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1. Introduction
Social justice-focused education research is aimed at creating all the agents that make up the education, 
creating awareness of the existing power relations through these agents, gaining the ability to intervene in 
these power relations and eventually changing the relations and creating a more just society.

In such research, social justice for transformative teacher education, class injustice, inequality of op-
portunities for teacher training (Cochran-Smith, Barnatt, Lahann, Shakman, & Terell, 2009; Hill-Jackson & 
Lewis, 2010), social justice practices in schools (Tomul, 2009), critical handling of educational programmes 
(İşeri, 2015), identity-based discrimination (Chandler-Thadis, 2007; Casey, Lozenski, & McManimon, 2013; 
Çayır & Ceyhan, 2012), locality-universality, the ideological function of education programmes and text-
books (Çayır & Ceyhan, 2012), anti-democratic class management strategies, teacher training appraoches 
(Casey et al., 2013), and the debate on the training of intellectual transformative teachers against technocrat 
teachers (Tezgiden-Çakçak, 2015; Gürkaynak, 2014) appear to be discussed.

The majority of educational research related to social justice in Turkey deals with the issues of reflecting 
neo-liberal economic policies on education (Çelik, 2014; Kurul et al., 2013; Fırat, 2013; Polat, 2013), pre-
senting critical descriptions of the teaching profession and teacher training process (Buyruk, 2015; Okçabol, 
2013), interpreting and transferring the data obtained from the interviews with the teachers and teacher 
candidates who are the victims of social injustices (Soydan, 2012; Ulutaş, 2013), and discussions based on 
further theoretical debate (Gök, 2013).

It is seen that the common feature of such researches is to give an external critique of social injustices. 
However, there is no study in which teachers and teacher candidates act, and criticism of injustice comes 
from inside. However, the idea of justice in education is even more concerned with a participatory discus-
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sion and a focus on decision-making. Thus, justice can become relational, not static. Action and process-
based creation of justice can solve this problem (Enslin, 2006, as cited in Young, 1990). In order to achieve 
the aim of social justice studies in education, it is pointed out that an interaction between the participants 
should be formed and that they need to contact each other.

The researcher’s observations were also effective in determining the purpose of the study. The research-
er works in a teacher training institution. He teaches courses such as creative drama and art education. He 
has also been an academic advisor to one of the institution’s student communities for five years. In this way, 
he is in intensive communication and interaction with the teacher candidates in the institution, both inside 
and outside the classroom.

According to the researcher’s observations inside and outside the classroom, teacher candidates some-
times have conflicts because of differences in ideological opinion, ethnicity or religious beliefs. It was ob-
served that teacher candidates had prejudices against each other because of the conflicts among them, they 
did not contact or communicate with each other and they developed resistance against each other.

The fact that teacher candidates carry their prejudices to the schools they will serve in the future can 
reproduce the existing conflicts in educational environments. The reproduction of existing prejudices may 
lead to teacher candidates marginalising their future students and colleagues, or teacher candidates them-
selves may be marginalised. School is one of the social environments where the provision of justice is im-
portant. In schools, teachers have a great responsibility for the provision of justice, because schools are the 
social environments where the different cultures, learning styles, gender and disability are intersected.

Teachers are responsible for being able to interpret students’ different perceptions in understanding 
and evaluating life and for being able to come into contact with students of different characteristics (Dant-
ley, 2016). This is because prejudices and hierarchical power relations can occur among students with dif-
ferences in school environments where teachers do not have such skills. The role of the teacher in providing 
justice starts at this point. The skills that teachers should have for providing justice should be gained in the 
process of teacher training. Thus, teachers go to school environments equipped to provide justice.

For these reasons, it is necessary to establish contact zones between teacher candidates, where they can 
discuss their prejudices, the conflicts between them and the underlying reasons. Studies based on partici-
pation and engagement may provide opportunities for young people to work on social problems affecting 
their lives, while also opening the way for decision-making processes to solve these problems (Cammarota 
& Fine, 2008). One of the effective ways in which teacher candidates can come into contact as equal partici-
pants and discuss the reasons for their differences is the creative drama with its experience and participa-
tory centered structure. Creative drama, based on the experiences of the members of a group, is the imper-
sonation of a purpose and thought through techniques such as improvisation and role-playing (Adıgüzel, 
2017). Among the general characteristics of creative drama that can allow such studies to take place are the 
following: that it is a participation-centered, not result- but process-oriented group activity based on the 
experiences of the participants and that it can be applied in every place (Adıgüzel, 2017). 

Neelands (2016) states that it is a spontaneous model of social justice that groups of people come to-
gether to produce and share with creative drama. He explained it by the circle metaphor; those who partici-
pate in creative drama processes challenge hierarchical power relations through circles. 

