P10 believed that drama influenced their personal and social 

identities. P7 said, “I think it helped me have more discipline with myself for the first 

time. Throughout high school, I had to take charge of myself, who I was, and where I 

wanted to go. It helped me become who I am.” According to P7, drama provided her with 

a mechanism for self-discovery. P10 spoke about how drama influenced her personal and 

social identity. She explained that drama helped her understand how her identity fit in 

with those of others. She said: 

 High school is like finding your friends and knowing who you don’t want in your 

life. I'm not in the job crowd, and that’s okay. I know the jocks. I'm cool with the 

jocks. I'm neighbors with the jocks. We're friends. Ok, cool, I don't have to be 

with you, and I don't want to. Through drama, I decided to start being me 

unapologetically in high school. Even if I apologize for it at times, my friends 

know that I’m me. Being me was cool to discover in high school through the 

theater world with my theatre friends. It was a whole new self-discovery. 

For these participants, drama allowed them the freedom to express themselves and forge 

and solidify their identities. The participants collectively indicated that drama allowed 

them a place to express their emotions and understand themselves on a deeper level.  

 All participants were asked how drama influenced the development of their 

identities. To give equal weight to all participants’ ideas, their responses to this interview 

question are presented in Table 4. 
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Table 4 

Drama Influenced the Formation of the Participants’ Identities 

 

Participant Excerpt 

P1 “I think it's helped me by exposing me to more black plays, and just black 

art in general. It’s helped me tap into and develop my creative self and 

how to express myself through creativity.” 

P2 “I believe drama helped me to form my identity because it allowed me to 

be unapologetically who I am today.” 

P3 “Before drama, I was just a regular kid. I didn’t really didn't have that 

extra eye or creative. You tap into a different world. I watch movies 

differently now and I listen to music differently now. I’m different now.” 

P4 “I don't know if it changed my identity, in the sense of I was one way 

before and I was one way after. I think. It helped me embrace my 

identity.” 

P5 “I think that it's made me very proud of who I am. It's shaped my 

confidence. I think it's transformed how I view myself.” 

P6 “I was still trying to figure out who I was in high school, but when I got to 

college, that's where it hit me. I didn't know who I was. Drama helped me 

understand and embrace who I am.” 

P7 “It helped me to form my identity. Before I participated, I was very shy. I 

was very quiet. I would think of myself more so as an introvert. Now, I'm 

way more outgoing and way more willing to take that leadership role as 

well.” 

P8 “It has helped form my identity. If I had never taken theater, I would be 

completely lost in life.” 

P10 “It helped me form my identity. Before drama, I’m not sure I knew who I 

was, but now I’m coming to understand my wants, needs, and desires.” 

 

Based on the findings shown in Table 4, the participants overwhelmingly agreed that 

drama helped them form their identities. Many participants described themselves as being 

shy and introverted before participating in drama; drama education, however, allowed 

them to find their voices. Other participants indicated that drama allowed them to build 

confidence in their identities and genuinely understand who they are and their aspirations 

for the future. Thus, the participants demonstrated that drama education helps Black girls 

develop and understand their identities.  
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Category C4: Drama Improves Black Girls’ Confidence 

Eight participants (P1, P2, P3, P4, P5, P6, P8, and P9) believed drama helped 

them improve their confidence. For instance, P1 believed that drama helped her be 

confident in her self-expression. She said, “I think it helped me realize that after doing a 

play, I was much more open to talking and expressing how I felt. I was more confident 

talking to others.” P1 struggled with self-confidence and did not feel entirely comfortable 

expressing her feelings. However, drama helped her become more confident in her self-

expression and facilitated her interactions with others. P2 also became more confident 

through drama. She said, “It gave me a voice. Using drama gave me a voice. As I grew 

older and went through college, I was able to find what works best for me and ways to 

maneuver.” P2 believed that drama allowed her to be more vocal about her needs and 

desires, becoming confident in her self-expression. 

 Participants P3 and P4 also explained that drama helped them improve their 

confidence. P3 said, “Now, going into college and being able to make [characters] 

become the same person I am on stage, that same confidence level helps me show my 

true self. My true self comes out in my everyday life now.” P3 believed that drama 

helped her understand her characters, in turn, helping her understand herself. As her 

understanding of herself grew, her confidence also grew. Thus, drama gave her the 

confidence to express her identity. P4 also indicated that her expression through 

characters gave her the confidence to express herself. She said: 

 Through drama, I was okay with people seeing me. That led me to create and be 

able to speak up for myself because I was able to speak up as a character; I was 
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able to show my individuality through a character. That gave me confidence. It 

kind of bled through into me. 

P3 and P4 believed that their expression through characters helped them build the 

confidence to express themselves. Thus, the participants believed that drama helped them 

build their confidence. 

 Other participants spoke about how drama increased their confidence. To give 

equal weight to all participants’ thoughts, excerpts from each participant contributing to 

this theme are shown in Table 5. 

Table 5 

Drama Helped the Participants Build Their Confidence 

Participant Excerpt 

P1 “I feel like I was very shy and very much in a shell before I decided that I 

wanted to be in a play. I realized you can't be shy in in a show. When 

you're on a stage with lights on you, you have to be comfortable in front 

of people. I have to get out of my shell and talk and be active if I want to 

be seen. I have to express myself in some type of way. 

P2 “It allowed me to become more vocal about different things. As I continue 

to go on and go into college. It allowed me to go out and try different 

things that I probably would not enjoy as much.” 

P3 “I feel it helped my self-awareness because once you start getting on stage 

more and more, you build a different type of confidence and a different 

side of you. I got in tune with my performing side and being able to see 

that I do become a different person on stage.” 

P4 “I always attributed the performing arts as a big way for me to find my 

voice as a child. I felt like I struggled with communicating how I felt, and 

communicating who I was as a person in a child's body. And it wasn't 

until I started performing, that I started to develop confidence.” 

P5 “If you were not in that space, then people might think you're weird. But 

in a space where that is celebrated, it's like you have so much more self-

confidence and you value the things that you thought were flaws in 

yourself.” 

P6 “I think it helped me find my way out, just voicing my opinion and not 

shutting down. When someone says something to me, I'm able to have 
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confidence in my voice. I'm able to project and not just like, talk very low. 

I'm able to have that confidence within my voice.” 

P8 “It helps you understand that some things just aren't meant to be. I think 

that's a good lesson to teach people. It helps you get over stuff very easily 

and helps you come to terms with it. I worked so hard to fail and not get 

what I needed. But at least I tried; I put myself out there. At least I 

auditioned, at least I worked to get something, and finding value and 

working to get something is a great comfort for not getting the exact 

results you thought you were going to get. So that can help you in drama.” 

P9 “I'm not the type of person to put myself out there. Drama helped me put 

myself out there.” 

 

Based on the participants’ interviews, drama education helps Black girls build confidence 

in themselves and their identities. 

Theme 1-3: Drama Helps Black Girls’ Mental Health 

Six participants (P2, P3, P4, P7, P8, and P10) spoke about how drama influenced 

their mental health by helping them navigate challenging circumstances in their 

childhood and adolescence. For instance, P4 said: 

I feel like, as a child, there were trials and tribulations that I went through. There 

was a lot of adversity that I experienced, but when I was able to get taken from 

my home life and was put in a play or a dance program, it allowed me to shift my 

focus. I felt like there was something that I not only enjoyed but was also positive. 

It just took my mind off of things that were at home. So, when I wasn’t at home, it 

was always something that I felt like it gave me light in my life. 

P4 indicated that she experienced adversity in her childhood and adolescence due to her 

family’s circumstances. Drama provided her with a positive outlet, allowing her to 

become distracted from her negative experiences. Like P4, P7 also used drama as a 

positive outlet to cope with adversity at home. P7 said: 
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I will say drama was a way out for me as well. When I was in middle school, my 

parents were going through a divorce. So, I was going through the transition from 

being with my father to being with my mother full-time. That was a hard 

transition, but dance and theatre made it easier. I had something to look forward 

to at the end of the week. It made it so that I had a goal I was working towards. It 

allowed me to tunnel my vision to where I'm paying attention mostly to that goal 

and not to other stuff that didn’t have to do with me. It gave me something 

positive to focus on instead of the negative stuff at home. 

Like P4, P7 used drama as an outlet, as “a way out” from her personal circumstances. P7 

also indicated that drama helped her improve her mental health by setting positive goals 

and working towards them. For these participants, drama helped them cope with adverse 

circumstances at home. 

 Two participants (P3 and P10) spoke about how drama provided them with an 

emotional escape. P10 explained: 

It was a way out. It was an escape for me. It was my emotional escape, not only 

an escape but a tool to use whatever I'm feeling in real life, an outlet, not only an 

escape but an outlet to what I was feeling. It’s great for my mental health. 

P10 believed that drama helped her cope with whatever emotions or circumstances she 

may be encountering in her real life, providing her with a temporary emotional escape. 

P10 further believed that this escape contributed positively to her mental health. P3 also 

used drama as an emotional escape in a supportive setting. She said: 



105 

 

When I’m performing, if I have a horrible day, I can go to practice, and even 

though practice might be hard, long, and stressful, I will come out not even 

thinking about what I went into it. Being in the atmosphere of creators and like-

minded people, doing what I love, and expressing my feelings helps me escape 

into a different world that doesn't revolve around what I was already thinking 

about in the real world. 

P3 found that drama helped her cope with her life adversities by providing a supportive 

setting for self-expression. Her drama program allowed her to focus on her characters, 

providing an emotional escape. 

 Three participants indicated that drama had a positive effect on their mental 

health, influencing their depression and anxiety. P2 said, “Utilizing drama did help me 

with my depression and my anxiety. I felt less depressed and anxious when participating 

in drama.” P2 explained that she battled depression and anxiety in high school. Drama 

helped her cope with those feelings by “showing me that I wasn’t alone.” P2 found 

support in her drama community, which helped alleviate her depression and anxiety. P8 

also explained how drama influenced her depression, saying: 

As an individual, I had a lot of emotional stuff going on in my life. I was very sad 

for the majority of my middle school to high school life. I wasn't happy. I didn't 

know why I wasn't happy, but I just wasn't. When I was in theater, I could become 

someone different. I could become someone happy. I could become an entirely 

different human. You can be an entirely different character, and it will help block 

out all the problems that you have. I think I learned to be happy through acting. 
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P8 believed that through her creative expression, she was able to cope with her 

depression and learn to be happy. Based on the participants’ experiences, drama helps 

some Black girls cope with adverse childhood experiences and alleviates depression and 

anxiety. Thus, drama can positively influence Black girls’ mental health. 

Theme 1-4: Drama Helps Black Girls’ Socialization 

 The fourth theme extracted from the participants’ interviews is that drama helps 

Black girls’ ability to socialize with their peers. For instance, P2 said: 

I'm able to blend in or socialize with all different people from different walks of 

life and different backgrounds, just because I put myself in different predicaments 

during the drama. That way, it made it easier for when real-world situations 

happened. 

P2 believed that her varied experiences in drama acting through different situations 

allowed her to gain varied perspectives on individuals from diverse backgrounds. She 

believed she was better able to connect with others because of her varied perspective. P10 

concurred with P2, saying, “It opens you up to being more available to meeting and 

understanding more people because I have the tools to analyze how you're thinking. I've 

learned that I'm a very versatile friend who understands a lot of different people.” P10 

believed that drama helped her forge connections with others, allowing her to understand 

different people. 

 P5 and P8 explained that drama allowed them to form lasting friendships with 

other individuals in their drama cohorts. P5 said, “You’re playing around with people and 

having fun. That creative energy and being around people who share a passion with you 
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is always going to create great friendships and lasting friendships.” P5 believed that 

drama allowed them to form lasting friendships with their peers. P8 expressed similar 

feelings, saying: 

I was able to be more social with people. I think that is what theater can do. It can 

make you a more sociable person. It can make friendships form faster. You can do 

those exercises where you work together, which helps with collaboration. I'd say 

that if you've done theater in your life, you have learned to work together with 

other people. You learn to be one and the same person. 

P5 and P8 believed that they were able to forge lasting friendships with people in theatre 

because of the environment of collaboration and unity present in the dramatic arts. 

 The other participants also indicated that drama helped them with their ability to 

socialize with their peers. To give equal weight to all participants’ thoughts, excerpts 

from each participant contributing to this theme are shown in Table 6. 

Table 6 

Drama Helps Black Girls Socialize with Their Peers 

 

Participant Excerpt 

P1 “I think it helped because it put me out there. More people would know 

that I was a person in a drama field or like a production.” 

P2 “I believe that drama classes helped in many different ways because I 

was able to do so much in my drama class where it wasn't just confined 

to one specific role in drama. I was able to adapt very easily and just go 

with the flow.” 

P3 “It helped me a lot. When you are in drama, you get to meet people from 

all walks of life and all different types of personalities. You learn how to 

work with them in a working environment and then just a regular social 

environment.” 
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P4 “There's always a camaraderie towards the end of production because 

you're working with each other so closely; there's always a sense of 

camaraderie. So, there's always been some sense of community in my 

acting classes or productions that I've worked in.” 

P5 “I think it's helped. Drama was how I made friends, and it helped that, 

like, arts in general, are so expressive. If so, you have to trust the people 

that you're with and feel like a judgment-free zone. So, I feel like 

formulating friendships in that sort of safe space was helpful because you 

weren't worried about this person judging me.” 

P6 “You get to talk to people who you may not know and connect with 

others. There are people in there who may have done drama longer than 

you who can give you some tips and clues on what will be good and 

helpful for you.” 

P8 “A positive was that I could communicate with a lot of people, I got a lot 

of extroverted, and I was made around a lot of extroverted individuals. I 

got more confidence being social.” 

P10 “But in the theater friend group, I think because of how, again, 

vulnerable the arts are, and then not only that, but how much time you 

guys are spending together like on a daily that you're forced after school 

to be there from such and such to such and such time. you're not only 

working on the play, but you're working on classwork. Nobody has time 

for all the extra games, okay, nobody's doing that. So, for the most part, 

that's who I ended up being very close with. 

 

The participants collectively demonstrated that drama education can influence Black 

girls’ ability to socialize with their peers. The participants indicated that they had greater 

confidence in social settings due to drama and forged lasting friendships with peers. 

Thus, drama contributes to Black girls’ socioemotional learning by helping them form 

interpersonal relationships. 

Summary of RQ1 Findings 

Thematic analysis of the participants’ interviews yielded four themes related to 

the socioemotional learning of Black adolescent females. Theme 1-1 explored how drama 

helped Black girls understand and express their emotions. The participants explained that 

drama allowed them to understand the complexity of their emotions and provided a 
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positive outlet for those emotions. Theme 1-2 examined how drama helped Black girls 

form their identities and build confidence. Many participants indicated that their identities 

had not fully formed prior to engaging in drama education in middle and high school. 

However, through drama, they were able to explore and solidify their identities. The 

participants also explained how drama education positively influenced their self-

confidence and self-expression. Theme 1-3 demonstrated that drama helped Black girls’ 

mental health. The participants indicated that drama allowed them to escape the 

adversities of their lives. Drama further helped alleviate depression and anxiety in some 

participants. Finally, Theme 1-4 explored how drama education impacted Black girls’ 

socialization with peers. The participants overwhelmingly agreed that their interpersonal 

relationships were strengthened through drama education. 

RQ2 Findings 

In RQ1, the participants spoke about how drama influenced their socioemotional 

development. The second research question guiding this study was: 

RQ2: In what ways do Black females who participated in drama education during 

their adolescence perceive its influence on their leadership development? 

