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Introduction

In 1984, at Kohia Teachers’ College in Auckland, Dorothy Heathcote, a practitioner, innovator and genius in the field of educational drama in England, gave a series of talks as part of a New Zealand lecture tour. She addressed a group of teachers, principals, actors, and anyone mutually interested in education and drama, and said: “Drama […] has been born out of the need to understand by doing” (1988 33). She was in the midst of developing an influential method of teaching through drama, called Mantle of the Expert, where students ‘learn by doing’, in realistic fictional enterprise environments. Fast-forward to 2009, and this method of teaching has strong resonances for the revised New Zealand curriculum. Written in 2007, and to be adopted in schools by 2010, the new curriculum’s overall vision is one of students as: “confident, connected, actively involved, lifelong learners” (Ministry of Education 7). In order to achieve these skills, the Ministry of Education identified five key competencies: thinking; using language, symbols and texts; managing self; relating to others; and participating and contributing (12). 


Many authors have made the connection between the arts (drama, dance, music and fine art) and the development of students as ‘confident, connected, actively involved, lifelong learners’, and there is New Zealand research by Peter O’Connor and Merryn Dunmill that the arts are naturally inclined towards teaching the skills outlined in the key competencies. There is further research from Rosemary Hipkins, a chief researcher for the New Zealand Council of Educational Research (NZCER), arguing that an ideal form of education is one where curriculum subjects are integrated, with students learning in “contexts that have personal relevance”, and that the new curriculum is a step in this direction, but cannot take us all the way (36). 


In this dissertation, I argue that Mantle of the Expert, as a form of dramatic education where learning occurs in relevant and authentic contexts, is well crafted to help students develop the skills needed for the key competencies ‘managing self’, ‘relating to others’, and ‘participating and contributing’. Although Mantle of the Expert can develop the skills needed for all five key competencies, I have decided to focus on the above three because they best relate to Heathcote’s strong belief that education should to be aimed towards developing citizenship skills in students, therefore Mantle of the Expert is particularly suited to achieving that goal.
 I believe the research in my dissertation will be useful for teachers, principals, boards of trustees, and educational administrators who are looking for exciting, authentic and inspiring ways to develop the key competencies in New Zealand classrooms.

The concept of using Mantle of the Expert to teach the key competencies is growing in popularity, and in August 2009, I attended the International Mantle of the Expert conference, held at Waikato University. The conference brought together teachers, principals, curriculum leaders, tertiary educators and students to learn about Mantle of the Expert from experienced practitioners, and to discuss how and argue why Mantle of the Expert can be incorporated into New Zealand schools. Luke Abbot, referring to himself as Heathcote’s ‘right-hand man’, gave a keynote address, a Mantle of the Expert demonstration with local primary students, and ran a workshop. In England he currently leads national training in Mantle of the Expert as part of his post in local government, and has worked closely with Heathcote for a number of years. Two other English Mantle of the Expert ‘experts’ also ran workshops: Tim Taylor, a researcher and practitioner of Mantle of the Expert, and who trains teachers to use it in his position as an Advanced Skills Teacher, talked about his experience teaching through Mantle of the Expert; and Julia Walshaw, a year one and two teacher at Bealings School, an Advanced Skills Teacher for Mantle of the Expert and part of the national Mantle of the Expert training team, described her approach to Mantle of the Expert by focusing on a recent project called ‘Undersea Savers’. 


Allana Taylor, a New Zealand primary teacher who has worked with Abbot in England, provided an important local perspective by running a workshop focusing on her current attempts to teach through Mantle of the Expert at her primary school. The conference was opened by four stalwarts of drama in New Zealand, who have all met and trained with Heathcote at various stages: Sunny Amey, Sally Markham, Carol Beu and Susan Battye; and the closing plenary was given by Peter O’Connor, founder of the New Zealand process drama company ‘Everyday Theatre’, and a well-known local educational drama practitioner. In addition to these speakers, Heathcote gave a live video address to the conference describing her planning and theory behind Mantle of the Expert. The conference was convened by Dr. Viv Aitken, a lecturer at the University of Waikato School of Education, who is currently teaching undergraduate and Masters papers on how to adopt a Mantle of the Expert pedagogy in New Zealand classrooms. My experience at the conference, in particular the chances I took in the workshops to ask questions of those who teach through Mantle of the Expert in England and locally, adds strength and relevance to my argument.

My argument is based on evidence in two case studies, the first of which is ‘Life in a Mediaeval Monastery’, a Mantle of the Expert scenario from the early nineties included in Dorothy Heathcote and Gavin Bolton’s book Drama for Learning. This scenario is an elaboration on an original plan Heathcote wrote for a student teacher for her teaching practice with seven to nine year olds. The forty-eight pages dedicated to it in Drama for Learning include reasons behind aspects of Heathcote’s planning, and an account of the student teacher’s actual experience, creating a “juxtaposition of the ‘ideal’ and the ‘pragmatic’” (Heathcote & Bolton 45). ‘Life in a Mediaeval Monastery’ is a particularly apt case study for two reasons. The first is that it is an original and detailed example of how and why Heathcote plans Mantle of the Expert. The second is that its inclusion in Drama for Learning, widely regarded as the definitive resource on Heathcote’s Mantle of the Expert, increases the chance of readers recognising it, and if not, able to access it easily.