There are researches on the use of creative drama as a method related to social justice. The subject 
of these researches is related to masculinity culture and violence (Balfour, 2000), teacher-student interac-
tion in creative drama classes in the context of values and ethics (Freebody, 2010), creative drama class as 
a community in which power and resistance relations occur (Yaşar, 2006), the possibilities of interaction 
and change provided by the performances of students with different ethnic identities at the end of a struc-
tured process with creative drama techniques (Sallis, 2014), the effect of creative drama on the process of 
educational reforms (Gallagher & Service, 2010) and whether role-based strategies in classroom research 
have changed students’ positions (Aitken, 2014; Gallagher, 2014), research ways of linking through creative 
drama among participants from different cultures (Winston & Chun Lin, 2015), the evaluation of creative 
drama activities in school environments focusing on multiculturalism, democracy and citizenship (Gal-
lagher & Riviere, 2007), and the question of how people with different identities build in terms of power 
relations through creative drama (Neelands, 2007).

In the field of creative drama it is seen that another point is emphasised while conducting research 
on social justice education, where social change is discussed through the establishment of zones in which 
different people come into contact. According to Finneran (2014), studies in the field of creative drama 
intersect with the fields of theatre, education, performance and social work. This intersection allows work-
ing with participants from different social classes. However, it may be difficult to achieve a balance between 
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those who have low levels of cultural capital and those with a higher cultural capital among participants 
from different social strata. Therefore, the lack of cultural capital and habitus should be taken into account 
when examining social contexts in the field of creative drama. Therefore, it can be concluded that it is im-
portant to look at the relationship of these differences with the class culture while investigating the underly-
ing causes of their differences in the zones of contact with others.

However, there is very little research that focuses especially on teacher candidates, who were brought 
together and the reasons of possible conflicts were questioned by considering the class culture. Therefore, 
it can be said that teacher candidates need to come in contact and the reasons for the conflicts arising from 
the differences between them can be discussed in order to discuss the types of capital they bring from class 
cultures and their habitus. This can contribute to the transformation of teacher candidates into respectful, 
democratic and fair teachers. In this context, the focus of the study is on investigating whether creative 
drama is able to bring the teacher candidates in contact with the conflicts arising from the cultural differ-
ences and whether they can question the reasons of their differences by considering their class culture.

2. Aim
The aim of this study is to bring the teacher candidates together using the creative drama method and to 
discuss the differences and the reasons for their differences in class culture. The following questions were 
sought for:

1. Can creative drama be considered as an emancipatory and transformative method?
2. What kind of planning does an emancipatory and transformative work require with creative dra-

ma?
3. Can creative drama practices towards cultural differences (identity-based, class etc.) make a change 

in teacher candidates 
a) to be in contact with the cultural identities they are conflicting;
b) to engage in dialogue, to approach the injustices created by the conflicts arising from differences 
from a different perspective, focused on class culture?

3. Theoretical framework
The theoretical framework of the study was formed by combining Marie Louise Pratt’s “Cultural Contact 
Zones” and Pierre Bourdieu’s “Field-Capital” theories. The reason for this is to culturally examine the in-
justice-oriented conflicts of the teacher candidates in the participant group, and then to find solutions to 
cultural conflicts through class culture analysis.

3.1. Cultural Contact Zones
The concept was first introduced by the linguist Mary Louise Pratt. This concept is mentioned as “Contact 
Zone” and “Cultural Contact Zones” in the international literature. In this study, “Cultural Contact Zone” 
was used. According to Pratt (1991, p. 33), ”Cultural contact zones are the social spaces where different 
cultures often come together, struggle and even clash in the focus of power relations that contain high asym-
metry”. The classroom environment, in particular, offers strong opportunities for the rethinking of cultural 
studies (Holt, 2013). In this study, the cultural contact zones, which are tried to be created, have been struc-
tured in order to determine the ways in which teacher candidates perceive each other, and to discuss the 
conflict points between them. In order to create a cultural contact zone, the creative drama method and the 
teacher candidates’ biographies were rewritten by addressing their personal histories in the focus of justice 
and injustice. Thus, it was aimed to transform the participants’ personal experiences into structural analysis 
of social injustice and a common demand for justice (Torre & Fine, 2008). 

3.2. Bourdieu’s field-capital theory
French sociologist Pierre Bourdieu introduced a new conceptual category to understand how things that 
are produced culturally, economically and institutionally (tastes, language, musical choices, social networks, 
eating and drinking habits, etc.) make the social distinction (as cited in Sever, 2010). The concepts of “habi-
tus” and “capital”, together with the “field”, are central concepts in Bourdieu’s work (as cited in Sever, 2010). 

In this study, the creative drama workshop has been considered as a field of power relations. Creative 
drama workshops are considered as a field in which the play in the social field continues to be played in 
different ways. The reason for this is that creative drama starts from the experiences of the participants. 
Participants acquire these experiences in the social field outside the creative drama workshop. In creative 
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drama processes, these experiences are handled through impersonations. In other words, the game in the 
social field continues to be played and reflected in a different way. 

In addition to being a field of power relations, creative drama has also been considered as a contact zone 
that allows discussion of the injustices created by the power struggles in the social sphere. However, in order 
for the creative drama to be a contact zone feature, first of all, the power struggles that may arise in creative 
drama workshops and the ways in which the field is built are examined. The unique nature of creative drama 
as a discipline (such as being a dramatic activity, making impersonations, and including tactile activities) 
is in a position to influence the participants’ attitudes in the process. The participants’ willingness to par-
ticipate in the game, their use of their bodies and their tendency towards tactile activities, gender-oriented 
perspectives, artistic capital and predisposition to structure their improvisations in an aesthetic context, and 
openness to different views, are some of the situations that constitute the conflict zones which cause creative 
drama to take on the power field as shown.