The participants identified four ways in which drama helped them develop 

leadership skills. First, in Theme 2-1, the participants discussed how drama helped them 

learn essential communication skills for leadership. In Theme 2-2, the participants 

discussed how drama helped them learn to collaborate with others, which they believed is 

critical for their abilities to lead teams and be effective team members. Theme 2-3 

describes how drama helped the participants with organization, planning and time 
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management. Finally, in Theme 2-4, the participants discuss how drama helped them 

learn to adapt to challenging situations, facilitating their adaptability as leaders. 

Theme 2-1: Drama Helps Black Girls with Communication Skills 

 The first theme extracted from the participants’ interviews for RQ2 was that 

drama helps Black girls with communication skills. P1 indicated that drama taught her 

essential skills in public speaking. She said: 

 I learned a lot of public speaking and a lot of projecting skills. I have to do a lot of 

presentations for different classes and clubs. Even just when I'm organizing 

things, I have to know how to speak fluently and loudly to make sure people get 

what I'm saying. So, I learned those skills when I was practicing for plays. I can't 

just mumble because I have a microphone. I have to speak up. 

P1 believed that drama taught her to have confidence in public speaking, projecting her 

voice, and enunciating properly, all of which are critical for optimizing communication. 

P6 believed that drama built her confidence in her communication as a leader. She 

explained: 

My leadership skills are based on confidence. There’s a lot of lack of confidence 

and low self-esteem. I used to be afraid of what people may say. I used to be 

afraid. When it comes to drama, you have to be comfortable being upfront. I 

learned to be confident in speaking and communicating with others, which helps 

me as a leader. 

P6 believed that drama taught her how to speak effectively in front of others, which gave 

her the confidence to lead and communicate her ideas. P9 also believed that drama helped 
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her communicate by allowing her to interact with others. She said, “I have a professional 

attitude when it is needed. I'm a conversationalist. I helped my fellow employees by 

starting conversations.” P9 believed that drama helped her start and maintain 

conversations with others, which helped her maintain effective communication in the 

workplace. For these participants, drama helped them learn how to communicate 

effectively with others in a manner that facilitated their communication as leaders. 

Theme 2-2: Drama Helps Black Girls Build Collaboration and Teamwork Skills 

 The second theme extracted from the participants’ interviews for RQ2 was that 

drama helps Black girls build collaboration and teamwork skills. P2 believed that drama 

helped her learn how to be an active listener, an essential component of working as a 

team and being a leader. She said:  

Drama taught me that when it comes to being a leader, sometimes you also have 

to know when to lead, when to sit back and listen and take in other people's 

opinions, and when to use their opinions to shape what you’re trying to do. I think 

drama taught me to listen to different points of view, listen to different voices, and 

adapt to different situations. 

P2 indicated that drama taught her to value others’ opinions and collaborate with others 

toward a common goal. P2 also explained that leaders must utilize their team effectively 

and place the strongest individuals for each task in the proper places. She said: 

 As a leader, you also have to observe the different people that you're working 

with. You’re able to get to know them and point out who is best at what, so I think 

drama definitely teaches you who can do certain things and who is stronger in 
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different aspects. Being a leader is also about putting your strongest people in 

those roles where you know they're going to thrive and what will make them 

strive as individuals. 

P2 believed that drama taught her how to utilize different team members, capitalizing on 

their strengths. Thus, the participants believed that drama helped them build collaboration 

skills essential for leading teams. 

 Leaders, especially transformational leaders, often need to encourage and uplift 

their teams through inspirational motivation. P4 indicated that drama helped her 

understand this aspect of transformational leadership. She said: 

I have a heart for people, which involves understanding that even though you're 

all working on a project and coming in your essence, your sense of community, 

you still have to understand that different people are going through different 

things. We might all be here for one job, but somebody could still be affected by 

what's going on in their life, and being able to see that and acknowledge that and 

allow them to have their feelings or encourage them to get through something or 

even just be there can be a shoulder for them to kind of lean on at their time of 

need, it builds the community stronger. It makes the production better because 

they can trust you more as a partner, as an actor. 

P4 spoke about inspirational motivation, a property of transformational leaders where 

leaders uplift, encourage, and motivate followers. P6 also spoke about this aspect of 

being a leader. She said, “I'm here to pour into people, because I want to be that person 

that uplifts others. I learned that from my mentors and drama teachers.” P6 indicated that 
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she learned how to be a transformational leader from her mentors and drama teachers, 

who taught that skill through example. 

 A large component of being an effective team member is being receptive to 

constructive criticism and working towards the betterment of the team. P5 believed that 

she learned this leadership skill in drama. She explained: 

 I'm very receptive to feedback. I think a lot of that has to do with drama because 

you're constantly getting notes, and you're not taking it personally. It's not that 

you did it wrong. It's just that there's this vision, this collective vision, that you 

might have to mold and change to fit. So, I think I'm very receptive to 

constructive criticism. Being receptive to the comments and criticisms that people 

have makes a great leader. You can't lead if you can't be willing to change and 

hear other ideas. 

P5 indicated that she learned how to respond to feedback constructively and is responsive 

to feedback that allows for collective visions and teamwork to be realized. P7 also 

indicated that she learned the ability to take and give constructive criticism through 

drama. She said: 

 When you have to tell someone, hey, that dance step is off, or you're singing is off 

key, it can be perceived as negative and sometimes it hurts people’s feelings. But 

that's not how you mean it; let’s tweak it a little bit, and we can make it better. So, 

it helped me develop those skills in being a leader, part of a group, and able to 

work together as a collective. It’s important for Learning how to give other people 
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criticism in a way that's not offensive in a way that they can understand exactly 

what you mean. 

P7 found that drama helped her take constructive criticism, which, in turn, allowed her to 

give criticism constructively to teammates as a leader. Participants P5 and P7 indicated 

that they learned how to take and give constructive criticism, which they believe is 

important for their ability to lead others and contribute effectively to teams.  

Theme 2-3: Drama Helps Black Girls with Organization, Planning, and Time 

Management 

 The third theme extracted from the participants’ interviews for RQ2 was that 

drama helps Black girls with organization and planning skills. P1 indicated that drama 

helped her develop planning skills, especially regarding having a contingency plan. She 

explained: 

Know your products, know your people, know your audience. Know what you're 

doing, and don’t just go out and do something. When I have a product or have 

something that I have to organize, I make sure I've thought of every little piece of 

what could go wrong and have a backup plan and a contingency plan for it. That’s 

like when you’re in a play; if the mic goes out or if the stage light doesn't work, 

you have to shift; you can't just stand there and wait.  

P1 indicated that drama taught her to think through different situations, anticipate 

problems, and have backup and contingency plans. P3 also believed that drama helped 

her develop planning and organization skills, including foresight to anticipate challenges. 

She said: 
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 Drama helped me learn how to work with a lot of different moving parts, not just 

with gear but in life in general. Being in that creator-like environment helps you 

in different workplaces because you know how to get multiple things done 

simultaneously. In drama, many parts are moving, and it's all on that one person 

to make sure that everything comes together. Being in a regular job, I see how 

stuff unfolds, and I automatically tap into that. Categorization: this needs to be 

done. First, you need to do this. You need to be here second. Being able to 

approach situations with organization and planning, I learned in drama. 

According to P3, drama helped her learn how to plan through projects in sequential, 

logical order. Thus, the participants believed that drama helped them learn how to 

organize and plan, an essential leadership skill. 

 Some participants believed that drama helped them understand and learn skills 

related to attention to detail, which contributes to both short-term and long-term plans. 

For example, P4 said: 

I have an eye for detail. I have an eye for, I wouldn't say perfection, not 

perfection, but for greatness. With drama, even though it's expressive to put on, I 

feel like for a great production, you have to pay attention to the detail. You have 

to pay attention to the small things for the big picture to come together as needed. 

P4 believed that proper planning and attention to detail is imperative in both drama and 

leadership. P4 believed that she’s a strong leader due, in part, to her eye for detail, which 

allows for plans to come together properly.  
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 The participants also spoke about how drama helped them learn time management 

skills. P4 indicated that time management is critical for her ability to lead. She said: 

Time management is also a big thing. When we're putting on productions, you 

only have a certain amount of time to learn and make the production your own. If 

you're not paying attention to the time that it takes to prepare, you're in trouble. 

It’s the same with leadership. 

P4 believed that the time management skills she learned in drama helped her lead 

effectively, as time management is critical for planning and organizing projects and 

people. P9 believed that she learned time management and the ability to multitask 

through drama. She said, “I do have decent multitasking skills. I learned how to manage 

my time and multitask in drama.” P9 identified multitasking as critical to drama; 

multitasking is also critical for time management and project planning. Thus, drama 

helped the participants develop organization, planning and time management skills, 

facilitating their development as leaders. 

Theme 2-4: Drama Helps Black Girls Learn Adaptability 

 The fourth theme extracted from the participants’ interviews was that drama helps 

Black girls learn adaptability. According to D’Auria & De Smet (2020), effective leaders 

must adapt to different situations when presented with challenges. P2 believed that drama 

provided her with the ability to adapt to challenges, thereby enhancing her adaptability as 

a leader. She explained: 

Sometimes, people go off script. When you're being a leader, sometimes you have 

to go off script. Most times, you're given these plans and different things that are 
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set in stone, but at the same time, everything can't always go smoothly. Like in 

drama and in shows where things can happen, things can change, and you have to 

be able to adjust and change them right there in that instant. I think that played a 

very big role in leadership and knowing that you have to be ready to go with the 

flow. You have to be approachable and adjustable in any situation. 

P2 likened the adaptability required of leaders to the adaptability required of directors 

and performers in the creative arts. She explained that individuals sometimes do not 

follow scripts or plans, and effective leaders must be able to adapt to new circumstances. 

P8 also indicated that drama helped her adapt as a leader. She said, “I learned to go with 

the flow and adapt to different changes. You have to adapt as a leader.” P10 also 

indicated that drama helped her adapt to changes in her daily plans. She said: 

My days are usually planned out to a t. For the most part, I know what my day is 

going to look like, but if it deviates from that, then that's okay. I know how to 

work around it. There’s a very big planning element to any leadership position, 

but also the ability to adapt. Leaders must be adaptable. 

For P2, P8, and P10, drama helped them learn adaptability, which is essential in 

leadership situations.  

Summary of RQ2 Findings 

The second research question evaluated ways in which drama influenced Black 

girls’ development as leaders. The participants identified four ways in which drama 

helped them develop leadership skills. In Theme 2-1, the participants discussed how 

drama helped them learn essential communication skills for leadership. The participants 
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indicated that drama taught them to communicate effectively through projection and 

confidence. In addition, the diverse nature of drama facilitated the participants’ abilities 

to communicate with diverse individuals. In Theme 2-2, the participants discussed how 

drama helped them learn to collaborate with others, which they believed is critical for 

their abilities to lead teams and be effective team members. The participants indicated 

that they learned to be effective teammates by working with others in theatre. The 

participants also discussed how drama helped them learn to receive and give constructive 

criticism, which is essential for leading and being on teams. In Theme 2-3, the 

participants described how drama helped them with organization, planning, and time 

management. The participants described how drama helped them with planning out 

details and ensuring they account for all facets of a production or project. Finally, in 

Theme 2-4, the participants discuss how drama helped them learn to adapt to challenging 

situations, facilitating their adaptability as leaders. 

Summary 

In Chapter 4, the results and findings of this phenomenological qualitative 

investigation were presented. Two research questions were investigated in this study. 

RQ1 examined how drama influenced Black girls’ socioemotional learning. The findings 

for RQ1 indicated that drama helps Black girls understand and express their emotions, 

form their identities, and build confidence. Drama also positively influenced Black girls’ 

mental health and impacted their socialization with peers. RQ2 examined how drama 

influenced Black girls’ leadership development. The findings for RQ2 indicated that 

drama helps Black girls communicate and collaborate with others and work effectively 
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and efficiently on teams. The participants also indicated that drama helped them learn 

organization, planning and time management skills and adaptability. The participants 

indicated that these leadership skills learned in drama positively contributed to their 

development as leaders. Chapter 5 will include a discussion of the findings in the context 

of the academic literature and transformative learning theory, the study’s conceptual 

framework. Recommendations for action and future research will also be presented and 

discussed. 
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Chapter 5: Conclusions, Discussion, and Suggestions for Future Research  

 Socioemotional learning is the process by which individuals learn to understand 

and manage their emotions. Socioemotional learning is critical for setting and attaining 

positive goals (Frey et al., 2019), feeling and showing empathy for others (Lobczowski et 

al., 2021), and establishing and maintaining positive relationships (Ng, 2023). Effective 

leaders are thought to have strong socioemotional development skills (Liu et al., 2021). 

Through drama education, students can learn how to communicate their thoughts and 

emotions effectively (Van de Water, 2021) and how to collaborate with others as efficient 

teammates (McCarthy & Carr, 2015). However, before this investigation, it was unclear 

how Black young adult females viewed drama education and its influence on the 

socioemotional learning and leadership development of Black adolescent females. 

Therefore, the purpose of this qualitative research was to understand how drama 

education influences the socioemotional learning and leadership development of Black 

adolescent females. Two research questions were investigated, the findings of which 

were presented in Chapter 4. RQ1 contained an examination of Black adolescent 

women’s perceptions of how drama influenced their socioemotional learning and 

development. RQ2 contained an examination of Black adolescent women’s perceptions 

of how drama influenced their leadership development.  

Chapter 5 includes a discussion of the study’s findings. The findings are discussed 

in the context of the academic literature regarding socioemotional learning, leadership 

development, and transformative learning theory, the study’s conceptual framework. 

Evidence-based recommendations for practice and future research are also presented and 
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discussed. Implications of the study include an enhanced understanding of how drama 

can positively influence Black women’s development into leaders, potentially enhancing 

the diversity of those seeking and attaining executive positions in the workforce. 

Summary of Findings 

Two research questions were addressed by this phenomenological qualitative 

investigation. RQ1 first examined how drama education influences Black adolescent 

females’ socioemotional learning. Four themes related to socioemotional learning were 

identified.  

Table 7 

RQ1: Socioemotional Learning- Drama helped Black girls…  

Theme Results 

1-1 Understand 

and express  

their emotions 

Drama allows Black girls to understand the complexity of their 

emotions and provides them with a positive outlet for those 

emotions. The participants indicated they found drama to be a 

safe place to express multifaceted emotions 

1-2 Form their 

identities and  

build confidence 

 

Many participants indicated that their identities had not fully 

formed prior to engaging in drama education in middle and high 

school. However, through drama, they were able to explore and 

solidify their identities. The participants also indicated that 

drama helped them build confidence in the development of their 

identities, facilitating their self-expression. 

1-3 Mental health 

 

 

1-4 Socialization 

with peers 

The participants indicated that drama allowed them to escape the 

challenges associated with their childhood and adolescence, 

alleviating depression and anxiety for some participants.  

The participants overwhelmingly agreed that their interpersonal 

relationships were strengthened through drama education. The 

participants believed that they formed lasting friendships with 

their peers in drama while how to connect with diverse 

individuals. 

  

RQ2 examined how drama education influenced Black adolescent females’ 

leadership development 

Table 8 
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RQ2:  Leadership Development- Drama helped Black girls…  

 

Theme Results 

2-1 Develop 

effective 

communication 

skill 

Theme 2-1 According to the participants, participating in drama 

helped them communicate confidently with peers, superiors, and 

followers. The participants also believed that drama facilitated 

communication with diverse individuals by exposing them to 

viewpoints and perspectives.  

2-2 Collaborate 

with others  

The participants spoke at length regarding how their ability to 

work on and lead teams was facilitated by the collaborative 

nature of drama productions. Some participants also discussed 

how drama helped them be receptive to constructive criticism, 

which they use for the betterment of teams as leaders.  

2-3 Learn skills 

related to 

organization, 

planning, and time 

management. 