 For the student teacher (who is Heathcote’s daughter, Marianne), ‘Life in a Mediaeval Monastery’ was created to achieve her goal that the students produce a book demonstrating their understanding of what life used to be like for monks in mediaeval times (Heathcote & Bolton 75). As part of her training, she was required to teach religion and science, and found opportunities to do this within the Mantle: “I was required to take the class to a sacred building, so I chose Durham Cathedral, which had once been a monastery, [and for science] which was to be based on the concept of change, I opted for paper making, which fitted logically into my monastery theme” (Heathcote & Bolton 76). Marianne introduced the students to a floor-plan she designed of the monastery, asking them to choose their roles and occupation as monks, in correspondence with their personal qualities. In the second class they visited the cathedral, paying attention to the building and architecture, and in the following lesson began miming their different jobs in role. At the end of this lesson, Marianne, in role as the abbot, led the monks through a communion ceremony. At the end of the ceremony, she introduced a letter from Bishop Anselm asking the monks, since he had heard they were expert artists and calligraphers, to write a book about rules and life in the monastery for nuns in a new convent. The introduction of the letter and the Bishop’s request set the tasks needed to achieve Marianne’s goal for the rest of the scenario, and provided a way for her to incorporate different curriculum subjects into the Mantle, such as science and religion.


 The implication of this letter was that to be able to produce such a large work, the monks would have to extend their scriptorium. The decision to accept the Bishop’s request was debated extensively, and after sending a positive reply, the students began working on architectural plans and miming building the foundations. While this work was going on in role, out of role the students were busy researching monastery life, and produced a set of rules for work in the monastery that was included in the book. Also out of role, the students made paper, learnt how to write with mediaeval calligraphy, and painted pictures of stained glass windows. All of these elements were integral to the actual manuscript writing, providing the students with skills to be able to complete that task in role as monks. The book was produced on handmade paper, with mediaeval lettering, illustrations of windows, a set of rules, and information on different jobs and daily life in the monastery. To finish off the Mantle, the teacher of the class, in role as the Bishop Anselm, came to receive the book in a special ceremony. 

My second case study is a 2008 example of Mantle of the Expert, practiced by Julia Walshaw at Bealings School in England with a class of five to seven year olds, called “Undersea Savers and The Golden Elizabeth”. Bealings has adopted a whole school approach to Mantle of the Expert, and recently was rated by school inspectors OFSTED (Office for Standards in Education) as outstanding in every aspect of school life: achievement and standards, personal development and well-being, quality of provision, leadership and management and overall effectiveness of teaching (OFSTED 7-8).
 In her workshop at the Mantle of the Expert conference, Walshaw described her planning and teaching of “Undersea Savers”, distributed a detailed handout, and reiterated that Bealings’ National Standards have risen since the school adopted the Mantle of the Expert pedagogy. I believe that ‘Undersea Savers’ as a case study strengthens my argument in three ways. Firstly, using a case study that has been designed by somebody other than Heathcote demonstrates the adaptability and increasing popularity of Mantle of the Expert. Secondly, I chose two case studies that ran for contrasting time periods in order to illustrate the flexibility of Mantle of the Expert: ‘Life in a Mediaeval Monastery’ was a three week project, whereas ‘Undersea Savers’ was a two term, twenty week project. And thirdly, using a recent case study from a practising primary school teacher that I, and many other conference delegates have met, adds credibility and relevance to my argument.


Walshaw used a Mantle of the Expert approach to investigate the lives of local historical people, and to teach map skills, measurement, and science. She decided that a diving organisation would be appropriate for these purposes, and introduced the idea to her class by drawing a picture of a whale trapped in a net, asking them questions about it while she drew. After their discussion, Walshaw adopted the role of a coastguard and asked for the students’ advice on how to free the whale. The students decided themselves that they were going to dive to rescue the whale, and to help establish the fictional space of the company and the students’ roles as company employees, Walshaw encouraged them to place signs around the room that indicated where various pieces of diving equipment were kept. While making plans for the dive, the students created a rule book, maps of the diving headquarters, and invented different pieces of diving equipment. In order to establish a shared history, they created company archives and a timeline illustrating the arrival of new members, equipment and significant dives; wrote stories about past dives they had done, particularly ones involving dangerous sea creatures; and researched what sea animals live in British waters. 

The class decided that the headquarters would be situated in the Western Isles of Scotland, and named their island Ruonde. Practising map skills, measurement and geography, the students made a model of the island, constructed their headquarters out of wooden bricks and made maps of the island for visitors. Incorporating literacy and writing, the students named various geographical features of the island, such as mountains and valleys, and created a myth about each one, such as: “the mountain Lava of Death”, and “The Legend of the Good Luck Times of the Lava Monster” (4). They mimed their whale rescue, which began by leaving from a symbolic jetty on the island and finished by watching the whale swim off after it was untangled. 


For the second, larger commission, Walshaw wrote a newspaper article about the wreck of a Tudor ship off the coast of England, which was slowly decomposing because of climate change. A company called BTM Engineering had been asked to raise the ship up for preservation, but were worried about what would happen to the historical items onboard.
 The students decided they would dive to retrieve the items, and while they were organising the gear, Walshaw realised that they would benefit from experiencing life as Tudor sailors on the ship. She segued from the diving company and prepared a letter from Queen Elizabeth asking for people to man a ship that will: “set sail into the unknown to sell goods and to bring back magnificent things in the glory of my name” (Walshaw 5). Then, in role as a Tudor captain she asked for sailors to man the ship. One by one the students signed up, persuading the captain of their suitability as sailors, and soon began daily life onboard: writing in their ship logs, cleaning and running the ship, stopping at ports around the world, and figuring out where to stow all the ‘magnificent things’. On the journey home, the ship was wrecked off the coast of England, but all the sailors managed to safely swim to shore. 