The reasons for these conflicts were related to the different predispositions that the participants brought 
from their social backgrounds. First of all, the reasons for these conflicts are discussed and the situations 
that can transform creative drama processes into a zone where power relations are discussed. Then, on the 
basis of this awareness created, studies on the distinction and injustice created by the power relations in the 
social field were built.

Habitus is considered to be another central concept for understanding the strategies of the participants 
in the power struggles in the field, and the injustices resulting from the conflicts that arise between them. 
The reason for this is that it has been observed that the experiences (such as gender, social status, discrimi-
nation) are reflected in the hidden (more or less unconsciously internalised) predispositions.

In this study, the concept of capital is particularly considered as economic and cultural capital. The 
participants’ biographies, rewritten on the basis of justice and injustice, were found to correspond to a total 
narrative of deprivation. A common narrative of deprivation was useful for participants to focus on their 
similarities in order to solve conflicts about identity-based issues. Thus, they began to develop awareness 
instead of conflict, by seeing that the roots of injustice they suffered stemmed from the lack of cultural and 
economic capital in their social background.

4. Methodology
4.1. Research model
This study is structured with participatory action research, which is a type of qualitative research design. 
The reason for the selection of participatory action research is that the particular research has socially 
transformative goals and involves the use of the creative drama method. Because creative drama is a par-
ticipatory-centered teaching method that requires full and real participation. The basis for participatory 
action research is full participation. For this reason, participatory action research is the research design 
that is the most compatible with the main requirement of creative drama studies which have transformative 
purposes. The undertaking of participatory action research by use of the creative drama method has cre-
ated an environment in which participants can produce their own solutions to injustices. This environment 
largely overlaps with the nature of participatory action research. This research design is generally used in the 
process of identifying the situation that causes the concerns of a group of people with common concerns, 
conducting research together to change and improve this situation, producing knowledge and experience, 
and making the experience and information available to those in similar situations. This common concern 
is decided by the participating group. The common concern may be evident at the beginning of the study or 
may become evident at the later stages of the research. This common concern is called “thematic concern”. 
Participatory action research aims to develop or increase critical awareness of the working group as a whole, 
for the production and analysis of information that helps transform ideas and realities (Kindon, 2005, as 
cited in Glesne, 2012, p. 32).

According to McTaggart (1994), the purpose of participatory action research can be categorised under 
the following three headings:

1. To improve one’s own work;
2. To cooperate with the other participants in the project for the development of the whole partici-

pant group;
3. To cooperate with other participants from different institutional and cultural contexts.
Participatory action research has a structure that requires the full participation of the participants who 

constitute the component of the research in cycles and in each cyclic step. Below is a diagram illustrating the 
steps of participatory action research (McTaggart, 1994):
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Figure 1. Participatory action research cycle

A two-step path was followed for the first step of the cycle. In the first stage, basic studies to understand 
the creative drama as a method were applied by combining the subjects (justice, discrimination, etc.) that 
are in the focus of the research. The implementation of basic studies corresponds to the process of the first 
action. 

The data obtained through systematic observation and process outputs in the first phase of the ap-
plication revealed that identity-based conflicts exist among the participants. At this stage, a re-planning 
was needed. The participants were asked to write their biographies focusing on justice/injustice, in order to 
determine how and in what way the existing conflicts could be addressed and what could be done to change 
them. Thus, effort was made to understand what happened in the background of the conflicts among the 
participants in creative drama processes. Their biographies showed that participants came from similar 
social backgrounds despite their identity-based conflicts. Therefore, a focus group interview was conducted 
with the participants to determine thematic concern. As a result of the focus group interview, the presence 
of social background similarities was also accepted by the participants. It was decided by the participants 
that the next stage of the research should be entered in order to examine the class culture built in social 
backgrounds and to determine the reasons that create the conflict. This decision also corresponds to the 
determination of the thematic concern which is the necessity of the research design. In the second stage of 
the implementation process, studies were conducted to ensure that the similarities in the participants’ class 
culture were discussed in the focus of Bourdieu’s concepts of field, habitus and capital.

In these studies, environments have been created in which participants can work together in order to 
develop a common point of view on injustices in their social backgrounds and to criticise these injustices. 
Participants were divided into small groups and reflected on their experiences as a common problem in 
their social background by transforming them into a dramatic situation. Thus, it was aimed to increase the 
participants’ desire to take action towards the injustices they want to change in their daily life experiences. 
In this study, the participants said that they have identified their common concerns and, as a result, take 
action to change something.

4.2. Participation group of the research
The announcement of the study was made through a poster. The banner was designed so as not to convey 
any message regarding the content of the work to be carried out in the process. The number of students 
contacting the researcher reached forty people at the first meeting by using the contact information in the 
poster. In this meeting, the schedule of the study was decided and the first session started with twenty-three 
students. The application process was completed with fifteen students. The study group consisted of fifteen 
teacher candidates, eight female students and seven male students. Participants in the group are students 
enrolled at a state university.