2-4 Learn to adapt 

to challenging 

situations, 

facilitating their 

adaptability as 

leaders. 

The participants believed that their ability to multitask derived 

from the multifaceted nature of drama productions. They also 

indicated that they learned to have contingency plans in the case 

of anticipated and unanticipated challenges.  

 

The participants indicated that drama allowed them to escape the 

challenges associated with their childhood and adolescence, 

alleviating depression and anxiety for some participants.  

 

  

 

Collectively, the findings of this study indicate that Black adolescent females 

learn communication skills, collaboration skills, organization, time management, and 

adaptability through participation in drama. 

Discussion of Themes 

In this study, four themes were identified for RQ1 and four themes were identified 

for RQ2, which explored the socioemotional learning and leadership development, 

respectively, of Black adolescent women participating in drama. This section contains a 

discussion of themes identified in this study. 
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Discussion of Theme 1-1: Understanding and Expressing Emotions 

 In Theme 1-1, the participants described how drama helped them understand and 

express their emotions. Socioemotional learning is how individuals learn to understand 

and manage their emotions (Frey et al., 2019). Emotional management can be 

challenging for adolescent females (Callahan et al., 1994). Many adolescents fear self-

expression and believe that their emotions are unimportant to others (Green, 2007). 

Without an appropriate outlet for expressing emotions, emotional development can 

become stinted (Vaquera et al., 2017), leading to challenges with emotional attachment to 

others later in life (Pennebaker, 2012). The participants found that drama helped them 

understand their emotions and allowed them a safe place to express those emotions. The 

participants specifically discussed how their characters’ decisions and emotions allowed 

them to understand how they would respond to similar and different situations. 

 Drama teaches students to express different emotions. Individuals portraying 

characters must truly adopt the character’s essence, embodying their emotions and 

reactions to different situations (Grodal, 2009). Actors must learn about their own 

emotions and express the application of their feelings in their characters’ responses 

(Smith, 2022). Scholars argue that actors who do not genuinely invest in becoming a 

character cannot truly express the character’s emotions, rendering the character 

unbelievable (Chekhov, 2013). The participants indicated that through embodying and 

understanding their characters, they learned about the complexity and depth of their own 

emotions, thereby contributing to their socioemotional learning and development. 
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Discussion of Theme 1-2: Forming One’s Identity 

Adolescence is a tumultuous time in which children are forming their identities 

and personalities, differentiating themselves from their parents and peers (Kroger, 2004). 

The participants indicated that drama helped them form their identities. Many participants 

spoke about drama as a transformation; the participants indicated they were reserved and 

shy before participating in drama and grew into the outgoing, gregarious and assertive 

individuals they are today. Numerous researchers highlight the importance of drama 

education in facilitating the personality development of adolescents and young adults 

(Alfonso-Benlliure et al., 2021; Gallagher, 2001). For instance, Alfonso-Benlliure et al. 

(2021) showed that adolescents with drama experience showed higher levels of fluency, 

flexibility, originality, and self-perceived creativity. Furthermore, Gallagher (2001) 

argued that drama education is critical for participating young women’s abilities to 

imagine life’s possibilities. Through creative expression, young women can try new 

approaches to life situations and explore the complexity of human emotion in a safe and 

supportive environment (Gallagher, 2001).  

Formation of identity is critical for Black women. Shorter-Gooden and 

Washington (1996) found that Black adolescents tend to express their identity in terms of 

a collective, based on the intersectionality of race, gender, sexual orientation and 

religious beliefs. Racial identity was found to be the most salient source of identity, while 

the domains of gender, relationships, and career were also important to developing 

adolescent women (Shorter-Gooden & Washington, 1996). Thus, mechanisms by which 

Black women develop individual identities and learn self-expression are critical for 



125 

 

personal development (Davis, 1998). This study positions drama education as an 

important means by which Black adolescent females can explore their identities and 

develop strong individual identities. 

Discussion of Theme 1-3: Improving Mental Health 

The literature suggests that Black adolescent women often struggle with some 

aspects of their mental health. Indeed, many Black adolescents are challenged by adverse 

childhood experiences, especially in urban environments (Hampton-Anderson et al., 

2021). Many Black families are still challenged by the implications of systematic racism 

present in American society, forced to live in inner cities in low socioeconomic 

communities and settings (Schell et al., 2020). Structural and systematic racism can also 

influence the mental health of developing adolescents (Banaji et al., 2021). Black 

adolescent females have reported experiencing depression and anxiety due to racism 

present in schools and communities (Seaton & Douglass, 2014) and due to 

microaggressions (Loyd et al., 2022). Thus, Black adolescent females experience 

challenges with their mental health. 

The participants indicated that participating in drama improved their mental 

health. Many participants spoke about how drama provided them with an outlet, an 

escape from their daily lives and tribulations. These findings are consistent with other 

reports in the literature. For instance, Stephenson (2023) found that drama education 

allows children to have a creative outlet, allowing them to cope with traumatic 

experiences. Frydman and Mayor (2021) argued that drama education should be 

enhanced in U.S. schools as a trauma-informed therapy for children coping with adverse 
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experiences. Multiple participants also discussed how drama helped alleviate depression 

and anxiety, consistent with the notion that drama can help adolescents explore complex 

emotions that may impact them negatively (Mogro-Wilson & Tredinnick, 2021). Thus, 

drama can help improve the mental health of participating Black adolescent females. 

Discussion of Theme 1-4: Increased Socialization and Interpersonal Skills 

The participants also indicated that drama helped them socialize with peer and 

develop interpersonal skills. A strength of drama education is its emphasis on 

collaboration; actors, producers, and set managers must work together for a production to 

manifest successfully (Cawthon & Dawson, 2011). Therefore, drama teaches students to 

collaborate with each other, honing individual skills while working for the betterment of 

a collaborative team (Stufft, 2013). According to Denham and Brown (2010), a critical 

component of socioemotional learning is “learning to play well with others” (p. 653), 

which facilitates academic success by building collaborative skills. According to the 

participants, drama allowed them to develop individually while still taking constructive 

criticism from mentors and other students, thereby strengthening their interpersonal skills 

and abilities to socialize with other people. In this way, drama education enhanced the 

socioemotional learning of the participants. 

Theatre often involves understanding cultural differences and individuals’ 

emotional and visceral responses to different situations (Pavis, 2003). The participants 

indicated that theatre helped them navigate complex relationships with culturally diverse 

individuals outside of the classroom environment. This finding is consistent with findings 

in the literature. For example, West (2021) found that drama education helps adolescents 
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build peer relationships between culturally diverse individuals. Furthermore, Gonzalez 

(2017) argued that theatre helps students navigate challenges at cultural crossroads. Thus, 

drama education and theatre enhance students’ ability to form personal and professional 

relationships with individuals from diverse cultures and backgrounds. 

Discussion of Theme 2-1: Development of Communication Skills 

The second research question analyzed how drama education impacted the 

leadership development of Black adolescent females. Communication skills lie at the 

center of nearly all leadership theories (Northouse, 2021). Leaders must effectively 

communicate their vision to followers while articulating the necessary steps for achieving 

a shared vision. Fletcher and Kaufer (2003) argued that leadership is essentially shared 

between leader and follower, necessitating that leaders have a strong ability to 

communicate with others. The participants indicated that they learned how to 

communicate effectively and articulate their ideas meaningfully but sensitively. Thus, 

through theatre, Black adolescent women can learn communication skills necessary for 

success as leaders. 

Many of the participants spoke about their communication skills in terms of 

transformational leadership. Transformational leaders inspire their followers by 

articulating a shared vision that includes all team members as necessary components for a 

team’s success (Bass & Riggio, 2010). Strong transformational leadership involves 

motivating individuals to contribute to a higher team goal, which necessitates articulating 

a vision and steps for success (Gillespie & Mann, 2004). The participants indicated that 
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their drama teachers taught them to communicate effectively, facilitating the 

communication skills they would eventually employ as leaders. 

Discussion of Theme 2-2: Development of Collaboration Skills 

Theatre productions ultimately require collaboration. Main actors, supporting 

actors, stagehands, set managers, and directors must work together for a successful 

theatre production (Cawthon & Dawson, 2011). The participants described theatre as 

strongly influencing their ability to collaborate with others outside of theatric 

productions. The ability to collaborate with others is also an essential leadership skill 

(Slater, 2005). Transformational and democratic leaders, in particular, focus on 

collaboration with others. Transformational leaders involve followers through the process 

of intellectual stimulation, seeking unique approaches to challenges with projects and 

facilitating the development of unique solutions (Bass & Riggio, 2010). Democratic 

leaders directly involve followers in the decision-making process, emphasizing that 

diverse perspectives often allow for creative and intelligent solutions to problems 

(Wilson, 2020). Wilson (2020) argued that academic environments require a hybrid of 

democratic and transformational leadership. The participants in this study indicate that 

this notion may be due in theatre education, as collaboration and valuing the opinions of 

others is foundations for success in theatre. 

Reports in the literature indicate that African American women often feel 

marginalized in U.S. workplaces, regardless of economic sector (Adebayo et al., 2022). 

Indeed, Black women in leadership roles report having to work harder than their White 

peers to gain the respect of their followers and colleagues (Sanchez-Hucles & Davis, 
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2010). However, a strong ability to collaborate with followers can help leaders gain 

followers’ respect, facilitating progress towards goals (Bass & Riggio, 2010). Black 

female leaders who employ democratic and transformational leadership report feeling 

more accepted by peers, followers, and teammates (Porter & Daniel, 2007). Thus, drama 

education helps Black girls develop their collaboration skills, which helps them develop 

as leaders. 

Discussion of Theme 2-3: Development of Organization and Planning Skills 

The participants indicated that drama helped them develop organization and 

planning skills. According to transformational learning theory, leaders must develop 

effective plans and articulate steps for success (Bass & Riggio, 2010). Drama producers 

must organize individual personalities for a collective goal, the success of a theatrical 

production (Cawthon & Dawson, 2011). This process often extends beyond 

collaboration, as skills must be taught in sequential order in increasing complexity, 

necessitating strong planning and time management (Cawthon & Dawson, 2011). 

Furthermore, the organization of individuals within a team requires planning and a strong 

understanding of an organization’s mission (Bass & Riggio, 2010). The participants 

indicated that they learned how to organize projects and individuals, how to plan a 

project effectively from start to finish, and how to manage their time and the time of 

followers. 

Discussion of Theme 2-4: Development of Adaptability 

Leaders must often adapt to challenging situations and often face adversities, 

necessitating strong problem-solving skills (Bass & Riggio, 2010). Indeed, adaptive 
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leadership is becoming increasingly prevalent in the academic literature (Heifetz et al., 

2009). Adaptive leaders focus on anticipating future needs and changes and adapting to 

new situations that are presented (Heifetz et al., 2009). The participants indicated that 

they learned how to be adaptable through drama education. Collectively, they explained 

that drama involves anticipating challenges and having contingency plans for all possible 

outcomes. These findings are consistent with those in the literature. For example, 

Alfonso-Benlliure et al. (2021) found that adolescents who participated in drama view 

themselves as creative and show a higher capacity to adapt to change than other 

adolescents. Thus, drama education helps Black girls learn adaptability, an essential 

leadership skill in most situations. 

Conceptual Framework Discussion 

Transformative learning theory was chosen as the theoretical underpinning of this 

study. According to Bukuski (2020), transformative leadership is a field of study that is 

emerging while consistently inspiring leaders to realize its ideals that are aligned with 

modern challenges. The concept of transformative experiences applied to students is a 

pivotal dimension of education. The participants spoke about how drama influenced their 

identities. Specifically, in Theme 1-2, the participants spoke about how drama helped 

them form their identities, solidifying their identities and helping them build confidence 

in their unique self-expression. Transformative learning theory underscores the dynamic 

nature of drama education, emphasizing individuals’ continuous growth and evolution. 

Ansell et al. (2021) described the role of teachers as initiating transformative programs 

that drive positive change within schools. Similarly, Blackburn Miller (2020) examined 
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how drama education can promote transformative learning that impacts students’ growth, 

development, and interpersonal skills. The participants in this study rearticulated these 

findings, indicating that they grew as individuals, learning about their identities in a 

transformative environment. 

Transformative learning theory posits that individuals undergo substantial 

cognitive and emotional changes through critical reflection on their experiences (Mezirow, 

1997). In teaching, transformative experiences occur when educators deeply engage with 

their students, leading them to reevaluate their beliefs, teaching methods, and objectives. 

These experiences challenge students to question their assumptions, adapt to evolving 

educational landscapes, and enhance learning through constant growth. The participants 

described how drama influenced the development of their emotions, driving them to 

explore different avenues of self-expression. 

Transformative experiences often stem from the intricate relationship between 

students and teachers (Ansell et al., 2021). These interactions serve as moments of 

revelation, shedding light on a teacher's profound impact on a student's life. According to 

Ansell et al. (2021), such interactions can kindle a profound change in the students’ 

understanding of their roles and responsibilities. Transformative experiences call for 

students to engage in reflexive practice, critically how they approach their academics and 

impacting non-academic areas of life (Swanson, 2010; Weinberg et al., 2020). Weinberg 

et al. (2020) explained that through self-reflection, students can identify areas for 

improvement and adaptation driven by their transformative experiences, leading to 

changes in their thoughts, behaviors, and emotions. In this study, the participants 
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explained how they grew socioemotionally; they learned how to collaborate with others. 

They learned how to understand and express their emotions, improving their mental 

health through the provision of a positive outlet for their feelings. Individuals who 

undergo transformative experiences tend to embrace innovation in their everyday 

approaches (Cranton, 2002). They may incorporate fresh strategies, technology, or 

unconventional methods into common situations. Moreover, teacher education plays a 

pivotal role in fostering transformative experiences. These transformative experiences 

empower students to think creatively, fostering continuous growth. 

Implications for Educators 

The study has numerous implications for educators. First, the study highlights the 

ways in which drama education can influence the socioemotional learning and leadership 

development of Black adolescent females. Educational leaders have acknowledged the 

decline of theatre and arts in the K-12 school system (Elpus, 2022). Elpus (2022) 

analyzed the factors influencing drama education offerings in U.S. high schools. As 

student enrollment increased, the likelihood that schools offered arts courses in any 

discipline increased. Traditional public schools had the greatest likelihood of offering arts 

education compared to private schools. The proportion of students eligible for free- or 

reduced-price lunch was also associated with the probability of offering arts courses, with 

decreased arts availability at schools serving greater proportions of students eligible for 

the National School Lunch Program. Collectively, these findings indicate that as the 

socioeconomic status of communities increases, public school offerings of art decrease. 

The participants in this study highlighted the importance of drama in helping them cope 
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with their childhood and adolescent adversities and challenging familial circumstances. 

Decreased offerings in artistic education could have negatively influenced the 

participants’ socio-emotional and leadership development. Consequently, this study 

underscores that educational leaders should consider the ramifications of decreasing arts 

offerings. Decreasing funding for drama education may not solely deprive students of a 

mechanism for self-expression but may also hinder their socioemotional learning and 

their ability to develop into articulate, effective, and strong leaders. 

Suggestions for Future Research 

This study had several limitations that can be addressed through future research. 

First, this study solely examined the experiences of Black adolescent females regarding 

how drama education influenced their socioemotional learning and leadership 

development. Future research could explore the experiences of other groups of minority 

students regarding the same phenomenon. Women from other minority groups may 

derive meaning differently from drama education in a way that influences their socio-

emotional learning and leadership development. Additionally, examining the experiences 

of Black women aged 26-35 could provide valuable insights into how drama education 

impacts socioemotional learning and leadership development across different life stages. 