The students moved back into their roles as expert divers and planned their dive, chalking out a map of the wreck site in the playground. The dive was mimed, and Walshaw noted that the students were very aware of the value of the items they were retrieving due to their experience as Tudor sailors. When deciding how to finish the Mantle at the end of the year, Walshaw decided to symbolise it in a book (a piece of folded paper tied with a ribbon), so the students could: “think of it [the Mantle] as a storybook that we were having to close for the time being, but that could be opened again at any time” (Walshaw 10). Each student also made a ‘mini-book’ of their experiences with Mantle of the Expert, and in a small ceremony, said their farewells to the Tudor sailors and diving company. 


My dissertation will begin with a literature review, summarising my research into the field of process drama, Heathcote and Mantle of the Expert, and New Zealand education. In chapter two, I give a concise description of Mantle of the Expert, in order for readers to follow my argument in the following chapters. In chapters three, four and five I argue why Mantle of the Expert is a valuable way for students to develop the skills needed in the key competencies managing self, relating to others and participating and contributing. In the final chapter I summarise my argument, address concerns that have been raised about Mantle of the Expert, and conclude by looking at where Mantle of the Expert is now, and where it can go in the future.
Chapter One

Literature Review

My initial research began in the field of applied theatre, following my interest in using drama in educational contexts. My reading uncovered two different strands of educational drama: process drama and Theatre in Education (TIE). After reading John O’Toole’s book Theatre for Education, I discovered that TIE is an English initiative, and consists of theatre groups travelling and performing in schools. Although it sounds like a successful venture, I prefer the idea of drama initiated by teachers, growing out of the classroom and curriculum, and I decided to focus on process drama. The breadth of literature on process drama is substantial, and authors and practitioners that I encountered often were Cecily O’Neill, John O’Toole, Julie Dunn and Peter O’Connor.


Much of the literature distinguishes between process drama and traditional theatre, with O’Neill identifying that the difference lies in a focus on the process of creating and participating in drama, rather than performance (xv). In the co-written educational resource, Pretending to Learn, O’Toole and Julie Dunn make connections between process drama and children’s play, emphasising how a child can develop a sophisticated imagination through their play and adapt easily to forms of classroom drama, especially at a young age (2). They describe process drama as a form of improvisation with no formal audience (O’Toole & Dunn 2). Pamela Bowell and Brian Heap see process drama as having an audience, but not the traditional kind: “The external audience of the theatre is replaced by an internal audience, so that the participants are both the theatrical ensemble that creates the ‘play’ and the audience that receives it” (60). All the literature agrees that the strength of using process drama in education is that students are able to imaginatively explore different curriculum subjects in role, and experience ‘stepping into another’s shoes’ to view issues from different points of view. 

The drama convention, ‘teacher-in-role’, is a common feature in the literature and is described by Bowell and Heap as the teacher collaborating with the students to create the drama through an imaginative role (60). In Playing Our Stories (a selection of New Zealand drama exemplars from the Ministry of Education) teacher-in-role is recommended as a way to deepen and extend the students’ enquiry and learning (72). 

Many writers describe their own experience with teacher-in-role, and suggest ways for other teachers to work within this convention. Karen S. Kelly, a secondary school drama teacher in the United States, describes a process drama where she and two other teachers adopt roles as a judge, prosecuting attorney and defence attorney in a courtroom, and the students present cases to them (Schneider, Crumpler & Rogers 73). Martin Lewis and John Rainer, co-writers of Practical Projects for Secondary Schools, encourage the teacher to take on the role of chief executive of “TimeSlip Investigations” in one exemplar, and town mayor in another (39, 67). 


In an article about using drama with her social studies class, Brenda Rosler also writes about teacher-in-role, but unlike Kelly, Lewis and Rainer, advocates that the teacher adopt roles that are removed from their current high-status position as teacher (271). She describes her own practice where she takes on a similar role to students, as a Danish school student during World War Two (271). Rosler also makes the connection between process drama and educational theorist Lev Vygotsky’s (1896- 1934) ‘Zone of Proximal Development’. I find the connection between drama and Vygotksy’s educational theory interesting, and explore it further in chapters two and three, referring to research in an educational textbook written by American authors John Dacey and John Travers. 

Interestingly; Rosler, Kelly, Lewis and Rainer, and the Ministry of Education resources all feature fairly simple scenarios where students adopt roles as ‘experts’ in order to solve issues and problems for clients, but make no reference to Mantle of the Expert or Dorothy Heathcote.  Other authors made fleeting, but incomplete, references. In O’Toole and Dunn’s book, teacher-in-role and Mantle of the Expert are both cited as ways to model effective learning behaviour (8). Teacher-in-role is explained in depth, but separately from Mantle of the Expert, which is only mentioned briefly. Bowell and Heap write about teachers “taking on the mantles of the playwright, director, actor”, but do not connect this with Heathcote or use the phrase ‘Mantle of the Expert’ (63). Peter O’Connor writes often about teacher-in-role, and uses it as a main convention in his process drama. In the process drama resource The Lost Bag, he describes the benefit of teacher-in-role as that of transferring power from the teacher to the students, and follows this with: “Dorothy Heathcote has labelled this technique ‘mantle of the expert’” (O’Connor 7). Similarly, in his thesis and articles on his work with his company ‘Everyday Theatre’, he mentions the influence Heathcote and Mantle of the Expert has had on his work, but not in detail. 