The average income level, education level, gender roles, cultural and artistic consumption habits, and 
educational backgrounds of the majority of the study group are similar. Therefore, it can be stated that the 
participants have similar social backgrounds. On the other hand, written and oral data collected during 
the first four weeks of the implementation process, show that participants in the group have differences in 
subjects such as ethnicity, mother tongue, religious belief and sect, as well as political opinion.

4.3. Data collection and data collection tools
In this study, data were collected to determine the conflicts that formed the cultural contact zones of the 
participants, the path to be followed for the solution of these conflicts and the path followed for the solution 
of the conflicts. Data were collected through observation, interviews, document analysis and reflective sto-
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ry techniques. No pre-structured observation form was used for observations. Semi-structured interview 
forms were developed for interviews. Expert opinions were sought during the development of these forms.

Some of the interviews were carried out in circles created in creative drama processes by asking ques-
tions that arose at the time of the session. In addition, three focus groups were interviewed during the 
implementation process. In these focus group discussions, the themes related to the related week were pre-
sented to the participants for discussion and they were provided to discuss the subject. Each interview and 
focus group interview was recorded with a voice recorder.

An interview form consisting of four open-ended questions was used to examine the family, the social 
environment, the education and the preferences of the participants in the first focus group interview. In 
the second focus group interview, a semi-structured interview form was prepared. In the third focus group 
interview, a seven-part semi-structured interview form was prepared. In the last focus group interview, a 
semi-structured interview form consisting of five questions was used.

The entire process was recorded through videos; data were collected through interviews, observations 
and process outputs. In the first four weeks of the study, data were collected through observation and pro-
cess outputs. The observations are recorded in notes and process outputs are recorded in separate files cre-
ated for the participants. In addition, sound was recorded during the implementations when it was deemed 
necessary. In the first four weeks of the application, the data were collected to identify how the cultural 
contact zones were formed among the participants. 

After the first four weeks of the research process, the participants were asked to write their biographies 
in the focus of the concepts of justice and injustice, in order to determine the direction that the process 
would follow. Biographies were written freely by the participants without being bound by any formal cri-
teria. After analysing the biographies, a focus group interview was carried out. The main question of this 
focus group interview was “Why am I here?”. Through this question, it was aimed to gather the views of 
the participants about the similarities they brought from their social backgrounds. Another reason for the 
focus group interviews was to record that the participants decided on the thematic concern, as required by 
the research design.

Data were collected through participatory observation, video recordings and process outputs in order 
to understand the perspectives of the class culture and the injustices created by the similarities in the par-
ticipants’ social background. After the two sessions were carried out and the decision was made regarding 
the thematic concern, a second focus group discussion was held in which the dramatic situations that the 
participants would prepare were discussed in terms of the aesthetic components of the fiction and the theo-
retical basis of the study. In this interview, an effort was made to asnwer questions about the dramatic situ-
ations suggested by the participants. It was also discussed whether to render the dramatic situation in the 
context of the theoretical basis for the study. After the focus group interview, data were collected through 
observation, recording of the discussions in the process with the voice recorder and process outputs. At 
the end of the implementation process, participants were asked to write an assessment of whether cultural 
contact zones were formed or not, and whether a perspective on the remedy of injustice was gained. Then, 
in order to support the data collected from the evaluation papers, the participants were divided into three 
groups and five focus groups were interviewed for assessment. Below is a picture summarising the data col-
lection process:

Figure 2. Data Collection Process
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4.4. Data Analysis
Qualitative research data is analysed in four steps: (1) coding of data, (2) finding the themes, (3) arranging 
codes and themes, (4) identifying and interpreting the findings (Yıldırım & Şimşek, 2013). All of the data 
collected through the observation notes, focus group interviews and process outputs of the study were ana-
lysed through descriptive and content analysis. In descriptive analysis, the collected data are summarised 
and interpreted according to previously determined themes (Yıldırım & Şimşek, 2013). 

In the first stage of the study, the data collected through observation, interview and process outputs 
were analysed to determine the points where the participants were contacted, conflicted and differentiated. 
The participant observation technique was used by the researcher. In addition, a drama expert observed 
the process and took notes. The researcher’s and the field expert observer’s notes were compared after each 
session. In addition, the whole process was recorded with a camera. The two experts made use of the video 
recordings at the points where they disagreed in the observation notes. Therefore, the codes obtained from 
the data were tried to be associated with themes such as culture, identity-based discrimination and vio-
lence. Content analysis was used to analyse biographies. The main purpose of content analysis is to reach 
the concepts and relations that can explain the collected data (Yıldırım & Şimşek, 2013). There was no 
conceptual framework for analysing biographies. Thus, content analysis was used for analysing biographies. 
Collected data from biographies were also coded simultaneously by two independent field experts, apart 
from the researcher. The codes obtained by content analysis were compared each time to ensure consistency 
between them. The data is primarily coded explicitly. This type of encoding means that all data are encoded 
row by row. In this process, meaningful patterns were searched by considering the inter-code similarities, 
differences, frequencies, formed sequences, correspondence states and the causal link between them. Simi-
lar patterns are grouped in categories. Then, categories resembling each other are gathered under certain 
themes. It has been investigated whether these themes relate to any existing theoretical and/or conceptual 
framework. After the themes obtained from the analysis of the biographies are associated with a theoreti-
cal framework, all the studies are descriptively analysed in a way that can be related to the concepts of this 
theoretical framework.