Second, the study drew participants from the midwestern portion of the United States, 

which may limit the transferability of the research findings. Future researchers could aim 

to broaden the geographical scope of the study, involving Black adolescent women from 

other geographical portions of the United States. Finally, leadership development is 

acknowledged to be a continuous and evolving process (Bass & Riggio, 2010). A 
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longitudinal study examining the experiences of participants across their careers could 

better help educators and researchers understand how drama education influences career 

development across a lifespan.  

 

 

 



135 

 

References 

Addie, Y. O., Strekalova, Y. A., & Pufahl, J. (2020). The art and science of systemic 

wellness in Black communities: Qualitative evaluation of a multimodal theatrical 

production. Health Education Journal, 80(1), 40–53. 

https://doi.org/10.1177/0017896920948790 

Adebayo, C. T., Parcell, E. S., Mkandawire-Valhmu, L., & Olukotun, O. (2022). African 

American Women’s maternal healthcare experiences: a Critical Race Theory 

perspective. Health Communication, 37(9), 1135–1146. 

https://doi.org/10.1080/10410236.2021.1888453 

Agazu, B. G., Dejenu, A. K., & Debela, K. L. (2022). A comparative review of 

qualitative research: A guide to design and implementation. Qualitative Report, 

27(8), 1499–1508. https://doi.org/10.46743/2160-3715/2022.5748  

Ahmed, I., Hamzah, A. B., & Abdullah, M. N. L. Y. B. (2020). Effect of social and 

emotional learning approach on students' social-emotional 

competence. International Journal of Instruction, 13(4), 663–676.   

Alam, M. K. (2021). A systematic qualitative case study: questions, data collection, 

NVivo analysis and saturation. Qualitative Research in Organizations and 

Management: An International Journal, 16(1), 1–31. 

https://doi.org/10.1108/QROM-09-2019-1825 

Alfonso-Benlliure, V., Teruel, T. M., & Fields, D. L. (2021). Is it true that young drama 

practitioners are more creative and have a higher emotional intelligence? Thinking 

https://doi.org/10.1177/0017896920948790
https://doi.org/10.1080/10410236.2021.1888453
https://doi.org/10.46743/2160-3715/2022.5748
https://doi.org/10.1108/QROM-09-2019-1825


136 

 

Skills and Creativity, 39, Article 100788. 

https://doi.org/10.1016/j.tsc.2021.100788 

Amadasun, S. (2021). COVID-19 pandemic in Africa: What lessons for social work 

education and practice?. International Social Work, 64(2), 246–250. 

https://doi.org/10.1177/0020872820949620  

American Psychological Association. (2022). Task force on racial disparities in 

psychology: Final report. https://www.apa.org/about/policy/racial-disparities-

taskforce-report.pdf 

Amin, M. E. K., Nørgaard, L. S., Cavaco, A. M., Witry, M. J., Hillman, L., Cernasev, A., 

& Desselle, S. P. (2020). Establishing trustworthiness and authenticity in 

qualitative pharmacy research. Research in Social and Administrative Pharmacy, 

16(10), 1472–1482. https://doi.org/10.1016/j.sapharm.2020.02.005  

Anderson, B. N. (2020). “See me, see us”: Understanding the intersections and continued 

marginalization of adolescent gifted Black girls in US classrooms. Gifted Child 

Today, 43(2), 86–100. https://doi.org/10.1177/1076217519898216 

Ansell, R. E., Morales, W. G., Kuras, A., Requa, C. M., & Mulvaney, T. (2021). Leading 

transformational experiences for K-8 teachers. In Advances in educational 

technologies and instructional design book series (pp. 196–218). 

https://doi.org/10.4018/978-1-7998-5557-6.ch010 

Arnot, M. (1992). Feminism, education and the new right. In Voicing concerns: 

Sociological perspectives on contemporary education reforms (pp. 41-65). 

Triangle Books, Ltd. 

https://doi.org/10.1016/j.tsc.2021.100788
https://doi.org/10.1177/0020872820949620
https://www.apa.org/about/policy/racial-disparities-taskforce-report.pdf
https://www.apa.org/about/policy/racial-disparities-taskforce-report.pdf
https://doi.org/10.1016/j.sapharm.2020.02.005
https://doi.org/10.1177/1076217519898216
https://doi.org/10.4018/978-1-7998-5557-6.ch010


137 

 

Assari, S. (2019). Parental educational attainment and academic performance of 

American college students; Blacks’ diminished returns. Journal of Health 

Economics and Development, 1(1), 21–31. 

https://doi.org/10.3390/brainsci8110193  

Avnet, M., Makara, D., Larwin, K. H., & Erickson, M. (2019). The impact of parental 

involvement and education on academic achievement in elementary 

school. International Journal of Evaluation and Research in Education, 8(3), 

476–483. https://doi.org/10.11591/ijere.v8i3.20249  

Bass, B. M., & Riggio, R. E. (2010). The transformational model of leadership. In 

Leading organizations: Perspectives for a new era (pp. 76–86). Sage 

Publications. 

Batdi, V., & Elaldi, S. (2020). Effects of drama method on social communication skills: a 

comparative analysis. International Journal of Research in Education and 

Science, 6(3), 435–457. https://doi.org/10.46328/ijres.v6i3.962  

Banaji, M. R., Fiske, S. T., & Massey, D. S. (2021). Systemic racism: individuals and 

interactions, institutions and society. Cognitive Research: Principles and 

Implications, 6, 1–21. https://doi.org/10.1186/s41235-021-00349-3  

Billups, F. D. (2019). Qualitative data collection tools: Design, development, and 

applications (Vol. 55). Sage Publications. 

Black, M. D. (2021). Exploring relationships between a teacher’s race-ethnicity and 

gender and student teaching expectations. Education Inquiry, 12(2), 202–216. 

https://doi.org/10.1080/20004508.2020.1824343 

https://doi.org/10.3390/brainsci8110193
https://doi.org/10.11591/ijere.v8i3.20249
https://doi.org/10.46328/ijres.v6i3.962
https://doi.org/10.1186/s41235-021-00349-3
https://doi.org/10.1080/20004508.2020.1824343


138 

 

Blackburn Miller, J. (2020). Transformative learning and the arts: A literature 

review. Journal of Transformative Education, 18(4), 338–355. 

https://doi.org/10.1177/1541344620932877 

Blackmon, S. M. (2015). Moving beyond: Exploring Black girls' perspectives on a 

community-based educational and college preparatory empowerment program. 

(Publication No. 3687672) [Doctoral Dissertation, University of California, Los 

Angeles]. University of California, Los Angeles, ProQuest Dissertations 

Publishing. 

Bond, K. T., Leblanc, N. M., Williams, P., Gabriel, C.-A., & Amutah-Onukagha, N. N. 

(2021). Race-based sexual stereotypes, gendered racism, and sexual decision 

making among young Black cisgender women. Health Education & Behavior: The 

Official Publication of the Society for Public Health Education, 48(3), 295–305. 

https://doi.org/10.1177/10901981211010086  

Boyle, K. M., Culatta, E., Turner, J. L., & Sutton, T. E. (2022). Microaggressions and 

mental health at the intersections of race, gender, and sexual orientation in graduate 

and law school. Journal of Women and Gender in Higher Education, 15(2), 157–

180. https://doi.org/10.1080/26379112.2022.2068149 

Braun, V., & Clarke, V. (2019). Reflecting on reflexive thematic analysis. Qualitative 

research in Sport, Exercise, and Health, 11(4), 589–597. 

https://doi.org/10.1080/2159676X.2019.1628806 

https://doi.org/10.1177/1541344620932877
https://doi.org/10.1177/10901981211010086
https://doi.org/10.1080/26379112.2022.2068149
https://doi.org/10.1080/2159676X.2019.1628806


139 

 

Brooms, D. R. (2023). What’s going on here? Black men and gendered-antiblackness at a 

Hispanic-Serving Institution. Race, Ethnicity and Education, 26(6), 681–700. 

https://doi.org/10.1080/13613324.2022.2154371 

Bush, A. A., & Amechi, M. H. (2019). Conducting and presenting qualitative research in 

pharmacy education. Currents in Pharmacy Teaching and Learning, 11(6), 638–

650. https://doi.org/10.1016/j.cptl.2019.02.030 

Butler, J. (1988). Performative acts and gender constitution: An essay in phenomenology 

and feminist theory. Theatre Journal, 40(4), 519–531. 

https://doi.org/10.2307/3207893  

Butler‐Barnes, S. T., Leath, S., Inniss-Thompson, M. N., Allen, P. C., D’Almeida, M. E. 

D. A., & Boyd, D. T. (2022). Racial and gender discrimination by teachers: Risks 

for Black girls’ depressive symptomatology and suicidal ideation. Cultural 

Diversity & Ethnic Minority Psychology, 28(4), 469–482. 

https://doi.org/10.1037/cdp0000538  

Callahan, C. M., Cunningham, C. M., & Plucker, J. A. (1994). Foundations for the future: 

The socio‐emotional development of gifted, adolescent women. Roeper 

Review, 17(2), 99–105. https://doi.org/10.1080/02783199409553634  

Campbell, S., Greenwood, M., Prior, S., Shearer, T., Walkem, K., Young, S., Bywaters, 

D., & Walker, K. (2020). Purposive sampling: complex or simple? Research case 

examples. Journal of Research in Nursing, 25(8), 652–661. 

https://doi.org/10.1177/1744987120927206 

https://doi.org/10.1080/13613324.2022.2154371
https://doi.org/10.1016/j.cptl.2019.02.030
https://doi.org/10.2307/3207893
https://doi.org/10.1037/cdp0000538
https://doi.org/10.1080/02783199409553634
https://doi.org/10.1177/1744987120927206


140 

 

Campbell, S. L. (2020). Ratings in black and white: A quantcrit examination of race and 

gender in teacher evaluation reform. Race, Ethnicity and Education, 1–19. 

https://doi.org/10.1080/13613324.2020.1842345 

Candela, A. G. (2019). Exploring the function of member checking. The Qualitative 

Report, 24(3), 619–628. https://doi.org/10.46743/2160-3715/2019.3726  

Carey, R. L., Akiva, T., Abdellatif, H., & Daughtry, K. A. (2021). ‘And school won’t 

teach me that!’Urban youth activism programs as transformative sites for critical 

adolescent learning. Journal of Youth Studies, 24(7), 941–960. 

https://doi.org/10.1080/13676261.2020.1784400 

Carter Andrews, D. J., Brown, T., Castro, E., & Id-Deen, E. (2019). The impossibility of 

being “perfect and white”: Black girls’ racialized and gendered schooling 

experiences. American Educational Research Journal, 56(6), 2531–2572. 

https://doi.org/10.3102/0002831219849392 

Cawthon, S. W., & Dawson, K. M. (2011). Drama-based instruction and educational 

research: Activating praxis in an interdisciplinary partnership. International 

Journal of Education & the Arts, 12(17), Article n17. http://www.ijea.org/v12n17/  

Cayak, S. (2021). Parents’ perceptions of school climate as a predictor of parents’ 

participation in their children’s education. Acta Educationis Generalis, 11(1), 14–

28. https://doi.org/10.2478/atd-2021-0002 

Chahbane, S., Sidi, M., & Abdellah, B. (2021). The underrepresentation of women in 

Moroccan drama movies: Through the lens of Moroccan male filmmakers. 

https://doi.org/10.1080/13613324.2020.1842345
https://doi.org/10.46743/2160-3715/2019.3726
https://doi.org/10.1080/13676261.2020.1784400
https://doi.org/10.3102/0002831219849392
http://www.ijea.org/v12n17/
https://doi.org/10.2478/atd-2021-0002


141 

 

International Journal of Current Science Research and Review, 04(01), 40–44. 

https://doi.org/10.47191/ijcsrr/v4-i1-07  

Chakrabarty, N. (2011). The uncanny character of race: an exploration of UK 

preparedness through youth performance. Research in Drama Education The 

Journal of Applied Theatre and Performance, 16(3), 403–419. 

https://doi.org/10.1080/13569783.2011.589998 

Chance, N. (2021). Resilient leadership: a phenomenological exploration into how Black 

women in higher education leadership navigate cultural adversity. Journal of 

Humanistic Psychology, 62(1), 44–78. 

https://doi.org/10.1177/00221678211003000  

Chekhov, M. (2013). To the actor: On the technique of acting. Routledge. 

Cherryholmes, C. H. (1988). Power and criticism: Poststructural investigations in 

education. Teachers College Press. 

Collie, R. J., & Perry, N. E. (2019). Cultivating teacher thriving through social–emotional 

competence and its development. The Australian Educational Researcher, 46(4), 

699–714. https://doi.org/10.1007/s13384-019-00342-2  

Collins, K. H., Joseph, N. M., & Ford, D. Y. (2019). Missing in action: Gifted Black girls 

in science, technology, engineering, and mathematics. Gifted Child Today, 43(1), 

55–63. https://doi.org/10.1177/1076217519880593  

Conrad, D. (2002). Drama as arts-based pedagogy and research: Media advertising and 

inner-city youth. Alberta Journal of Educational Research, 48, 254–268. 

https://journalhosting.ucalgary.ca/index.php/ajer/article/download/54932/41987 

https://doi.org/10.47191/ijcsrr/v4-i1-07
https://doi.org/10.1080/13569783.2011.589998
https://doi.org/10.1177/00221678211003000
https://doi.org/10.1007/s13384-019-00342-2
https://doi.org/10.1177/1076217519880593
https://journalhosting.ucalgary.ca/index.php/ajer/article/download/54932/41987


142 

 

Cooper, C. (2020). Pre-service teachers' attitudes and assumptions of culturally 

responsive teaching practices [Doctoral Dissertation, Miami University]. 

OhioLINK Electronic Theses and Dissertations Center. 

https://rave.ohiolink.edu/etdc/view?acc_num=miami1591878271243927   

Cranton, P. (2002). Teaching for transformation. In New directions for adult and 

continuing education (pp. 63–72). John Wiley & Sons, Inc. 

Creswell, J. W., & Poth, C. (2018). Qualitative inquiry and research design: Choosing 

among five approaches (4th ed). Sage. 

Daniel, B. K. (2019). Using the TACT framework to learn the principles of rigour in 

qualitative research. Electronic Journal of Business Research Methods, 17(3), 

118–129. https://doi.org/10.34190/JBRM.17.3.002 

D’Auria, G., & De Smet, A. (2020). Leadership in a crisis: Responding to the coronavirus 

outbreak and future challenges. Psychology, 22(2), 273–287. 

Davis, R. E. (1998, September). Discovering “creative essences” in African American 

women: The construction of meaning around inner resources. In Women's Studies 

International Forum (Vol. 21, No. 5, pp. 493-504). Pergamon. 