Annette Searle, a New Zealand primary teacher, made the first definite link in my research between Heathcote and process drama, describing her as a “pioneer” of process drama (5). Similarly, O’Neill describes Heathcote as: “one of the pioneers of drama in education” (xv). She cites Heathcote as helping drama teachers “understand the significance of taking on a role”, and that it is more complex than “joining in”, acting, or adopting a role to control the class, and that at its core, it “challenges the very conception of teaching” (O’Neill 61-2). O’Neill’s description of teacher-in-role, as one that is less formulaic and simplified than the descriptions I have encountered in the majority of the literature on process drama, clearly reflects Heathcote’s influence. O’Neill goes one step further than Searle and mentions Mantle of the Expert in connection with Heathcote and process drama, including Mantle in a list of five types of roles for students to adopt in the classroom.
 The connections O’Neill made between educational drama, Heathcote and Mantle of the Expert provided a new focus for my research.


Heathcote has written much on the subject of drama in education, and in addition, much has been written about her contribution to the field. Her earlier work, from the seventies and early eighties, reflects the development of her ideas. Although Mantle of the Expert appeared in her practical work in the seventies- there is a video record of her working with New Zealand students in 1978, in a Mantle later called ‘Sanctuary’- it was not recorded in writing until later. Betty Jane Wagner, the first author to write about Heathcote, published Drama as a Learning Medium in 1979, and focuses predominantly on Heathcote’s strong belief that education should be aimed at helping students become socially minded citizens, self-motivated learners, and people who can contribute positively to society. Wagner mentions teacher-in-role as a way to achieve this, but not Mantle of the Expert. In 1980, Heathcote published a chapter in Ken Robinson’s (who has since been knighted) book Exploring Theatre and Education about the importance of teacher-in-role, and specifically how classroom power must shift from the hands of the teacher to the students. A few years later, in a publication of a 1984 New Zealand lecture tour, Heathcote emphasises that students must self-direct their learning, learn in “small classroom communities”, and that their learning must be authentic, motivated by a genuine need to discover information (1988 10). In the same year, Mantle of the Expert finally makes it into print, mentioned by Heathcote as a viable way to achieve the above, in a book of collected writings compiled by O’Neill and Liz Johnson (1984 192). 


In 1985, Heathcote published an article titled: “A Drama of Learning: Mantle of the Expert.” She obviously meant it as a practical resource, with some advice on how to plan, and drawing on examples from recent practice. However it is a difficult read, very theoretical and philosophical, therefore not particularly accessible for teachers. This has emerged as a common problem in her writing, and in her biography, Gavin Bolton confirms that articulating her ideas for others is never Heathcote’s “strongest point” (127).  Eventually, reflecting further development of her ideas, Heathcote co-wrote Drama for Learning with Gavin Bolton in 1995, producing the most comprehensive resource on Mantle of the Expert to date. The book takes the form of letters and conversations between Bolton and Heathcote, with Bolton asking many questions and Heathcote clarifying her practice. In the section “From Exploration to Presentation”, Heathcote and Bolton examine how Heathcote plans and teaches Mantle of the Expert through a detailed description of five different scenarios, including ‘Life in a Mediaeval Monastery’. Drama for Learning is a crucial resource, however, due to its complexity, it does lack a concise description of Mantle of the Expert.


This has been remedied to a degree in her later work. In 2003, Bolton published Heathcote’s biography. As well as an invaluable resource on her educational vision and life goals, he includes a chapter on Mantle of the Expert, clarifying her theory and practice. In 2008, Heathcote published an article in The New Zealand Journal of Research in Performing Arts and Education, which includes a short description of Mantle of the Expert, and advocates for its success in encouraging students to engage actively with political, environmental, technological and social issues relevant today (2008 11). 


There are also a number of practitioners and teachers who work with ‘pure’ Mantle of the Expert, and appropriately credit Heathcote in the literature. Unlike the process drama that mentions instances where aspects of Mantle have been used in conjunction with other forms of educational drama, these practitioners clearly state they are following Heathcote’s Mantle of the Expert approach to education in the literature. A major part of the Mantle of the Expert conference was an introduction to teachers and schools that have adopted Mantle of the Expert into their teaching, such as Julia Walshaw and Bealings School, Tim Taylor, and New Zealander Allana Taylor. 


Mantle of the Expert is also mentioned in New Zealand literature. Viv Aitken, a lecturer at the Waikato University School of Education and conference convenor, wrote a recent article for the New Zealand Education Gazette, arguing briefly that in light of the new curriculum, Mantle of the Expert is an “excellent ‘fit’ for New Zealand classrooms” (9). Allana Taylor and Susan Battye, the founding president of Drama New Zealand, reiterated this at the conference. Battye describes the new curriculum as a “window of opportunity” to introduce Mantle of the Expert in our classrooms
, and Taylor said that the “key competencies, values, integrated curriculum and enquiry aspects of the new curriculum fit in perfectly with Mantle of the Expert.” 
 Aitken’s Mantle of the Expert Masters students echoed similar thoughts, writing: “Māori models of working, including Te Kotahitanga and whanau models, provide a natural foundation for the development of using ‘Mantle of the Expert’ in New Zealand classrooms”, and that the overseas research and practice of Mantle of the Expert, “has strong resonances for the direction our New Zealand curriculum has begun to take already.”
 