5. Findings, results and conclusions
As a result of the analysis and interpretation of the data collected in the study, four themes were reached. 
The following four themes and sub-categories are listed below:

 
Figure 3. Main Themes of The Study

 As a first step, the schedule of the study was determined together with the teacher candidates. In the 
first meeting, the reasons for the participation of teacher candidates and what they perceive as injustice 
were also discussed. It was observed that there were differences between the candidate teachers’ reasons for 
participating in the study and their perception of injustice. For example, some teacher candidates stated that 
injustice was caused by inequality of opportunity and income distribution, while others stated that the re-
strictions on freedom of thought and expression were caused by discrimination and violence against people 
with different identities. It is observed that the opinions expressed by teacher candidates do not represent a 
certain whole, and they are located in a wide range; from class-oriented to identity-oriented.
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Therefore, basic studies have been carried out in order to provide both the teaching of the basic subjects 
related to the creative drama and the contact zones where the teacher candidates can discuss the conflicts 
among themselves. In the first session, meeting and communication concepts were discussed in the focus of 
encountering and contacting the ‘new’. Thus, it was explored whether the participants had prejudices about 
the ‘new’ and how they interacted with these prejudices.

The second title of the second session was determined as perception-sense. This session was held in 
order to examine the reasons for the prejudices expressed in the previous session. In this framework, the 
consequences of looking at society from a fixed point of view are discussed. The upper headline of the third 
session, harmony-trust, was a process in which insecurity, which was the result of prejudices, was discussed 
through the “wall” metaphor. In the first three sessions, the participants’ frustration over using their bodies 
and their difficulties in structuring the improvisations based on dramatic situations were observed. There-
fore, the basic techniques of creative drama, which is the subject of the fourth session, have been explored in 
terms of role playing and improvisation, focusing on physical activity and fiction creation. In the first four 
weeks of primary studies, teacher candidates have been extensively exposed to the concept of injustice with 
a focus on discrimination and violence. In particular, they have touched upon discrimination, violence and 
ethnic origin, religious belief and gender.

Discrimination is the most dominant cultural contact theme that has emerged in the workshops con-
ducted within the scope of the first theme of the study. The discussions in the sub-categories of the first 
theme were mostly shaped around the concept of discrimination. Under this heading, the participants dis-
cussed the discrimination against others and themselves. However, identity-based discussions became a 
vicious circle after a while. Here is a table of what the discrimination group thinks:

Figure 4. Sub-Categories of “Discrimination” According to Participants

 Below is a tiny part of important opinions expressed by the participants about discrimination:
“After learning that my close friend is a LGBTI person, I cannot treat him as a friend. I respect it, but I 

think it’s a disease, and it’s not open to discussion.” (K2)
“On the street, at school, in public transport, etc. in places with disturbing gaze. These glances don’t 

just come from the opposite sex. That’s what women do. I don’t like that either. It makes me feel bad.” (K11)
“I was arguing in a group of friends, it just made me mad that they thought they were right, not inter-

ested in the other party’s ideas. Just because he believed that what he knew was right - I don’t call myself 
right - but he was so insistent and this made me insist. It was about the sect. I thought that people should 
respect their sects, religions and beliefs. He was also denigrating a sect.” (K21)2

However, it has been noticed that conflicts arising from different perceptions of discrimination and 
violence among teacher candidates continue. In order to understand the reasons for these differences in 
depth and to establish the relationship between the experiences reflected in the workshop environment and 
the past experiences, the teacher candidates were asked to write their biographies in the focus of justice and 
injustice.
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The biographies written by the participants, focusing on the concepts of justice and injustice, can be 
described as narratives of “deprivation”. It can be said that the majority of the narratives are based on simi-
lar motifs of deprivation. These shortcomings manifest themselves as the lack of many material and moral 
needs. It is seen that the participants identify injustice with the problems caused by deprivation in their 
lives, starting from childhood. In all biographies it can be said that many injustices have been expressed 
by similar and repetitive forms of deprivation, although they have taken place in a different geographical 
region with different ethnic or religious identity; because the settlements, the family and social environment 
structures, the livelihoods in the social environment (non-continuous, precarious jobs generally), the level 
of education and the type of received education are similar. From this point of view, it can be said that the 
majority of the participants come from a social background with similar and common predispositions. The 
extent and quality of the injustices experienced by the participants in their social environment and in the 
educational processes are similar. It can be said that differences of regional, ethnic, religious and ideologi-
cal identities do not have a distinguishing feature compared to similarities. The categories derived from the 
narratives can be seen as an intertwined spiral structure. It can be stated that injustices towards women’s 
identity are intertwined with education, discrimination with respect to religious identity, violence in the 
education-training process is intertwined with ethnic origin and all of them are intertwined with poverty in 
general. It was concluded that the participants had great similarities in terms of class culture in their social 
background.