Dawson, K., & Lee, B. K. (2018). Drama-based pedagogy: Activating learning across the 

curriculum. Intellect. https://doi.org/10.1051/shsconf/20219802009  

DeCuir-Gunby, J. T. (2020). Using critical race mixed methodology to explore the 

experiences of African Americans in education. Educational Psychologist, 55(4), 

244–255. https://doi.org/10.1080/00461520.2020.1793762 

https://rave.ohiolink.edu/etdc/view?acc_num=miami1591878271243927
https://doi.org/10.34190/JBRM.17.3.002
https://doi.org/10.1051/shsconf/20219802009
https://doi.org/10.1080/00461520.2020.1793762


143 

 

Delamont, S. (1999). Gender and the discourse of derision. Research Papers in 

Education, 14(1), 3–21. https://doi.org/10.1080/0267152990140102 

Denham, S. A., & Brown, C. (2010). “Plays nice with others”: Social–emotional learning 

and academic success. Early Education and Development, 21(5), 652–680. 

https://doi.org/10.1080/10409289.2010.497450 

Dere, Z. (2019). Investigating the creativity of children in early childhood education 

institutions. Universal Journal of Educational Research, 7(3), 652–658. 

https://doi.org/10.13189/ujer.2019.070302  

Donahue-Keegan, D., Villegas-Reimers, E., & Cressey, J. M. (2019). Integrating social-

emotional learning and culturally responsive teaching in teacher education 

preparation programs. Teacher Education Quarterly, 46(4), 150–168. 

https://www.jstor.org/stable/26841580  

Doyle, L., McCabe, C., Keogh, B., Brady, A., & McCann, M. (2019). An overview of the 

qualitative descriptive design within nursing research. Journal of Research in 

Nursing, 25(5), 443–455. https://doi.org/10.1177/1744987119880234 

Dunn, K., Luckett, S. D., & Sicre, D. (2020). Training theatre students of colour in the 

United States. Theatre, Dance and Performance Training, 11(3), 274–

282. https://doi.org/10.1080/19443927.2020.1791484 

Elpus, K. (2022). Access to arts education in America: The availability of visual art, 

music, dance, and theater courses in US high schools. Arts Education Policy 

Review, 123(2), 50-69. 

https://doi.org/10.1080/0267152990140102
https://doi.org/10.1080/10409289.2010.497450
https://doi.org/10.13189/ujer.2019.070302
https://www.jstor.org/stable/26841580
https://doi.org/10.1177/1744987119880234
https://doi.org/10.1080/19443927.2020.1791484


144 

 

Eriksen, I. M., & Lyng, S. T. (2018). Relational aggression among boys: blind spots and 

hidden dramas. Gender and Education, 30(3), 396–409. 

https://doi.org/10.1080/09540253.2016.1214691 

Estrada, M., Monferrer, D., Rodríguez, A., & Moliner, M. Á. (2021). Does emotional 

intelligence influence academic performance? The role of compassion and 

engagement in education for sustainable development. Sustainability, 13(4), Article 

1721. https://doi.org/10.3390/su13041721  

Evans-Winters, V. E., & Hines, D. E. (2020). Unmasking white fragility: How whiteness 

and white student resistance impacts anti-racist education. Whiteness and 

Education, 5(1), 1–16. https://doi.org/10.1080/23793406.2019.1675182 

Fahmy, S., & Osnes, B. (2022). Little words BIG ISSUES: Co-creating an applied theatre 

workshop with young women. International Journal of Research in Economics 

and Social Sciences, 28(2), 210–228.  

https://doi.org/10.1080/13569783.2022.2086039  

Farrier, S., & McNamara, C. (2013). The gender and sexuality issue. Research in Drama 

Education: The Journal of Applied Theatre and Performance, 18(2), 111–119. 

https://doi.org/10.1080/13569783.2013.787253  

Farrington, C. A., Maurer, J., McBride, M. R. A., Nagaoka, J., Puller, J. S., Shewfelt, S., 

& Wright, L. (2019). Arts education and social-emotional learning outcomes 

among K-12 students: Developing a theory of action. University of Chicago 

Consortium on School Research. https://eric.ed.gov/?id=ED598682 

https://doi.org/10.1080/09540253.2016.1214691
https://doi.org/10.3390/su13041721
https://doi.org/10.1080/23793406.2019.1675182
https://doi.org/10.1080/13569783.2022.2086039
https://doi.org/10.1080/13569783.2013.787253
https://eric.ed.gov/?id=ED598682


145 

 

Fletcher, J. K., & Kaufer, K. (2003). Shared leadership. In Shared leadership: Reframing 

the hows and whys of leadership (pp. 21-47). Sage Publications. 

Frey, N., Fisher, D., & Smith, D. (2019). All learning is social and emotional: Helping 

students develop essential skills for the classroom and beyond. ASCD. 

Frydman, J. S., & Mayor, C. (2021). Implementation of drama therapy services in the 

North American school system: Responses from the field. Psychology in the 

Schools, 58(6), 955-974. 

Gabriel, D. (2021). Race, ethnicity and gendered educational intersections. Gender and 

Education, 33(7), 791–797. https://doi.org/10.1080/09540253.2021.1967667 

Gadson, C. A., & Lewis, J. A. (2022). Devalued, overdisciplined, and stereotyped: An 

exploration of gendered racial microaggressions among Black adolescent 

girls. Journal of Counseling Psychology, 69(1), 14–26.  

https://doi.org/10.1037/cou0000571  

Gallagher, K. (1998). The perspective of a practising teacher and postgraduate 

researcher. Research in Drama Education, 3(1), 111–112. 

Gallagher, K. (2001). Drama education in the lives of girls: Imagining possibilities. 

University of Toronto Press. 

Gallagher, K. (2014). All gender is a performance, all performance gendered. Research in 

Drama Education: The Journal of Applied Theatre and Performance, 19(2), 187–

189. https://doi.org/10.1080/13569783.2014.895615 

https://doi.org/10.1080/09540253.2021.1967667
https://psycnet.apa.org/doi/10.1037/cou0000571
https://doi.org/10.1080/13569783.2014.895615


146 

 

Gallagher, K., & Sahni, U. (2019). Performing care: Re-imagining gender, personhood, 

and educational justice. Gender and Education, 31(5), 631–642. 

https://doi.org/10.1080/09540253.2019.1609652 

Gallagher, K., Starkman, R., & Rhoades, R. (2017). Performing counter-narratives and 

mining creative resilience: Using applied theatre to theorize notions of youth 

resilience. Journal of Youth Studies, 20(2), 216–233. 

https://doi.org/10.1080/13676261.2016.1206864 

Gammon, T. (2022). “I’d have divorced my husband if not for Korean dramas” – 

Vietnamese women’s consumption of television romance and melancholia. Studies 

in Gender and Sexuality, 23(3), 207–223. 

https://doi.org/10.1080/15240657.2022.2097483 

Gaskell, J., McLaren, A., & Novogrodsky, M. (1989). Claiming an education: Feminism 

and Canadian schools (Vol. 7). James Lorimer & Company. 

Gentile, B., Grabe, S., Dolan-Pascoe, B., Twenge, J. M., Wells, B. E., & Maitino, A. 

(2009). Gender differences in domain-specific self-esteem: A meta-

analysis. Review of General Psychology, 13(1), 34–45. 

https://doi.org/10.1037/a0013689 

Gibson, P., Haight, W., Cho, M., Nashandi, N. J., & Yoon, Y. J. (2019). A mixed 

methods study of Black girls' vulnerability to out-of-school suspensions: The 

intersection of race and gender. Children and Youth Services Review, 102, 169–

176. https://doi.org/10.1016/j.childyouth.2019.05.011 

https://doi.org/10.1080/09540253.2019.1609652
https://doi.org/10.1080/13676261.2016.1206864
https://doi.org/10.1080/15240657.2022.2097483
https://doi.org/10.1037/a0013689
https://doi.org/10.1016/j.childyouth.2019.05.011


147 

 

Gillespie, N. A., & Mann, L. (2004). Transformational leadership and shared values: The 

building blocks of trust. Journal of Managerial Psychology, 19(6), 588–607. 

https://doi.org/10.1108/02683940410551507 

Gilliam, W. S. (2016). Early childhood expulsions and suspensions undermine our 

nation's most promising agent of opportunity and social justice. Moriah Group. 

https://themoriahgroup.com/wp-content/uploads/2018/05/early-childhood-

expulsions-and-suspensions.pdf  

Goddard, L. (2013). From mainstream theatres to synergy theatre project: Black men’s 

participation in ‘urban’ plays in prison. Research in Drama Education: The Journal 

of Applied Theatre and Performance, 18(4), 332–345. 

https://doi.org/10.1080/13569783.2013.836917 

Gonzalez, A. (2017). Theatre as cultural exchange: Stages and studios of learning. 

In Theatre symposium (Vol. 25, No. 1, pp. 12-28). The University of Alabama 

Press. 

Gray, C., Wright, P., & Pascoe, R. (2019). “They made me feel like a teacher rather than 

a praccie”: Sinking or swimming in pre-service drama education. Asia-Pacific 

Journal of Teacher Education, 47(2), 193–207. 

https://doi.org/10.1080/1359866X.2018.1504279 

Green, M. N., Hope, E. C., Cryer‐Coupet, Q. R., & Elliot, E. (2020). Black girl blues: 

The roles of racial socialization, gendered racial socialization, and racial identity 

on depressive symptoms among Black girls. Journal of Youth and Adolescence, 

49(11), 2175–2189. https://doi.org/10.1007/s10964-020-01317-8  

https://doi.org/10.1108/02683940410551507
https://themoriahgroup.com/wp-content/uploads/2018/05/early-childhood-expulsions-and-suspensions.pdf
https://themoriahgroup.com/wp-content/uploads/2018/05/early-childhood-expulsions-and-suspensions.pdf
https://doi.org/10.1080/13569783.2013.836917
https://doi.org/10.1080/1359866X.2018.1504279
https://doi.org/10.1007/s10964-020-01317-8


148 

 

Green, M. S. (2007). Self-expression. OUP Oxford. 

Gregory, A., & Fergus, E. (2017). Social and emotional learning and equity in school 

discipline. The Future of Children, 27(1), 117-136. 

https://doi.org/10.1353/foc.2017.0006  

Grissom-Broughton, P. A. (2020). A matter of race and gender: An examination of an 

undergraduate music program through the lens of feminist pedagogy and Black 

feminist pedagogy. Research Studies in Music Education, 42(2), 160–176. 

https://doi.org/10.1177/1321103x19863250 

Grodal, T. (2009). Embodied visions: Evolution, emotion, culture, and film. Oxford 

University Press. 

Guest, G., Namey, E., & Chen, M. (2020). A simple method to assess and report thematic 

saturation in qualitative research. PloS One, 15(5), Article e0232076. 

https://doi.org/10.1371/journal.pone.0232076 

Hamilton, A. B., & Finley, E. P. (2019). Qualitative methods in implementation research: 

An introduction. Psychiatry Research, 280, Article 112516. 

https://doi.org/10.1016/j.psychres.2019.112516 

Hampton-Anderson, J. N., Carter, S., Fani, N., Gillespie, C. F., Henry, T. L., Holmes, E., 

& Kaslow, N. J. (2021). Adverse childhood experiences in African Americans: 

Framework, practice, and policy. American Psychologist, 76(2), 314–325. 

https://doi.org/10.1037/amp0000767 

Harris, D. L., & Davis, J. L. (2018). The experiences of three Black African male 

mathematics teachers in a same race and gender peer mentoring program. Journal 

https://doi.org/10.1353/foc.2017.0006
https://doi.org/10.1177/1321103x19863250
https://doi.org/10.1371/journal.pone.0232076
https://doi.org/10.1016/j.psychres.2019.112516
https://psycnet.apa.org/doi/10.1037/amp0000767


149 

 

for Multicultural Education, 12(2), 172–182. https://doi.org/10.1108/jme-04-2017-

0027 

Heifetz, R. A., Grashow, A., & Linsky, M. (2009). The practice of adaptive leadership: 

Tools and tactics for changing your organization and the world. Harvard Business 

Press. 

Hennink, M., Hutter, I., & Bailey, A. (2020). Qualitative research methods. Sage. 

Hennink, M., & Kaiser, B. N. (2022). Sample sizes for saturation in qualitative research: 

A systematic review of empirical tests. Social Science & Medicine, 292, Article 

114523. https://doi.org/10.1016/j.socscimed.2021.114523 

Hismanoglu, M., & Çolak, R. (2019). A study on Turkish EFL teachers' perspectives on 

using drama to develop students' speaking skills in the EFL classroom. Novitas-

ROYAL (Research on Youth and Language), 13(2), 187–205. 

https://eric.ed.gov/?id=EJ1231984  

Huang, J., Gates, A. J., Sinatra, R., & Barabási, A. L. (2020). Historical comparison of 

gender inequality in scientific careers across countries and disciplines. 

Proceedings of the National Academy of Sciences, 117(9), 4609–4616. 

https://doi.org/10.1073/pnas.1914221117 

Humphrey, N., Lendrum, A., Wigelsworth, M., & Greenberg, M. T. (Eds.). (2020). 

Social and emotional learning. Routledge. 

Hurtado, S., Ramos, H. V., Perez, E., & Lopez-Salgado, X. (2020). Latinx student assets, 

college readiness, and access: Are we making progress? Education 

Sciences, 10(4), Article 100. https://doi.org/10.3390/educsci10040100 

https://doi.org/10.1108/jme-04-2017-0027
https://doi.org/10.1108/jme-04-2017-0027
https://doi.org/10.1016/j.socscimed.2021.114523
https://eric.ed.gov/?id=EJ1231984
https://doi.org/10.1073/pnas.1914221117
https://doi.org/10.3390/educsci10040100


150 

 

Jjarrah, H. Y. (2019). The impact of using drama in education on life skills and reflective 

thinking. International Journal of Emerging Technologies in Learning (Ijet), 

14(09), 4–20. https://doi.org/10.3991/ijet.v14i09.7978 

Johnson, J. L., Adkins, D., & Chauvin, S. (2020). A review of the quality indicators of 

rigor in qualitative research. American Journal of Pharmaceutical Education, 

84(1), Article 7120. https://doi.org/10.5688/ajpe7120 

Johnson, N. N. (2021). Balancing race, gender, and responsibility: Conversations with 

four black women in educational leadership in the United States of America. 

Educational Management Administration & Leadership, 49(4), 624–643. 

https://doi.org/10.1177/1741143221991839 

Jones, D. L. (2022). Examining social and emotional skills adolescent Black girls need to 

remain motivated to pursue science, technology, engineering and mathematics 

Careers (Publication No. 29164989) [Doctoral Dissertation, American 

University]. American University ProQuest Dissertations Publishing. 

Kauli, J., & Thomas, V. (2022). Contextualising gender policies: Encouraging parity of 

participation through applied theatre. Research in Drama Education: The Journal 

of Applied Theatre and Performance, 27(3), 386–402. 

https://doi.org/10.1080/13569783.2022.2083491 

Kazemek, F. E. (1995). African literature in the secondary English language arts 

classroom. The English Journal, 84(6), 95–102. 

https://www.jstor.org/stable/820902 

https://doi.org/10.3991/ijet.v14i09.7978
https://doi.org/10.5688/ajpe7120
https://doi.org/10.1177/1741143221991839
https://doi.org/10.1080/13569783.2022.2083491
https://www.jstor.org/stable/820902


151 

 

Keen, S., Lomeli-Rodriguez, M., & Joffe, H. (2022). From challenge to opportunity: 

virtual qualitative research during COVID-19 and beyond. International Journal 

of Qualitative Methods, 21, Article 16094069221105075. 

https://doi.org/10.1177/16094069221105075 

Kim, Y. (2021). Race and the ethics of mourning in Debbie Tucker Green’s random. The 

Journal of Modern English Drama, 34(3), 5–28. 

https://doi.org/10.29163/jmed.2021.12.34.3.5 

King, J. E. (2015). Dysconscious racism: Ideology, identity, and the miseducation of 

teachers. In Dysconscious racism, Afrocentric praxis, and education for human 

freedom: Through the years I keep on toiling (pp. 111-125). Routledge. 