Before I address my research on the New Zealand curriculum, I will briefly explore the literature I sourced that criticises Heathcote and Mantle of the Expert.  David Hornbrook is a writer and drama practitioner described by Peter Abbs as being: “committed to a form of drama teaching which develops designers, directors, performers, playwrights and critics” (Hornbrook x). Hornbrook argues that Mantle of the Expert does not allow for the teaching of ‘theatre skills’ with no form of assessment to monitor students excelling in these skills, and that the convention of teacher-in-role leaves no space for the “transmission” of knowledge from teacher to student, and “critical intervention” by the teacher into the students work (7, 68). Hornbrook represents the traditional teacher whom Heathcote is advocating against, one who believes that the teacher’s role is one of ‘critically intervening’ in drama work in order to ‘transmit’ their knowledge to otherwise ignorant students. He overlooks the reality that Mantle of the Expert creates designers, directors, performers, playwrights and critics, but does so from within the drama, and that rather than leaving assessment to teachers, there are a variety of ways for students to self-assess the development of these skills.

John Hughes, an education lecturer at the University of Sydney, has developed a version of Mantle of the Expert called ‘Enactment of the Expert’, criticising current practice in which he sees teachers ‘gifting’ students status as experts. He argues that with ‘Enactment’, students’ expert status grows out of interaction with their peers and the drama environment. However, his article “Drama as a Learning Medium”, is vague and reads like an opinion piece, lacking in depth and further research. In addition to this, I could not find any other sources referring to ‘Enactment of the Expert’. 

My research on Mantle of the Expert in a New Zealand context led me into educational theory and the New Zealand curriculum. As I discussed in the introduction, the Ministry of Education designed a new curriculum in 2007, to be taught in schools from 2010. The skills needed to achieve the curriculum’s overall vision are separated out into key competencies.
 Informing the overall vision and key competencies are ‘future-focused issues’, one of which is citizenship skills: “exploring what it means to be a citizen and contributing to the development and well-being of society” (Ministry of Education 39). This future-focused issue links directly with Heathcote’s overall belief, that schools are places that need to “breed citizens”, helping students become socially minded in order to contribute positively to society (Heathcote 1988 3). In light of this initial, but strong connection between Heathcote and the New Zealand curriculum, I decided to focus on the three key competencies that best develop citizenship skills: ‘managing self’, ‘relating to others’, and ‘participating and contributing’. The details of the competencies are thoroughly explored in Rosemary Hipkins, Josie Roberts and Rachel Bolstad’s collection of pamphlets for teachers. Each pamphlet describes a key competency, and includes examples from schools that are already trialling them. In fact, although the new curriculum is not compulsory until 2010, Hipkins and Sandie Schagen conducted a study for the New Zealand Council for Educational Research (NZCER) and found that in 2006-2007, the key competencies had “been introduced in more than a quarter of schools, and were being considered by a further half” (110).


 In a separate article, Hipkins writes positively about the competencies in relation to the curriculum’s vision of students as life-long learners. She also writes about an ideal holistic, integrated approach to education, where different curriculum subjects are no longer separated and students learn in “contexts that have personal relevance”, and believes that the new curriculum lays the foundations for achieving this vision, but has to work in conjunction with other innovative forms of teaching to succeed (36). I sourced three recent articles that specifically connect arts with the skills needed for the key competencies. Two were Australian, one written by Dunn describing curriculum reform in Australia and how arts are finally getting a chance to “show off” and “be recognised as the productive pedagogies” (6), and another by O’Toole et al. emphasising the role drama can play in learning to interact with self and others (68). The third was written by O’Connor and Dunmill, specifically arguing how: “arts education provides meaningful contexts for the learning of the key competencies” (1).


Key sources in my argument that a Mantle of the Expert approach will aid students in developing the key competencies are two case studies: ‘Life in a Mediaeval Monastery’ by Heathcote and ‘Undersea Savers’, by Walshaw. I refer often to Heathcote and Bolton’s text Drama for Learning, Heathcote’s other writings, the New Zealand Curriculum, and the pamphlets discussing the key competencies by Hipkins, Roberts and Bolstad. I occasionally draw examples from the literature related to process drama; however it is no longer central to my argument.
Chapter Two
What is mantle of the expert?


In the seventies, teacher-trainer and educationalist Dorothy Heathcote hit a stumbling block. She had been experimenting with different forms of drama as a learning tool, as a way to bring ‘authenticity’ and relevance into classroom learning. However, she did not feel that these approaches were coming close to her educational vision. In a book of collected writings, under a chapter called ‘The authentic teacher and the future’, Heathcote writes about her pedagogical break-though: “My own despair at not being able to find ways in the classroom to make work feel ‘real for society in action’ led me to develop the system of drama which I call the Mantle of the Expert. […] I needed structure for authentic learning, even in an unauthentic establishment situation” (1984 192).


Heathcote has developed Mantle of the Expert extensively, in practice and theory.  It has spawned university papers and masters courses, it has its own website, and many conferences have been dedicated to it. In her eighties, Heathcote is still a highly respected, practicing professor. It seems impossible to talk about her without mentioning Mantle of the Expert. Gavin Bolton, a fellow drama practitioner and close friend of Heathcote writes: “Mantle of the Expert is her biography”, illustrating how hard it has become to separate her from this influential style of teaching (125). The important status Mantle of the Expert holds in Heathcote’s life and educational pedagogy does not, however, make it easy to describe due to its complexities and intricacies, and (as Bolton confirms) Heathcote’s own struggle to articulate her ideas. I have compiled the literature and formed my own succinct definition of Mantle of the Expert, in order for the reader to fully understand my argument throughout this dissertation.