This situation was also shared with the participants and it was decided in the next stages of the study 
that injustice would be discussed in the focus of similar points of class culture in the social background. 
In order to make this decision, a focus group interview was held with the participants. In this focus group 
discussion, it was concluded that the conflicts arising from the differences in the previous sessions differed 
rather than provided an opportunity to transform injustices. The participants stated that the conflict did not 
change the situation of the victims as a result of the differences, in addition to the fact that they polarised 
each other. It was stated that the discussion of the similarities in the social background could provide op-
portunities to understand the reasons of these differences and to discuss them on common ground. 

Before the focus group interviews, a dystopia-type movie was watched together in order to support the 
dialogue between the participants and the common ground. Dystopic films convey their narratives through 
non-locations, countries and people. Dystopic societies and systems are closed and totalitarian structures 
in which people resemble each other, where one power is dominant. In dystopic societies, people are not 
aware of the structure they are in. Dystopias may create an opportunity to discuss the themes of injustice 
and similarity without creating sensitivity on issues such as ethnic origin and religious belief. Thus, it was 
thought that the first step could be taken for participants to think about injustices rather than differences in 
their similarities. The sessions after the dystopic film session consisted of the process in which the problem 
of the research was tried to be explored on the theoretical basis. The similarities in the participants’ biog-
raphies showed that Bourdieu presented the most appropriate theoretical framework. In later stages of the 
implementation process, similarities between participants’ social background were discussed in Bourdieu’s 
field-capital theory. 

After the theoretical framework is decided, the sessions can be summarised as a process in which 
participants reconstruct their social backgrounds as fictional social spaces in the context of creative drama, 
discuss the similarities between these fields and revitalise the injustices of their social backgrounds with 
their own dramatic situations. In this process, the similarities between the social zones and the dramatic 
situations in which these similarities were reflected have been tried to be examined under the prism of the 
theoretical base. These discussions continued for three sessions. Once the participants became aware of the 
similarity of their biographies, they became more willing to create common ground:

“I noticed the presence of people with whom we have common experiences. You know, after these work-
shops, and actually you know, as you say, there are cultural codes. Maybe we have a lot of common experi-
ences, but the zones where we can express these experiences are limited… No zone for us! Yes! ... Since these 
zones are limited, we are here to raise awareness. This actually happened in all of us. Awareness…” (K14)

“There was a situation like this from my point of view… When you think that the other person has 
similar problems like you, you don’t build a wall between yourself and the others. Everyone has their own 
protection walls. The opposing thought seems to melt your own thought… You are afraid that it will disap-
pear. Rather, there are common ideas, and I think this partnership will be the basis for a healthy dialogue 
to raise ideas.” (K6)

 In the final stage, participants evaluated the process through focus interviews with a workshop and 
small groups. 
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 “I observe that my perspective has changed when we think about Bourdieu’s concepts and interpret 
them. People who are not well educated or not educated are economically disadvantaged because they do 
not have symbolic capital and cultural capital. This enables middle and upper class families to equip their 
children with good cultural capital. On the contrary, children in lower classes are unable to learn cultural 
skills at school, and assessment in schools does not turn cultural skills into a hierarchy of status acquisition. 
I realised that financial inequality was justified and this hierarchy was very clear in our country. I see that it 
is very difficult for individuals from lower class families to enter the dominant class, as it is a great injustice 
because the fact that the sociocultural capital is not presented to them is justified naturally by the school 
system. I didn’t realise that before. I learned this through the process.” (K11)

In general, it has been observed that the conflict in the first weeks of the study has decreased consid-
erably, and the participants began to question and interpret the situations in which their predisposition, 
reproduction and symbolic violence emerged. On the whole, it is concluded that creative drama is an eman-
cipatory and transformative method that can create more negotiable cultural contacts between conflicting 
teacher candidates and make them more critical to the injustices in their social backgrounds. Based on these 
results, the following recommendation is offered:

In order to prevent unfair situations in the creative drama workshops, the instructor should be knowl-
edgeable and aware of such issues. An educator who is not aware of the issues that may create injustice in 
in-workshop environments, such as sexism and racism, can turn creative drama sessions into zones where 
injustices, inequalities and discrimination can be reproduced. For this reason, trainers should be educated 
to be aware of such issues.

Notes
1 This text is a part of a PhD thesis (Establishing Cultural Contact Zones Through Creative Drama: Participatory Ac-

tion Research In Art Education) that was completed by Ihsan Metinnam under the supervision of Prof. Dr. Omer 
Adıguzel at Ankara University in September, 2017.

2 Although the study started with 40 participants, it was completed with 15 participants. Therefore, the numbers 
originally assigned to the participants were not changed afterwards.

References 
Adıgüzel, Ö. (2017). Eğitimde yaratıcı drama [Drama in education] (10th ed.). Ankara: Pegem Akademi Publishing 

House.
Aitken, V. (2014). From teacher-in-role to researcher-in-role: possibilities for repositioning children through role-based 

strategies in classroom research. Research in Drama Education: The Journal of Applied Theatre and Performance, 
19(3), 255-271. doi:10.1080/13569783.2014.928005

Balfour, M. (2000). Drama, masculinity and violence. Research in Drama Education: The Journal of Applied Theatre and 
Performance, 5(1), 9-21. doi:10.1080/135697800114168

Buyruk, H. (2015). Öğretmen emeğinin dönüşümü [Transformation of teacher labour]. Istanbul: İletişim Publishing 
House.