King, N. S., Peña-Telfer, L., & Earls, S. (2023). “The work I do matters”: Cultivating a 

STEM counterspace for Black girls through social-emotional development and 

culturally sustaining pedagogies. Education Sciences, 13(7), Article 754. 

https://doi.org/10.3390/educsci13070754 

Kingsberry, F. S., & Jean-Marie, G. (2022). Unpacking Black women superintendents’ 

experiences: Intersectionality of race, gender, and resiliency. Journal of Education 

Human Resources, 40(3), 360–385. https://doi.org/10.3138/jehr-2021-0015 

Kolovou, M., & Kim, N. J. (2020). Effects of implementing an integrative drama-inquiry 

learning model in a science classroom. The Journal of Educational 

Research, 113(3), 191–203. https://doi.org/10.1080/00220671.2020.1771673 

https://doi.org/10.1177/16094069221105075
https://doi.org/10.29163/jmed.2021.12.34.3.5
https://doi.org/10.3390/educsci13070754
https://doi.org/10.3138/jehr-2021-0015
https://doi.org/10.1080/00220671.2020.1771673


152 

 

Koopman, C. (2005). Music education, performativity and aestheticization. Educational 

Philosophy and Theory, 37(1), 119–131. https://doi.org/10.1111/j.1469-

5812.2005.00102.x 

Korpershoek, H., Canrinus, E. T., Fokkens-Bruinsma, M., & de Boer, H. (2020). The 

relationships between school belonging and students’ motivational, social-

emotional, behavioural, and academic outcomes in secondary education: A meta-

analytic review. Research Papers in Education, 35(6), 641–680. 

https://doi.org/10.1080/02671522.2019.1615116 

Kroger, J. (2004). Identity in adolescence. Routledge. 

LaBelle, B. (2019). Positive outcomes of a social-emotional learning program to promote 

student resiliency and address mental health. Contemporary School Psychology, 

27, 1–7. https://doi.org/10.1007/s40688-019-00263-y 

Lamboy, L., Taylor, A., & Thompson, W. C. (2020). Paternalistic aims and 

(mis)attributions of agency: What the over-punishment of Black girls in US 

classrooms teaches us about just school discipline. Theory and Research in 

Education, 18(1), 59–77. https://doi.org/10.1177/1477878520912510  

Law, K. L., & Rowe, J. M. (2019). Promoting self-awareness: an undergraduate in-class 

activity and its value. Journal of Teaching in Social Work, 39(1), 92–104. 

https://doi.org/10.1080/08841233.2018.1555199 

Law, O. F. (2021). Effect of drama technique on achievement in English reading 

comprehension of junior secondary school students. Journal of Education in Black 

Sea Region, 6(2), 165–173. https://doi.org/10.31578/jebs.v6i2.240 

https://doi.org/10.1111/j.1469-5812.2005.00102.x
https://doi.org/10.1111/j.1469-5812.2005.00102.x
https://doi.org/10.1080/02671522.2019.1615116
https://doi.org/10.1007/s40688-019-00263-y
https://doi.org/10.1177/1477878520912510
https://doi.org/10.1080/08841233.2018.1555199
https://doi.org/10.31578/jebs.v6i2.240


153 

 

Lawson, G. M., McKenzie, M. E., Becker, K. D., Selby, L., & Hoover, S. A. (2019). The 

core components of evidence-based social-emotional learning programs. 

Prevention Science: The Official Journal of The Society for Prevention Research, 

20(4), 457–467. https://doi.org/10.1007/s11121-018-0953-y 

Lee, B. K., Enciso, P., & Brown, M. R. (2020). The effect of drama-based pedagogies on 

K-12 literacy-related outcomes: A meta-analysis of 30 years of research. 

International Journal of Education & the Arts, 21(30). 

http://doi.org/10.26209/ijea21n30 

Lee, E. L., Morris, M. E., Rowe, C., Moreno, M., & Navarro, J. (2023). A content 

analysis on race in drama therapy empirical research. Drama Therapy Review, 9(1), 

45–67. https://doi.org/10.1386/dtr_00119_1  

Lehtonen, A., Kaasinen, M., Karjalainen-Väkevä, M., & Toivanen, T. (2016). Promoting 

creativity in teaching drama. Procedia-Social and Behavioral Sciences, 217, 558–

566. https://doi.org/10.1016/j.sbspro.2016.02.046 

Lemon, L. L., & Hayes, J. (2020). Enhancing trustworthiness of qualitative findings: 

Using Leximancer for qualitative data analysis triangulation. The Qualitative 

Report, 25(3), 604–614. https://doi.org/10.46743/2160-3715/2020.4222  

Lichtman, M. (2023). Qualitative research in education: A user's guide. Routledge. 

Lindgren, B. M., Lundman, B., & Graneheim, U. H. (2020). Abstraction and 

interpretation during the qualitative content analysis process. International 

Journal of Nursing Studies, 108, Article 103632. 

https://doi.org/10.1016/j.ijnurstu.2020.103632 

https://doi.org/10.1007/s11121-018-0953-y
http://doi.org/10.26209/ijea21n30
https://doi.org/10.1386/dtr_00119_1
https://doi.org/10.1016/j.sbspro.2016.02.046
https://doi.org/10.46743/2160-3715/2020.4222
https://doi.org/10.1016/j.ijnurstu.2020.103632


154 

 

Little, S. D., & Tolbert, L. V. A. (2018). The problem with Black boys: Race, gender, and 

discipline in Christian and private elementary schools. Christian Education Journal 

Research on Educational Ministry, 15(3), 408–421. 

https://doi.org/10.1177/0739891318805760 

Liu, Z., Venkatesh, S., Murphy, S. E., & Riggio, R. E. (2021). Leader development 

across the lifespan: A dynamic experiences-grounded approach. The Leadership 

Quarterly, 32(5), Article 101382. https://doi.org/10.1016/j.leaqua.2020.101382 

Loyd, A. B., Kürüm, E., Crooks, N., Maya, A., Emerson, E., & Donenberg, G. R. (2022). 

Investigating longitudinal associations between racial microaggressions, coping, 

racial/ethnic identity, and mental health in Black girls and women. Journal of 

Research on Adolescence, 32(1), 69-88. https://doi.org/10.1111/jora.12710 

Lobczowski, N. G., Lyons, K., Greene, J. A., & McLaughlin, J. E. (2021). 

Socioemotional regulation strategies in a project-based learning 

environment. Contemporary Educational Psychology, 65, Article 101968. 

https://doi.org/10.1016/j.cedpsych.2021.101968 

Lohmann, E. (2023). Black students' perspectives of social emotional learning [Ed.S. 

Thesis, University of Dayton]. OhioLink Electronic Theses and Dissertations 

Center. http://rave.ohiolink.edu/etdc/view?acc_num=dayton1684342733153643  

Mahant, P. K., Alam, S., Ghosh, S., & Jabeen, I. (2023). Shifting learning atmosphere 

through process drama: Teaching English POS in Indian classrooms. Research 

Square (Research Square). https://doi.org/10.21203/rs.3.rs-3026396/v1 

https://doi.org/10.1177/0739891318805760
https://doi.org/10.1016/j.leaqua.2020.101382
https://doi.org/10.1111/jora.12710
https://doi.org/10.1016/j.cedpsych.2021.101968
http://rave.ohiolink.edu/etdc/view?acc_num=dayton1684342733153643
https://doi.org/10.21203/rs.3.rs-3026396/v1


155 

 

Mahfouz, J., & Anthony-Stevens, V. (2020). Why trouble SEL? The need for cultural 

relevance in SEL. Occasional Paper Series, 43, Article 6. 

https://doi.org/10.58295/2375-3668.1354  

Malagon, M. C., Pérez Huber, L., & Vélez, V. N. (2021). Advancing relationships among 

critical race feministas: Maintaining ethical ambitions within the coloniality of 

academia. Journal of Women and Gender in Higher Education, 14(1), 79–99. 

https://doi.org/10.1080/26379112.2021.1896531  

Manzi, J., Casapulla, S., Kropf, K., Baker, B., Biechler, M., Finch, T., Gerth, A., & 

Randolph, C. (2020). Responding to racism in the clinical setting: A novel use of 

forum theatre in social medicine education. The Journal of Medical 

Humanities, 41(4), 489–500. https://doi.org/10.1007/s10912-020-09608-8 

Mavroudis, N., & Bournelli, P. (2019). The contribution of drama in education to the 

development of skills improving the interpersonal relations of multicultural 

classroom students. Journal of Educational Issues, 5(2), 42–57. 

https://doi.org/10.5296/jei.v5i2.15025  

McCarthy, J. F., & Carr, S. D. (2015). Igniting passion and possibilities through the arts: 

Conflict, collaboration and leadership through live stage performances. Journal of 

Leadership Studies, 9(1), 33–41. https://doi.org/10.1002/jls.21354 

McGrath, R., Bowen-Salter, H., Milanese, E., & Pearce, P. (2021). Developing a 

collaborative autonetnographic approach to researching doctoral students’ online 

experiences. In Qualitative and digital research in times of crisis: Methods, 

https://doi.org/10.58295/2375-3668.1354
https://doi.org/10.1080/26379112.2021.1896531
https://doi.org/10.1007/s10912-020-09608-8
https://doi.org/10.5296/jei.v5i2.15025
https://doi.org/10.1002/jls.21354


156 

 

reflexivity, and ethics (pp. 113-128). Policy Press. 

https://doi.org/10.51952/9781447363828.ch007 

McGuire, K. M., Sweet, J. D., Bryant-Scott, K., McTier, T. S., & Ikegwuonu, E. (2020). 

A pledge of faithfulness: How black Christian fraternity men embody race, gender 

and religious identities. The Journal of Higher Education, 91(2), 249–274. 

https://doi.org/10.1080/00221546.2019.1631072  

Meehan, C. (2022). ‘If someone’s freaky, everyone loves it. It’s all about the drama’: 

Young women’s responses and reactions to image based sexual abuse of other 

young women. Journal of Gender Studies, 31(2), 231–242. 

https://doi.org/10.1080/09589236.2021.1937962 

Mezirow, J. (1997). Transformative learning: Theory to practice. New Directions for 

Adult and Continuing Education, 1997(74), 5–12. https://www.ecolas.eu/eng/wp-

content/uploads/2015/10/Mezirow-Transformative-Learning.pdf  

Mi, M., Wu, L., Zhang, Y., & Wu, W. (2022). Integration of arts and humanities in 

medicine to develop well-rounded physicians: the roles of health sciences 

librarians. Journal of the Medical Library Association: JMLA, 110(2), 247–252. 

https://doi.org/10.5195/jmla.2022.1368  

Mims, L. C., & Williams, J. L. (2020). “They told me what I was before I could tell them 

what I was”: Black girls’ ethnic-racial identity development within multiple 

worlds. Journal of Adolescent Research, 35(6), 754–779. 

https://doi.org/10.1177/0743558420913483 

https://doi.org/10.51952/9781447363828.ch007
https://doi.org/10.1080/00221546.2019.1631072
https://doi.org/10.1080/09589236.2021.1937962
https://www.ecolas.eu/eng/wp-content/uploads/2015/10/Mezirow-Transformative-Learning.pdf
https://www.ecolas.eu/eng/wp-content/uploads/2015/10/Mezirow-Transformative-Learning.pdf
https://doi.org/10.5195/jmla.2022.1368
https://doi.org/10.1177/0743558420913483


157 

 

Moeller, K. (2021). The politics of curricular erasure: debates on race, gender, and 

sexuality in the Brazilian ‘common core’ curriculum. Race, Ethnicity and 

Education, 24(1), 18–38. https://doi.org/10.1080/13613324.2020.1798382 

Mogro-Wilson, C., & Tredinnick, L. (2020). Influencing social and emotional awareness 

and empathy with a visual arts and music intervention for adolescents. Children & 

Schools, 42(2), 111–119. https://doi.org/10.1093/cs/cdaa008  

Mulisa, F. (2022). When does a researcher choose a quantitative, qualitative, or mixed 

research approach? Interchange, 53(1), 113–131. https://doi.org/10.1007/s10780-

021-09447-z 

Najami, N., Hugerat, M., Khalil, K., & Hofstein, A. (2019). Effectiveness of teaching 

science by drama. Creative Education, 10(1), 97–110. 

https://doi.org/10.4236/ce.2019.101007  

National Research Council. (2012). Education for life and work: Developing transferable 

knowledge and skills in the 21st century. National Academies Press. 

National Women's Law Center. (2018). Let her learn: Stopping school pushout for girls 

of color. NWLC. https://nwlc.org/resource/stopping-school-pushout-for-girls-of-

color/  

Neal-Jackson, A. (2018). A meta-ethnographic review of the experiences of African 

American girls and young women in K–12 education. Review of Educational 

Research, 88(4), 508–546. https://doi.org/10.3102/0034654318760785 

Nereson, A. (2022). Race and performance after repetition. Journal of Dramatic Theory 

and Criticism, 36(2), 109–111. https://doi.org/10.1353/dtc.2022.0008 

https://doi.org/10.1080/13613324.2020.1798382
https://doi.org/10.1093/cs/cdaa008
https://doi.org/10.1007/s10780-021-09447-z
https://doi.org/10.1007/s10780-021-09447-z
https://doi.org/10.4236/ce.2019.101007
https://nwlc.org/resource/stopping-school-pushout-for-girls-of-color/
https://nwlc.org/resource/stopping-school-pushout-for-girls-of-color/
https://doi.org/10.3102/0034654318760785
https://doi.org/10.1353/dtc.2022.0008


158 

 

Ng, B. (2023). Understanding the socioemotional learning in schools: A perspective of 

self-determination theory. In Self-determination theory and socioemotional 

learning (pp. 3-18). Springer Nature Singapore. 

Northouse, P. G. (2021). Leadership: Theory and practice. Sage publications. 

Ogunyemi, D., Clare, C., Astudillo, Y. M., Marseille, M., Manu, E., & Kim, S. (2020). 

Microaggressions in the learning environment: A systematic review. Journal of 

Diversity in Higher Education, 13(2), 97–119. https://doi.org/10.1037/dhe0000107  

Okello, W. K. (2022). “[Existing] while Black”: Race, gender, and the surveillance of 

blackness. Educational Studies, 58(2), 250–266. 

https://doi.org/10.1080/00131946.2022.2051029 

Omasta, M., Murray, B., McAvoy, M., & Chappell, D. (2021). Assessment in 

elementary-level drama education: Teachers’ conceptualizations and practices. Arts 

Education Policy Review, 122(4), 265–279. 

https://doi.org/10.1080/10632913.2020.1746710 

Onnie Rogers, L., Versey, H. S., & Cielto, J. (2022). “They’re always gonna notice my 

natural hair”: Identity, intersectionality and resistance among Black 

girls. Qualitative Psychology, 9(3), 211–231. https://doi.org/10.1037/qup0000208 

Ou, S. R., Yoo, S., & Reynolds, A. J. (2021). Educational growth trajectories in 

adulthood: Findings from an inner-city cohort. Developmental Psychology, 57(7), 

1163–1178. https://doi.org/10.1037/dev0001198  

Ozbey, S. A., & Koycegiz, M. (2020). A study on the effect of the social skill education 

on the academic self respect and problem solving skills of the pre-school 

https://psycnet.apa.org/doi/10.1037/dhe0000107
https://doi.org/10.1080/00131946.2022.2051029
https://doi.org/10.1080/10632913.2020.1746710
https://psycnet.apa.org/doi/10.1037/qup0000208
https://psycnet.apa.org/doi/10.1037/dev0001198


159 

 

children. International e-Journal of Educational Studies, 4(8), 176–189. 

https://doi.org/10.31458/iejes.727590  

Pahlke, E., & Hyde, J. S. (2016). The debate over single‐sex schooling. Child 

Development Perspectives, 10(2), 81–86. https://doi.org/10.1111/cdep.12167 

Pak, K., Polikoff, M. S., Desimone, L. M., & Saldívar García, E. (2020). The adaptive 

challenges of curriculum implementation: Insights for educational leaders driving 

standards-based reform. AERA Open, 6(2), Article 2332858420932828. 

https://doi.org/10.1177/2332858420932828 

Panayiotou, M., Humphrey, N., & Wigelsworth, M. (2019). An empirical basis for 

linking social and emotional learning to academic performance. Contemporary 

Educational Psychology, 56, 193–204. 

https://doi.org/10.1016/j.cedpsych.2019.01.009  

Paolini, A. C. (2020). Social emotional learning: Key to career readiness. Anatolian 

Journal of Education, 5(1), 125–134. https://doi.org/10.29333/aje.2020.5112a  

Parker, C., Scott, S., & Geddes, A. (2019). Snowball sampling. SAGE research methods 

foundations. https://eprints.glos.ac.uk/6781/ 

Pavis, P. (2003). Theatre at the crossroads of culture. Routledge. 