Mantle of the Expert can be summarised as follows: the teacher raises an issue and asks the students to discuss possible solutions. To help this discussion, the teacher introduces the concept of expertise and, often with student guidance, forms a company that possess the skills to resolve the issue.
 The students are asked to pretend they are workers in the company, and are given the responsibility to choose their own roles within the enterprise. This initial responsibility is indicative of an exchange of power between students and teacher and continues throughout the scenario, with teachers avoiding high status roles. Students and teacher move in and out of role over a period of time, creating a sense of history and investment in the enterprise, and placing signs around the classroom to visually indicate the physical world of the enterprise, thus developing deeper commitment to their roles and tasks. After this period of exploration and development, the teacher introduces a fictional ‘client’, who needs the company to solve a major issue. This issue is often very particular, but one which reflects universal values and dilemmas. This major issue preoccupies the majority of class time, includes a wide range of curriculum subjects and, in seeking a resolution, requires the students to acquire knowledge and practice a variety of different skills.
 During this process, the teacher moves in and out of role, supporting and challenging the students, adding tension and posing problems in the drama. During and after the scenario, the students will have developed the knowledge and skills to have gained significant expertise in the areas they have covered, learning in a motivated and authentic way. The benefits of this approach are significant, and provide the focus for the following chapters in my dissertation. 


In order to investigate the intricacies of Mantle of the Expert, I have divided this chapter into aspects that are most prevalent in the literature: enterprise, students’ role, teacher’s role, the exchange of power, time, curriculum, and authenticity. 

Enterprise

When designing a Mantle of the Expert scenario, teachers have to decide how they want their students to approach the topic, and can choose from a range of different ‘jobs’, such as:

1. Services enterprises where no goods are produced

2. Manufacturing enterprises, which make things

3. Charitable or administrative enterprises

4. Nurturing enterprises

5. Regulatory enterprises

6. Skilled artisans, who maintain things

7. Arts enterprises

8. Establishments dedicated to helping people learn (Heathcote and Bolton 38-9).
Whichever enterprise the teacher chooses, the students adopt the ‘mantle’ of expertise, viewing the issues raised in the drama through the point of view of their enterprise. Heathcote advocates that the choice of enterprise does not matter; all require the students to “function within the team responsibilities, sharing in the overall aspirations” and, from a business point of view, “subscribe to the mission statement of their firm” (Heathcote and Bolton 17). 

Students’ role

Cecily O’Neill makes many references to Heathcote’s teaching, particularly on the nature of students’ roles in Mantle of the Expert. She cites a continuum of dramatic roles, where one is: “Dramatic playing: being oneself in a make-believe situation”, and five is: “Acting: selecting movement, gesture, and voice to represent a particular individual to others” (O’Neill 81). She places Mantle of the Expert at two on the continuum: “being oneself but looking at the situation from a particular point of view”, and likens this type of role to a Brechtian one, where the actors adopt “attitudes and perspectives”, but do not completely change their character (O’Neill 80-1). In a contrast with an actor’s exploration of character, Heathcote describes the ‘subtext’ behind roles in Mantle of the Expert as the curriculum subjects, and writes that there is no room for “simulated feelings”, or the “motivation that determines individual behaviour” (Heathcote and Bolton 171). Instead of individual character development, Mantle of the Expert requires students to acknowledge and develop their collective ‘expertise’, ideally becoming “a group of people committed to a worldview of responsibility” (Heathcote and Bolton 28).  


I have mentioned students viewing a situation from a particular point of view, and in Mantle of the Expert, this is often a point of view created and encouraged through their enterprise. Heathcote poetically explains this as: “In Dylan Thomas’ Under Milk Wood there’s a character of an undertaker who ‘measures with his eye the passersby for shrouds.’
 This is what I call the undertaker’s worldview- his professional eye is so deeply embedded in his life’s value system that it controls the way he sees the world” (Heathcote and Bolton 19). The idea is that the more immersed the students become in their enterprise, the easier it will be for them to view issues through their enterprise frame. This ‘change of frame’ is integral to the success of Mantle of the Expert.

Teacher’s role


The teacher’s role is crucial to Mantle of the Expert. The teacher initiates, informs, and stimulates the scenario, while not taking a strong directive approach. Heathcote acknowledges that teacher-in-role is a feature of many different types of classroom drama, but that Mantle of the Expert demands a particularly “mercurial” version, where teachers may only hold a role for a couple of seconds, and find themselves quickly switching between roles and coming in and out of role (Heathcote and Bolton 30).
 Betty Jane Wagner attributes this to the responsibility the teacher has in monitoring the success of the scenario, going into role to “develop and heighten emotion”, and coming out of role to “achieve distance and the objectivity needed for reflection” (128).


The nature of Mantle of the Expert is that the teacher will adopt dominant roles more frequently in the beginning of the scenario. Wagner observes:  

Heathcote goes into role more actively early in a drama than she does later. Talking about emotion is no substitute for reacting to it, so Heathcote’s characteristic stance at the beginning is to step into a role and play it in a highly charged, often aggressive way. This sets the stage for the class’s response. Once their drive is strong, she can play down her own role (129).