Cammarota, J., & Fine, M. (2008). Youth participatory action research: a pedagogy for transformational resistance. In 
J. Cammarota & M. Fine (Eds.), Revolutionizing Education: Youth Participatory Action Research in Motion (pp. 
1-12). New York, NY: Routledge.

Casey, Z. A., Lozenski, B. D., & McManimon, S. K. (2013). From neoliberal policy to neoliberal pedagogy: Racializing 
and historicizing classroom management. Journal of Pedagogy, 4(1), 36-58. doi: 10.2478/jped-2013-0003

Chandler-Thadis, P. (2007). White teachers, social studies, and race: a case study of the intersectıon of teachers’ habitus 
and pedagogy (Unpublished doctoral dissertation). The University of Alabama, Alabama.

Cochran-Smith, M., Barnatt, J., Lahann, R., Shakman, K., & Terrell, D. (2009). Teacher education for social justice: 
Critiquing the critiques. In W. C. Ayers, T. Quinn & D. Stovall (Eds.), The handbook of social justice in education 
(pp. 625-639). New York, NY: Routledge.



Theatre/Drama and Performing Arts in Education:  
Utopia or Necessity? 313

Çayır, K., & Ceyhan-Ayan, M. (2012). Ayrımcılık çok boyutlu yaklaşımlar [Discrimination: Multidimensional Approaches]. 
Istanbul: University Publications of Bilgi University.

Çelik, Ç. (2014). Neoliberal dönüşümün öğretmen bilincine yansıması olarak ‘yanlış bilinç [‘False consciousness as a 
reflection of neoliberal transformation on teacher consciousness]. Eleştirel Pedagoji [Critical Pedagogy Journal], 
6(35), 9-12.

Dantley, S. J. (2016, February). Examining social justice in teacher education from an accreditor’s perspective. NEA 
National Leadership Summit. Talk presented at 2016 NEA (National Education Association) National Leadership 
Summit, Dallas, Texas, U.S.A.

Enslin, P. (2006). Democracy, social justice and education: Feminist strategies in a globalising world. Educational 
Philosophy and Theory, 38(1), 57-67. doi: 10.1111/j.1469-5812.2006.00174.x

Finneran, M. (2014). Charting borders and interpreting translations within our community. Research in Drama 
Education: The Journal of Applied Theatre and Performance, 19(1), 1-6. doi: 10.1080/13569783.2013.872429

Fırat, D. (2013). Eğitimde metalaşma: Eğitimde kamu-özel ortaklığı [Commodification in education: Public-private 
partnership in education]. In N. Kurul, T. Öztürk & İ. Metinnam (Eds.), Kamusal Eğitim Eleştirel Yazılar [Critical 
papers on public education] (pp. 93-106). Ankara: Siyasal Publishing House.

Freebody, K. (2010). Exploring teacher–student interactions and moral reasoning practices in drama class-
rooms. Research in Drama Education: The Journal of Applied Theatre and Performance, 15(2), 209-225. doi: 
10.1080/13569781003700094

Gallagher, K., & Rivière, D. (2007). When drama praxis rocks the boat: struggles of subjectivity, audience, and per-
formance. Research in Drama Education: The Journal of Applied Theatre and Performance, 12(3), 319-330. doi: 
10.1080/13569780701560412

Gallagher, K., & Service, I. (2010). Applied theatre at the heart of educational reform: an impact and sustainability 
analysis. Research in Drama Education: The Journal of Applied Theatre and Performance, 15(2), 235-253. doi: 
10.1080/13569781003700144

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. doi: 10.1080/13569783.2014.895615

Glesne, C. (2012). Nitel Araştırmaya Giriş [Becoming Qualitative Researchers: An Introduction] (Α. Ersoy, Trans., Ed.). 
Ankara: Anı Publishing House. 

Gök, F. (2013). Türkiye’de eleştirel eğitimin gündemi [The agenda of critical education in Turkey]. In N. Kurul, T. Öz-
türk & İ. Metinnam (Eds.), Kamusal Eğitim Eleştirel Yazılar [Critical papers on public education] (pp. 387-394). 
Ankara: Siyasal Publishing House.

Gürkaynak, İ. (2014). Bir entelektüel olarak öğretmen [Teacher as an intellectual]. Odtülü [METU Journal], 54, 30-33.
Hill-Jackson, V., & Lewis, C. W. (2010). Dispositions matter: Advancing habits of the mind for social justice. In V. Hill-

Jackson & C.W. Lewis (Eds.), Transforming teacher education: What went wrong with teacher training, and how we 
can fix it (pp. 61-92). Sterling, VA: Stylus Publishers.

Holt, L. E. (2003). Portfolios in the contact zone: Intersections of meaning (Unpublished doctoral dissertation). University 
of Louisville, Louisville.