Pennebaker, J. W. (2012). Opening up: The healing power of expressing emotions. 

Guilford Press. 

Perrott, S. B. (2014). Utilising drama to promote gender equity and social justice in the 

Gambia: Outcomes from a peer health and a community policing project. Canadian 

https://doi.org/10.31458/iejes.727590
https://doi.org/10.1111/cdep.12167
https://doi.org/10.1177/2332858420932828
https://doi.org/10.1016/j.cedpsych.2019.01.009
https://doi.org/10.29333/aje.2020.5112a
https://eprints.glos.ac.uk/6781/


160 

 

Journal of Development Studies, 35(2), 304–313. 

https://doi.org/10.1080/02255189.2014.899893 

Pessoa, A. S. G., Harper, E., Santos, I. S., & Gracino, M. C. D. S. (2019). Using reflexive 

interviewing to foster deep understanding of research participants’ perspectives. 

International Journal of Qualitative Methods, 18, Article 1609406918825026. 

https://journals.sagepub.com/doi/pdf/10.1177/1609406918825026 

Pinto, R., & Douglas, T.-R. (2017). The African American urban male’s journey to 

success: psychoanalytic perspectives on race, gender, and social class. Educational 

Review, 69(4), 526–527. https://doi.org/10.1080/00131911.2016.1263075 

Pollock, R. (2023). The possibilities of becoming: An examination of the use of higher 

order psychological processes and sources of knowledge in two reflective 

discussions with early adolescent Black girls [Doctoral Dissertation, Georgia 

State University]. Georgia State University Scholarworks. 

https://doi.org/10.57709/35454025   

Porter, N., & Daniel, J. H. (2007). Developing transformational leaders: Theory to 

practice. In Women and leadership: Transforming visions and diverse voices (pp. 

245–263). Wiley. 

Posey-Maddox, L. (2017). Schooling in suburbia: the intersections of race, class, gender, 

and place in black fathers’ engagement and family–school relationships. Gender 

and Education, 29(5), 577–593. https://doi.org/10.1080/09540253.2016.1274389  

Preston, C. J. (2019). Blackfaced at the Blacks: Audience participation in Jean Genet’s 

lessons on race. Modern Drama, 62(1), 1–22. https://doi.org/10.3138/md.0964 

https://doi.org/10.1080/02255189.2014.899893
https://journals.sagepub.com/doi/pdf/10.1177/1609406918825026
https://doi.org/10.1080/00131911.2016.1263075
https://doi.org/10.57709/35454025
https://doi.org/10.1080/09540253.2016.1274389
https://doi.org/10.3138/md.0964


161 

 

Price-Dennis, D., & Sealey-Ruiz, Y. (2021). Advancing racial literacies in teacher 

education: Activism for equity in digital spaces. Teachers College Press. 

Prosek, E. A., & Gibson, D. M. (2021). Promoting rigorous research by examining lived 

experiences: A review of four qualitative traditions. Journal of Counseling & 

Development, 99(2), 167–177. https://doi.org/10.1002/jcad.12364 

Ravitch, S. M., & Carl, N. M. (2021). Qualitative research. Sage. 

Reeble, C. J., Lefler, E. K., Abu-Ramadan, T., Bodalski, E. A., & Canu, W. H. (2023). 

Social support in college students with ADHD symptoms: Quantity beats quality 

in moderating impairment. Journal of College Student Psychotherapy, 1-22. 

https://doi.org/10.1080/87568225.2023.2202351 

Remziye, C., Feride, G. Ç., & Betul, D. (2019). The effect of drama activities on five-

year-old children's social skills. Educational Research and Reviews, 14(12), 434–

442. https://doi.org/10.5897/err2019.3739  

Rogers, L. O., & Butler‐Barnes, S. T. (2022). “[E] ven though we don’t have 

everything… We build our own thing”: Exploring Black girl space. Journal of 

Research on Adolescence, 32(1), 49–68. https://doi.org/10.1111/jora.12697 

Rose, J., & Johnson, C. W. (2020). Contextualizing reliability and validity in qualitative 

research: Toward more rigorous and trustworthy qualitative social science in 

leisure research. Journal of Leisure Research, 51(4), 432–451. 

https://doi.org/10.1080/00222216.2020.1722042 

Rowlands, J. (2021). Interviewee transcript review as a tool to improve data quality and 

participant confidence in sensitive research. International Journal of Qualitative 

https://doi.org/10.1002/jcad.12364
https://doi.org/10.1080/87568225.2023.2202351
https://doi.org/10.5897/err2019.3739
https://doi.org/10.1111/jora.12697
https://doi.org/10.1080/00222216.2020.1722042


162 

 

Methods, 20, Article 16094069211066170. 

https://doi.org/10.1177/16094069211066170  

Ruffin, N., & Blake, J. J. (2023). Interventions supporting positive psychosocial 

functioning of Black adolescent girls: A narrative review. Theory Into Practice, 

1–13. https://doi.org/10.1080/00405841.2023.2256621  

Ruppel, D. J. (2022). Global imaginaries and elephantine artifice: Re-presenting race and 

time in André valladier’s labyrinthe Royal de l’Hercule Gaulois triumphant. 

TDR/The Drama Review, 66(4), 83–108. 

https://doi.org/10.1017/s1054204322000582 

Saldaña, J. (2014). Coding and analysis strategies. In The Oxford handbook of qualitative 

research. Oxford. https://doi.org/10.1093/oxfordhb/9780199811755.013.001 

Salverson, J. (2023). Theatre beyond culture wars: why we need to get over ourselves. In 

Research in Drama Education: The Journal of Applied Theatre and Performance, 

3, 405–413. https://doi.org/10.1080/13569783.2023.2228210 

Sanchez-Hucles, J. V., & Davis, D. D. (2010). Women and women of color in leadership: 

Complexity, identity, and intersectionality. American Psychologist, 65(3), 171–181. 

https://doi.org/10.1037/a0017459 

Savage, S., Williams, K. E., Berry, L., & Oreopoulos, J. (2022). Parental perceptions of 

the Sing&Grow programme: Group music therapy building knowledge, confidence 

and social support. Journal of Family Studies, 28(3), 1005–1022. 

https://doi.org/10.1080/13229400.2020.1776755  

https://doi.org/10.1177/16094069211066170
https://doi.org/10.1080/00405841.2023.2256621
https://doi.org/10.1017/s1054204322000582
https://doi.org/10.1093/oxfordhb/9780199811755.013.001
https://doi.org/10.1080/13569783.2023.2228210
https://psycnet.apa.org/doi/10.1037/a0017459
https://doi.org/10.1080/13229400.2020.1776755


163 

 

Sawyer, J., & Earle, S. (2019). Applied theatre as participatory action research: 

Empowering youth, reframing depression. International Journal of Innovative 

Creative Change, 4(4), 83–97. 

Schell, C. J., Dyson, K., Fuentes, T. L., Des Roches, S., Harris, N. C., Miller, D. S., & 

Lambert, M. R. (2020). The ecological and evolutionary consequences of 

systemic racism in urban environments. Science, 369(6510), Article eaay4497. 

Schupak, E. B. (2018). Ultra-Orthodox Jewish women performing gender in Julius 

Caesar. Research in Drama Education: The Journal of Applied Theatre and 

Performance, 24(2), 1–18. https://doi.org/10.1080/13569783.2018.1561255 

Scott, M. N. (2023). Fix your crown, Queen: Supporting Black girls through a culturally 

enriched social-emotional learning intervention (Publication No. 30725388) 

[Doctoral dissertation, University of Cincinnati]. University of Cincinnati 

ProQuest Dissertations Publishing.  

Seaton, E. K., & Douglass, S. (2014). School diversity and racial discrimination among 

African-American adolescents. Cultural Diversity and Ethnic Minority 

Psychology, 20(2), 156–165.  https://doi.org/10.1037/a0035322 

Seltzer, K. (2019). Performing ideologies: Fostering raciolinguistic literacies through 

role‐play in a high school English classroom. Journal of Adolescent & Adult 

Literacy, 63(2), 147–155. https://doi.org/10.1002/jaal.966 

Senior, W. L. (2021). Why we need to explore race with Black children. Dramatherapy, 

42(1–3), 18–29. https://doi.org/10.1177/02630672221121478 

https://doi.org/10.1080/13569783.2018.1561255
https://psycnet.apa.org/doi/10.1037/a0035322
https://doi.org/10.1002/jaal.966
https://doi.org/10.1177/02630672221121478


164 

 

Sharma, P. (2021). Undoing gender: Contemporary women theatre makers in India. 

Tiyatro Eleştirmenliği ve Dramaturji Bölümü Dergisi / Journal of Theatre Criticism 

and Dramaturgy, 0(33), 1–19. https://doi.org/10.26650/jtcd.1008575 

Shem-Tov, N. (2013). Black skin, White pioneer: Non-traditional casting in an Israeli 

school pageant. Research in Drama Education: The Journal of Applied Theatre and 

Performance, 18(4), 346–358. https://doi.org/10.1080/13569783.2013.836921 

Shorter-Gooden, K., & Washington, N. C. (1996). Young, Black, and female: The 

challenge of weaving an identity. Journal of Adolescence, 19(5), 465-475. 

https://doi.org/10.1006/jado.1996.0044 

Shuster, M. (2019). Television antiheroines: Women behaving badly in crime and prison 

drama. Journal of Gender Studies, 28(1), 119–120. 

https://doi.org/10.1080/09589236.2018.1546232  

Silverman, R. M., & Patterson, K. (2021). Qualitative research methods for community 

development. Routledge. 

Simamora, R. M. (2020). The Challenges of online learning during the COVID-19 

pandemic: An essay analysis of performing arts education students. Studies in 

Learning and Teaching, 1(2), 86–103. https://doi.org/10.46627/silet.v1i2.38 

Slater, L. (2005). Leadership for collaboration: An affective process. International 

Journal of Leadership in Education, 8(4), 321–333. 

https://doi.org/10.1080/13603120500088745 

Smith, M. (2022). Engaging characters: Fiction, emotion, and the cinema. Oxford 

University Press. 

https://doi.org/10.26650/jtcd.1008575
https://doi.org/10.1080/13569783.2013.836921
https://doi.org/10.1006/jado.1996.0044
https://doi.org/10.1080/09589236.2018.1546232
https://doi.org/10.46627/silet.v1i2.38
https://doi.org/10.1080/13603120500088745


165 

 

Spitzer, B., & Aronson, J. (2015). Minding and mending the gap: Social psychological 

interventions to reduce educational disparities. British Journal of Educational 

Psychology, 85(1), 1–18. https://doi.org/10.1111/bjep.12067 

Staples-Dixon, J. M. (2023). Extraordinary literacies & empyreal logics: Regarding the 

everyday praxises of Black girls and women in schools and society. International 

Journal of Qualitative Studies in Education, 36(7), 1207–1211. 

https://doi.org/10.1080/09518398.2023.2203100 

Steccolini, I. (2022). What counts as “good” qualitative accounting research? 

Researchers’ perspectives on assessing and proving research quality. Accounting, 

Auditing & Accountability Journal, 36(3), 1032–1057. 

https://doi.org/10.1108/AAAJ-05-2022-5808 

Steffen, W. (2020). Hewers of wood, drawers of gall: The wooden economies of race in 

Titus Andronicus and lust’s dominion. Renaissance Drama, 48(2), 157–181. 

https://doi.org/10.1086/712101  

Stephenson, L. (2023). Collective creativity and wellbeing dispositions: Children's 

perceptions of learning through drama. Thinking Skills and Creativity, 47, Article 

101188. 

Stern, Y. (2021). Gender and nation tightly bound: Ita Segev’s Knot in My Name. 

TDR/The Drama Review, 65(3), 143–149. 

https://doi.org/10.1017/s1054204321000368 

Strahan, D. B., & Poteat, B. (2022). Dialogues in middle level education research. 

Routledge. 

https://doi.org/10.1111/bjep.12067
https://doi.org/10.1080/09518398.2023.2203100
https://doi.org/10.1108/AAAJ-05-2022-5808
https://doi.org/10.1086/712101
https://doi.org/10.1017/s1054204321000368


166 

 

Stratton, S. J. (2021). Population research: Convenience sampling strategies. Prehospital 

and Disaster Medicine, 36(4), 373–374. 

https://doi.org/10.1017/S1049023X21000649 

Stufft, M. (2013). Putting collaboration front and center: Assessment strategies for theatre 

departments. Theatre Topics. https://muse.jhu.edu/pub/1/article/502852/summary  

Stutterheim, S. E., & Ratcliffe, S. E. (2021). Understanding and addressing stigma 

through qualitative research: Four reasons why we need qualitative studies. 

Stigma and Health, 6(1), 8–19. https://doi.org/10.1037/sah0000283 

Swanson, K. W. (2010). Constructing a learning partnership in transformative teacher 

development. Reflective Practice, 11(2), 259–269. 

https://doi.org/10.1080/14623941003672428 

Tanner, S. J. (2018). Naming whiteness in a high school drama program: A youth 

participatory action research, theatrical inquiry into whiteness. In The Palgrave 

handbook of race and the arts in education (pp. 391–406). Springer International 

Publishing. 

Tomaszewski, L. E., Zarestky, J., & Gonzalez, E. (2020). Planning qualitative research: 

Design and decision making for new researchers. International Journal of 

Qualitative Methods, 19, Article 1609406920967174. 

https://doi.org/10.1177/1609406920967174 

Trezise, B., Vengurlekar, N., & Whittaker, M. (2023). Shared uncertainties: Mapping 

digital teaching artistry in youth performing arts during COVID-19. Research in 

https://doi.org/10.1017/S1049023X21000649
https://muse.jhu.edu/pub/1/article/502852/summary
https://doi.org/10.1037/sah0000283
https://doi.org/10.1080/14623941003672428
https://doi.org/10.1177/1609406920967174


167 

 

Drama Education: The Journal of Applied Theatre and Performance, 1–14. 

https://doi.org/10.1080/13569783.2023.2227579  

U.S. Census Bureau. (2022). About the topic of race. 

https://www.census.gov/topics/population/race/about.html#:~:text=Black%20or%

20African%20American%20%E2%80%93%20A,tribal%20affiliation%20or%20c

ommunity%20attachment. 

Van de Water, M. (2021). Drama in education: why drama is necessary. In SHS web of 

conferences (Vol. 98, p. 02009). EDP Sciences. 