At a 1978 conference on education and drama, Heathcote explained that when teachers begin a new Mantle, they have to model the nature and expectations of the activity to the students (1980 23). Through their modelling, teachers encourage students to respond within the drama, and they are aware that their responses will be directed by their interests, allowing for student “selectivity” in the work (Heathcote 1980 23). As soon as the students respond to the teacher, the teacher can reciprocate their response, and begin to relinquish their position of initiation and power. 


Heathcote also makes reference to educational theorist Lev Vygotsky and the ‘Zone of Proximal Development’; his theory that, when working alongside a more capable peer or adult, students are encouraged to use higher order thinking, achieving more in their learning. In Mantle of the Expert this is achieved through the convention teacher-in-role, where the teacher’s character will often set high expectations for the enterprise that “seem out of reach, but that, in time, the students seek to emulate” (Heathcote and Bolton 35). Furthermore, the collaborative environment created by the company, and the students’ emotional engagement with the issues encourage them to aim beyond their normal ability. 

The exchange of power


Crucially, the convention of teacher-in-role can initiate change in the balance of power between students and teacher. This is essential to Heathcote’s educational vision: “As an excellent teacher, I must be able to bring my power to my students and draw on their power. This negotiation, this exchange of power is a realignment of relating” (Heathcote & Bolton 21). This statement is at odds with traditional structures of education, which I believe place teachers in a position of knowledge and power. In contrast with Hornbrook’s idea (from the previous chapter) that the teacher’s responsibility is to transmit knowledge, Heathcote believes that the teacher’s responsibility “is to empower”, and she achieves this by avoiding high-status roles (Heathcote & Bolton 4). Wagner observes her preference for ‘middle-status’ roles, such as: “the first mate, the foreman in the factory, the police officer who is just following orders” (128). These roles appeal to Heathcote, because: “This way she is not the final power, but the effect of that power. […] If she has too much power, the class will look to her for leadership; if too little, they’ll mow her down until she comes out of role to manage the situation” (Wagner 129). Often she will adopt a role as a messenger, as someone ‘seeking information’ from students, and is always firmly on ‘their side’. Bolton observes that she addresses students through “‘colleague’, not ‘teacher’ language” (129), and the ‘us and them’ dichotomy of students and teacher, changes into the inclusive ‘us’ of the enterprise, and ‘them’, our clients and customers (Heathcote & Bolton 170).  


It is right to acknowledge that the idea of relinquishing some high-status power as a teacher can be daunting, especially when it comes to managing and disciplining the class. Perhaps as a reassurance, Heathcote offers some insight into why she enjoys the convention of teacher-in-role, explaining that she has found that “the most secure authority has always been from within the drama situation rather than the teaching one” (1984 69). She writes that she has always feared teacher authority because of the possible inability to cope with a situation of class against teacher. Rather, “role-authority gives me shifting power, and a variety of register to be at the service of the class”, focusing her attention on empowering and helping students, and if discipline is required, staying in role to do so (Heathcote 1984 69). 

Time


Heathcote’s ideal Mantle of the Expert project would take place over a year, with students becoming deeply immersed and developing a “productive obsession” about their enterprise (Heathcote & Bolton 19). Heathcote and Bolton strongly advocate for teachers to draw out the initial activities of the scenario, and delay the arrival of the main dilemma for as long as possible. This is because students have to have the opportunity to develop ideas slowly, research and build knowledge: “leaving time for experience, expression of response, adjustment of attitude, development of a sense of ‘where we’re at’” (Heathcote 1984 155). Heathcote recognises that this is in opposition to the quick and structured nature of schooling, writing: “All too often we [as teachers] press the future on them [students] and leave them with insufficient time to experience the present” (1984 59). 


Heathcote recognises that the first few weeks of a Mantle of the Expert scenario are crucial in contributing to the authenticity and depth of students’ expertise, and that they must create an “implied history”: “An in situ context with a past and a future must be established. This means that the children and teacher enter their expert business in the middle, as it were” (Heathcote & Bolton 27-8). Students need to be given time to create an enterprise history in order to develop responsibility and knowledge in their field of expertise, before tackling the bigger issues. This collaborative creation of ‘enterprise history’ is often prompted by the teacher taking on a role as a person who needs information, for example, as somebody who is new to the firm.

Furthermore, the students will be aware that they do not, as yet, have the knowledge of expertise that their role demands. However, within the time given for development at the beginning of the scenario, “any inappropriateness of expression can be legitimately (if temporarily) overlooked within the fiction”, allowing the students to explore their expertise in role while protecting them from the “debilitating effects of ignorance” (Heathcote & Bolton 190). The knowledge needed for their field of expertise is also researched out of role, ensuring that when the larger issues arise in the drama, the students have sufficient expertise to address them. 

Curriculum


In the introduction of Drama for Learning, Bolton heralds the book as one that describes how: “theatre can create an impetus for productive learning across the whole curriculum” (Heathcote & Bolton 5). Given the topic of the book, Bolton and Heathcote view Mantle of the Expert as an ideal way to achieve this. Heathcote argues that Mantle of the Expert is “always an approach to the whole curriculum, not a matter of isolating just one theme. Any one thing you want to teach must become meshed within broad curriculum knowledge and skills” (Heathcote & Bolton 16). The argument is that this style of learning is more authentic and applicable to students’ lives, which in reality is not neatly compartmentalised into areas of knowledge. 