İşeri, A. (2015). Türkiye’de uygulanan program geliştirme modellerinin eleştirel teori açısından ideoloji sorunu [The 
ideology problem in terms of critical theory of curriculum development models implemented in Turkey]. 
International Journal of Human Sciences, 12(1), 1408-1439. doi: 10.14687/ijhs.v12i1.3053

Kurul, N., Küçüker, E., Yolcu, H., Özdemir, T., Çokluk, Ö., Baykal, N. S., & Öztürk, T. H. (2013). Kapitalist sistemde 
öğrenme ve pazar ilişkisi: Metalaşma, ölçme, standartlaştırma [The relationship between learning and market in 
the capitalist system: commodification, measurement, standardization]. In N. Kurul, T. Öztürk & İ. Metinnam 
(Eds.), Kamusal Eğitim Eleştirel Yazılar [Critical papers on public education] (pp. 57-92). Ankara: Siyasal Publish-
ing House.

McTaggart, R. (1994). Participatory Action Research: issues in theory and practice. Educational Action Research, 2(3), 
313-337. doi: 10.1080/0965079940020302

Neelands, J. (2007). Taming the political: the struggle over recognition in the politics of applied theatre. Research in Drama 
Education: The Journal of Applied Theatre and Performance, 12(3), 305-317. doi:10.1080/13569780701560388

Neelands, J. (2016). Democratic and participatory theatre for social justice there has never been a famine in a democra-
cy but there will be. In K. Freebody & M. Finneran (Eds.), Drama and Social Justice Theory, Research and Practice 
in International Contexts (pp. 30-39). New York, NY: Routledge.

Okçabol, R. (2013). Son otuz yılda eğitim alanındaki dönüşümler [Transformations in the field of education in the last 
thirty years]. In N. Kurul, T. Öztürk & İ. Metinnam (Eds.), Kamusal Eğitim Eleştirel Yazılar [Critical papers on 
public education] (pp. 33-46). Ankara: Siyasal Publishing House.

Polat, S. (2013). Neo-liberal education policies in Turkey and transformation in education. Journal for Critical Education 
Policy Studies, 11(4), 159-178. Retrieved from http://www.jceps.com/

Pratt, M. L. (1991). Arts of the contact zone, Profession, 91, 33-40. Retrieved from https://www.jstor.org/journal/profes-
sion



Theatre/Drama and Performing Arts in Education:  
Utopia or Necessity?314

Sallis, R. (2014). Ethnographic performance: a change agent for drama teaching and learning. Research in Drama 
Education: The Journal of Applied Theatre and Performance, 19(3), 313-325. doi: 10.1080/13569783.2014.928011

Sever, M. (2010). Critical qualitative research in education: Notes from the field (Unpublished doctoral dissertation). The 
State University of New York, New York.

Soydan, T. (2012). Eğitimin yapısal dönüşümü bağlamında öğretmenlerin istihdamı: istihdam biçimi farklılıkları üzer-
ine öğretmen ve yönetici görüşlerine dayalı bir araştırma [Teachers’ Employment in the Context of the Structural 
Transformation of Education: A Research Based on the Teachers’ and Managers’ Views about the Employment 
Type Differences]. Trakya Üniversitesi Eğitim Fakültesi Dergisi [Trakya University Journal of Education], 2(2), 1-13. 
Retrieved from http://dergipark.ulakbim.gov.tr/trkefd/index

Tezgiden-Cakcak, S. Y. (2015). Preparing teacher candidates as passive technicians, reflective practitioners or transformative 
intellectuals? (Unpublished doctoral dissertation). Middle East Technical University, Ankara. 

Tomul, E. (2009). İlköğretim okullarındaki sosyal adalet uygulamalarına ilişkin yönetici görüşleri [Opinions of Ad-
ministrators on Social Justice Practices in Elementary Schools]. Eğitim ve Bilim [Education and Science], 34(152), 
126-137. Retrieved from http://egitimvebilim.ted.org.tr/index.php/EB/index

Torre, M. E., & Fine, M. (2008). Participatory action research in the contact zone. In J. Cammarota & M. Fine (Eds.), 
Revolutionizing Educatıon Youth Participatory Action Research in Motion (pp. 23-44). New York, NY: Routledge.

Ulutaş, B. (2013). Dershane öğretmenlerinin sorunlarına ilişkin bir çözümleme [An analysis of the problems of private 
teaching institution teachers]. In N. Kurul, T. Öztürk & İ. Metinnam (Eds.), Kamusal Eğitim Eleştirel Yazılar 
[Critical papers on public education] (pp. 183-194). Ankara: Siyasal Publishing House.

Winston, J. & Lin, M. C. (2015). Navigating the boundaries of cultural difference through participatory dra-
ma. Research in Drama Education: The Journal of Applied Theatre and Performance, 20(2), 196-212. doi: 
10.1080/13569783.2015.1023786

Yaşar, M. (2006). An ethnographic case study of educational drama in teacher education settings: Resistance, community, 
and power (Unpublished doctoral dissertation). Ohio State University, Ohio.

Yıldırım, A., & Şimşek, H. (2013). Sosyal bilimlerde nitel araştırma yöntemleri [Qualitative research methods in the social 
sciences]. Ankara: Seçkin Publishing House.

 