Vaquera, E., Aranda, E., & Sousa-Rodriguez, I. (2017). Emotional challenges of 

undocumented young adults: Ontological security, emotional capital, and well-

being. Social Problems, 64(2), 298–314. https://doi.org/10.1093/socpro/spx010  

Váradi, J. (2022). A review of the literature on the relationship of music education to the 

development of socio-emotional learning. SAGE Open, 12(1), Article 

215824402110685. https://doi.org/10.1177/21582440211068501 

Vasileiou, K., Barnett, J., Thorpe, S., & Young, T. (2018). Characterising and justifying 

sample size sufficiency in interview-based studies: systematic analysis of 

qualitative health research over a 15-year period. BMC Medical Research 

Methodology, 18, 1–18. https://doi.org/10.1186/s12874-018-0594-7 

Vox. (2019, May 16). A new report shows how racism and bias deny black girls their 

childhoods. https://www.vox.com/identities/2019/5/16/18624683/black-girls-

racism-bias-adultification-discipline-georgetown 

https://doi.org/10.1080/13569783.2023.2227579
https://www.census.gov/topics/population/race/about.html#:~:text=Black%20or%20African%20American%20%E2%80%93%20A,tribal%20affiliation%20or%20community%20attachment
https://www.census.gov/topics/population/race/about.html#:~:text=Black%20or%20African%20American%20%E2%80%93%20A,tribal%20affiliation%20or%20community%20attachment
https://www.census.gov/topics/population/race/about.html#:~:text=Black%20or%20African%20American%20%E2%80%93%20A,tribal%20affiliation%20or%20community%20attachment
https://doi.org/10.1093/socpro/spx010
https://doi.org/10.1177/21582440211068501
https://doi.org/10.1186/s12874-018-0594-7
https://www.vox.com/identities/2019/5/16/18624683/black-girls-racism-bias-adultification-discipline-georgetown
https://www.vox.com/identities/2019/5/16/18624683/black-girls-racism-bias-adultification-discipline-georgetown


168 

 

Wang, G. (2021). The gender of knowledge in forensic drama of late imperial China. Nan 

Nu: Men, Women, and Gender in Early and Imperial China, 23(2), 237–271. 

https://doi.org/10.1163/15685268-02320025  

Wasmuth, S., Pritchard, K., Milton, C., & Smith, E. (2020). A mixed-method analysis of 

community-engaged theatre illuminates Black women’s experiences of racism 

and addresses healthcare inequities by targeting provider bias. Inquiry, 57, Article 

004695802097625. https://doi.org/10.1177/0046958020976255 

Weinberg, A. E., Trott, C. D., Wakefield, W., Merritt, E. G., & Archambault, L. (2020). 

Looking inward, outward, and forward: Exploring the process of transformative 

learning in teacher education for a sustainable future. Sustainability Science, 15, 

1767–1787. https://doi.org/10.1007/s11625-020-00831-9 

West, T. (2021). Drama education: Towards building peer relationships between 

culturally diverse adolescents [Doctoral dissertation, Murdoch University]. 

Murdoch University Repository. 

https://researchportal.murdoch.edu.au/esploro/outputs/graduate/Drama-

Education-Towards-building-peer-relationships/991005541307307891  

Williams, A. L. (2022). A radical practice of inclusion: Choreographing race and gender 

with Ananya Dance Theatre. TDR/The Drama Review, 66(1), 102–118. 

https://doi.org/10.1017/s1054204321000770 

Wilson, D. E. (2020). Moving toward democratic-transformational leadership in 

academic libraries. Library Management, 41(8/9), 731-744. 

https://doi.org/10.1108/LM-03-2020-0044 

https://doi.org/10.1163/15685268-02320025
https://doi.org/10.1177/0046958020976255
https://doi.org/10.1007/s11625-020-00831-9
https://researchportal.murdoch.edu.au/esploro/outputs/graduate/Drama-Education-Towards-building-peer-relationships/991005541307307891
https://researchportal.murdoch.edu.au/esploro/outputs/graduate/Drama-Education-Towards-building-peer-relationships/991005541307307891
https://doi.org/10.1017/s1054204321000770
https://doi.org/10.1108/LM-03-2020-0044


169 

 

Wilson, D. E. (2023). Black girls & depression: Rising above gendered 

racism (Publication No. 30632736.) [Doctoral dissertation, California State 

University, Sacramento]. California State University, Sacramento ProQuest 

Dissertations Publishing. 

Winsler, A., Gara, T. V., Alegrado, A., Castro, S., & Tavassolie, T. (2020). Selection 

into, and academic benefits from, arts-related courses in middle school among 

low-income, ethnically diverse youth. Psychology of Aesthetics, Creativity, and 

the Arts, 14(4), 415–422. https://doi.org/10.1037/aca0000222  

Yaacoba, A., & Newberryb, T. S. (2019). The scope of comparative literary studies: 

Review of schools of study. International Journal of Innovation, Creativity and 

Change, 7(3). 

http://irep.iium.edu.my/79860/8/79860_The%20scope%20of%20comparative%2

0literary%20studies.pdf 

Zajacova, A., & Lawrence, E. M. (2018). The relationship between education and health: 

reducing disparities through a contextual approach. Annual Review of Public 

Health, 39, 273–289. https://doi.org/10.1146/annurev-publhealth-031816-044628 

 Zhou, T. (2019). Drama education differences between China and western 

countries. Asian Education Studies. https://doi.org/10.20849/aes.v4i2.657 

Zimmermann, C. R. (2018). The penalty of being a young Black girl: Kindergarten 

teachers’ perceptions of children’s problem behaviors and student–teacher conflict 

by the intersection of race and gender. The Journal of Negro Education, 87(2), 

154–168. https://doi.org/10.7709/jnegroeducation.87.2.0154 

https://psycnet.apa.org/doi/10.1037/aca0000222
http://irep.iium.edu.my/79860/8/79860_The%20scope%20of%20comparative%20literary%20studies.pdf
http://irep.iium.edu.my/79860/8/79860_The%20scope%20of%20comparative%20literary%20studies.pdf
https://doi.org/10.1146/annurev-publhealth-031816-044628
https://doi.org/10.20849/aes.v4i2.657
https://doi.org/10.7709/jnegroeducation.87.2.0154


170 

 

Zimmermann, C. R., & Keynton, R. (2021). When to call home?: The intersection of race 

and gender and teacher communication with parents in first grade. Race, Ethnicity 

and Education, 1–20. https://doi.org/10.1080/13613324.2021.1890567  

 

 

 

 

 

Appendix A: Participant Screening Questionnaires 

This appendix contains screening questionnaires for each of the three target 

populations. T 

he screening questionnaire contains one question that will direct the potential 

participant to the relevant participant screening questions: 

1. Did you participate in drama education as an adolescent (Ages 11-17). [Yes/No] 

2. Are you Black or African American? [Yes/No/Prefer not to answer] 

A response of No or Prefer not to answer disqualifies a potential participant. 

3. What is your biological sex? [Male/Female/Prefer not to answer] 

A response of Male or Prefer not to answer disqualifies a potential participant. 

4. During what years did participate in drama education? Please select all that apply. 

a. Grade 6 

b. Grade 7 

c. Grade 8 

https://doi.org/10.1080/13613324.2021.1890567
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d. Grade 9 

e. Grade 10 

f. Grade 11 

g. Grade 12 

h. None of the above 

The participant must choose at least two years to qualify for the study. 

5. What was the setting of your drama education class or program? Please select all 

that apply. 

i. Private company 

j. Community class or program 

k. Drama class in middle or high school 

l. None of the above 

A response of None of the above disqualifies a potential participant. 

6. What is your current age? 

m. Under 18 

n. 18-25 

o. 26 or older 

An answer of Under 18 or 26 or order disqualifies a potential participant. 

 

7. Please leave contact information for the researcher: 

Name: 

State: 



172 

 

Email Address: 

Phone number: 

 

 

 

 

 



173 

Appendix B: Recruitment Flier 



174 

 

Appendix C: Participant Welcome Letter 

Date: XX/XX/2024 

From: Davina Ware 

Subject: Request to Participate in Doctoral Study Interview 

To: Participant 

Hi Participant name, 

My name is Davina Ware, and I am a doctoral student at Ashland University. I am 

recruiting drama students, teachers, and parents to participate in my doctoral study. By 

way of this letter, I would like to invite you to participate in a virtual interview to answer 

X open-ended questions about your experiences with drama classes and education. 

 

Purpose of the Study: 

The purpose of this study is to explore how drama education influences the 

socioemotional learning of Black adolescent females. Implications for positive social 

change of this study include understanding ways that drama educators can help the social 

and emotional learning of Black women through drama education. 

 

Why I Need You? 

I will need you to schedule a time I may conduct a virtual interview with you that will 

take place during Zoom. During the interview, I will ask you X questions approved by 

my dissertation committee at Ashland University. The topic of questions will all surround 

your experiences with drama education for middle and high school students. Once the 
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interview is complete, I will transcribe your responses and provide you an opportunity to 

check the content for accuracy.  

 

Please contact me so I can schedule some time to conduct a virtual interview with you. 

 

I am attaching an informed consent form to this email. Once you have read it, please 

contact me if you have any questions. If you consent to participate in this study, the 

informed consent form asks you to reply to this email with the words, “I consent.” 

 

Thank you for your consideration and participation in this study, 

Davina Ware 

 

 

 

 

 

 

 

 

Appendix D: Informed Consent Form 

You are invited to participate in a research study about the role of drama education and 
the influence it has on the socioemotional learning and leadership development of Black 
adolescent females. 
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The study's title is Drama Education: In the Lives of Black Girls (Exploring how 

Drama Influences the Socioemotional Learning and Leadership Development of 

Black Adolescent Females) 

  

This form is part of a process called “informed consent” to allow you to understand this 

study before deciding whether to take part. 

This study seeks 8 volunteers: who meet the following criteria: 

Drama Students: 

• Must be 18-25 years old 

• Must have participated in drama during middle or high school for at least 2 years 

• Must be a Black female 

 

This study is being conducted by a researcher named Davina N Ware, a doctoral student 

at Ashland University. 

 

Study Purpose: 

The purpose of this study is to understand how drama education influences the 

socioemotional learning and leadership development of Black adolescent females. 

 

Procedures: 

This study involves the following steps: 

● Participate in confidential, recorded, interviews via zoom/skype (45-60 minutes) 
● Review a typed transcript of your interview to make corrections if needed (email option 

available) (10 minutes) 

● Review a 1–2-page summary of the researcher’s results and provide your feedback (20 

minutes) 

 
Research Questions: 

RQ1: In what ways do Black females who participated in drama education during their 

adolescence perceive its influence on their socioemotional learning?  

RQ2: In what ways do Black females who participated in drama education during their 
adolescence perceive its influence on their leadership development? 

 

All interviews will be scheduled at a time that is convenient to the counselor/participant. 

  

Voluntary Nature of the Study: 

Research should only be done with those who freely volunteer. So, everyone involved 

will respect your decision to join or not. You will be treated the same regardless of 

whether or not you join the study. If you decide to join the study now, you can still 

change your mind later. You 

  

  

A15 
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may stop at any time. The researcher will seek 18 volunteers for this study. Please note 

that not all volunteers will be contacted to take part. There is no compensation for 

participants. 

  

Risks and Benefits of Being in the Study: 

  

Being in this study should not involve more risk than the minor discomforts 

that can be encountered in daily life. 

This study offers no direct benefits to individual volunteers. The aim of this study is to 

benefit society by informing professionals regarding the experiences of drama 

students, parents and teachers with socioemotional learning. 

  

Privacy: 

  

The researcher is required to protect your privacy. Your identity will be kept 

confidential. The researcher will not use your personal information for any purposes 

outside of this research project. Also, the researcher will not include your name or 

anything else that could identify you in the study reports. If the researcher were to share 

this dataset with another researcher in the future, the researcher must remove all names 

and identifying details before sharing; this would not involve another round of obtaining 

informed consent. Codes will be used in place of names. Your first and last initials will 

be used with a number. Data will be stored on a hard drive belonging to the researcher. 

The hard drive will be placed in secure/locked storage. The hard drive will be password 

protected. Data will also be stored on a computer belonging to the researcher with a 

secure password. Data will be kept for at least five years, as the university requires. 

  

Contacts and Questions: 

  

You can ask questions of the researcher by email: dware3@ashland.edu. If you 

want to talk privately about your rights as a participant or any negative parts of the 

study, you can call Ashland University’s Research Participant. 

  

You might wish to retain this consent form for your records. You may ask the 

researcher or Ashland University for a copy at any time using the contact info 

above. 

  

Obtaining Your Consent 

  

If you understand the study well enough to participate, please reply to this email with the 

words, “I consent.” 

  

mailto:dware3@ashland.edu


178 

 

Sincerely, 

  
Davina Ware, M.Ed. 

Doctoral Candidate  

Ashland University 

Dware3@ashland.edu 

(614) 312-3477 

  

  

  

  

 

. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

mailto:Dware3@ashland.edu
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Appendix E: Interview Guide 

Date: ______________ 

 

Respondent Number: __________ 

 

1. Introduce self to the participant 

Thank you for participating in this study and your willingness to complete the 

interview process. My name is Davina Ware, and I’m a student at Ashland University 

conducting research on how drama education influences the social and emotional 

learning of Black adolescent females. 

2. Introduce the research question, the purpose of the study and answer any initial 

questions the participant may have. 

 The purpose of my study is to explore how drama education influences the 

socioemotional learning of Black females. The research question I’m trying to address 

are: 

RQ1: In what ways do Black females who participated in drama education during their 

adolescence perceive its influence on their socioemotional learning? 

RQ2: In what ways do Black females who participated in drama education during their 

adolescence perceive its influence on their leadership development? 

3. Thank the participants for their participation in the study. 

Thank you again for agreeing to participate in my study.  

4. Review the informed consent form and answer any questions the participant may have. 

Before we continue, I need to verify that you have signed the consent form and 

understand the ethical standards for this interview. All personal information will be 
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stored electronically and may only be accessed to me via a password. Raw data will be 

kept in a password-protected cloud drive only accessible to me. When the information 

from the interview is published in the final study, participant confidentiality will remain. 

All transcripts and recordings of the interview will be kept private on a password-

protected computer accessible to me only. Do you have any questions about the consent 

form or any of the measures taken to preserve your confidentiality? 

5. Provide the participant with a copy of the informed consent form for their personal 

records and review. 

Here's a copy of the informed consent form for your personal records and review. 

6. Begin recording the interview. 

Do I have your permission to begin recording the interview now? 

7. Introduce the participant using their respondent number, the date and time of the 

interview. 

During this interview, I’m going to refer to you as Participant (Insert participant 

number). Today’s date is (insert today’s date) and the time of the interview is (Insert 

Today’s time). RQ 

8. Start the interview using the interview questions. 

Interview question 

1. Please describe your experiences with drama classes in middle school or high 

school? [Icebreaker] 

Prompting: 

• Did your experiences differ in middle school and high school? 

2. How do you think drama classes helped or hurt your self-awareness? 

3. How do you think drama classes helped or hurt your ability to understand your 

emotions?  
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4. How do you think drama classes helped or hurt your socialization with other 

students? 

5. How did drama classes help you express your thoughts and feelings about your 

race? 

6. How did drama classes help you express your thoughts and feelings about your 

gender? 

7. What challenges did you encounter with drama classes? 

Prompting: 

• Did you encounter any challenges with drama classes due to your race? 

• Did you encounter any challenges with drama classes due to your 

gender? 

8. How do you think drama education helped you form your identity?  

Prompting Questions: 

• Can you describe your identity before you participated in drama? 

• How would you describe your identity now? 

9. Can you describe an experience in drama class where you expressed your 

identity? 

10. How do you think drama classes have influenced your adult life? 

11. Is there anything you’d like to discuss about drama classes or education that 

we haven’t covered? [Closing]. 

 

9. Ask any follow-up questions. 

10. End the interview and stop the recording. Explain to the participant of the member 

checking and transcription review process. 

We have reached the end of this interview. Thank you for your participation in 

this study and sharing your personal experiences with me. I appreciate your transparency 

and honesty in each of your responses. Do you have any questions about the interview or 

the research process?  

As a reminder, I will take the audio from these recordings and transcribe them 

verbatim. I will be emailing you a copy of the interview transcript. It would be great if 
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you can review the transcript and make sure that you’re comfortable with all of the 

responses. If you’d like any changes to be made to the transcript so that it more 

accurately reflects your thoughts and ideas, please let me know. That’s an important part 

of the research process. 

11. Thank the participant for the participation in the study. 

Thank you again for participating in my study. You can contact me at any time if 

you have any questions or concerns. 
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