For example, in Drama for Learning, Heathcote looks at how a teacher might plan a traditional cross-curricula ‘topic study’ of China, neatly grouping all different aspects into sections, such as culture, geography, history, and politics. She argues that this approach remains an “intellectual process of categorising”, and observes that: “There is no centre to the knowledge. There is only a title and its many subdivisions” (Heathcote & Bolton 32). In contrast, Heathcote plans a study of China through Mantle of the Expert, arguing that this approach provides a ‘centre’ for cross-curricula learning, because, “it is always experienced by the students in terms of the responsible human being” (Heathcote & Bolton 32). In the scenario she outlines, students become hoteliers responsible for informing western guests on how to travel and stay in China. They have to explore all the different aspects of the topic mentioned above, in and out of role, but these aspects are centred on the students’ goal of providing service and working as a company. Furthermore, their roles in the enterprise and responsibility to their clients give them a purpose for gathering information and building knowledge of China. 
Authenticity

The concept of authenticity in Mantle of the Expert work is very slippery, and can be difficult to grasp. The aim is for the work to be authentic, but only up to a certain point. Remember that Heathcote wanted to make learning feel “real for society in action”, so was striving towards “authentic learning”, even in the “unauthentic” learning situation of the classroom (1984 192). In her decision to simulate enterprise environments through Mantle of the Expert, she was aware that: “The enterprise must feel authentic all the time, even though the whole business is a fabrication agreed upon by participants” (Heathcote & Bolton 177). She introduced ‘signing’ as a way to establish authenticity. ‘Signing’ refers to actual signs; notices to accompany imaginary machinery, rosters, time sheets, telephone books, strategically placed around the classroom to help the students visualise the space. In addition to signing, she would often have actual experts come into the classroom and take part towards the end of the scenario. If timed correctly, this interaction with the outside world: “confirms the existence of the enterprise, and having to see their work through the eyes and professionalism of outside people helps the students to realise their knowledge” (Heathcote & Bolton 179). 


Importantly however, teachers have to make students aware of the imaginative aspect of their work. Heathcote stresses that the ‘make-believe’ nature of Mantle of the Expert must be addressed and discussed at the beginning of the scenario, because the “reasonableness” of some scenarios may lead to students thinking that promises of actual business are being made (Heathcote & Bolton 25). Furthermore, especially for manufacturing enterprises, the students must never be asked to create the objects they are experts at producing. The danger, Heathcote warns, is that “their inexpertness would become immediately apparent”, breaking the authenticity and embarrassing the students (Heathcote & Bolton 18). Instead, teachers should encourage students to do everything enterprises would do prior to the manufacture of a product: “design, demonstrate, explain, draw to scale, or cut out templates exactly as such firms would” (Heathcote & Bolton 18). In some scenarios where the manufacture could feasibly happen in the classroom (such as paper-making in ‘Life in a Mediaeval Monastery’), students are taught the skills out of role in order to make the product in role.

In summary, Mantle of the Expert is a culmination of the creation of an enterprise, roles adopted by students and teacher, an exchange of power between teacher and students, significant time given to develop role and expertise, opportunities for cross-curricula problem solving, and a level of authenticity to make learning ‘real’ and applicable to students’ lives. The benefits of this approach to teaching are considerable, and form my argument in the following chapters; that a Mantle of the Expert pedagogy is an effective way to help students explore and develop the key competencies managing self, relating to others and participating and contributing.
Chapter Three
Managing Self


The curriculum associates ‘managing self’ with “self motivation, a can-do attitude and with students seeing themselves as capable learners” (Ministry of Education 12). Hipkins, Roberts and Bolstad describe ‘managing self’ as: “a deep self-knowledge of oneself as a person and a learner, and an ability to use that knowledge for different types of learning tasks as well as in broader aspects of life” (pamphlet 1). A “deep self-knowledge” as a learner encompasses students self-assessing how they think, act, and interact the way they do; paying attention to how they learn in relation to others and having an awareness of “how their ideas and skills change over time” (Hipkins, Roberts & Bolstad pamphlet 1). This increased ‘self-knowledge’ helps students to view themselves as capable learners, further developing the skills to become autonomous learners and, with the ability to self-motivate and self-direct their learning, applying their knowledge to “broader aspects of life” (Hipkins, Roberts & Bolstad pamphlet 1).


On her New Zealand lecture tour in 1984, Heathcote drew attention to the importance drama has in developing a deeper self-awareness and understanding, and quoted Brecht in this context: “Your task, actors, is to be explorers and teachers of the art of dealing with people, knowing their nature and demonstrating it. You teach them to deal with themselves, you teach them the great art of living together” (1988 13). In the classroom, teachers adopt the task of Brecht’s actors, essentially helping students develop citizenship skills, such as how to “deal with themselves” and others. These skills are reflected in all three of the key competencies and specifically for this chapter, ‘managing self’, in which students are encouraged to develop a “deep knowledge of oneself.” In order for students to explore and teach “the art of dealing with people”, they must first develop knowledge of oneself and an ability to ‘manage self’, making mastery of this key competency vitally important, especially in regard to ‘relating to others’ and ‘participating and contributing’.


As Heathcote and Bolton explain, a Mantle of the Expert approach to teaching is an effective way to help students towards deeper self-understanding. In Mantle of the Expert: “There is little evidence of learning, nor should we expect it, for at its most effective it opens up new capacities for understanding and for engendering new skills, a new thoughtfulness, a new sense of responsibility, a new degree of compassion, a new conception, an opening of eyes” (Bolton 175). In conjunction with  encouraging students towards deeper self-knowledge in all aspects of life, the emergence of these skills encourage students to view themselves as capable learners, and both Walshaw and Heathcote ensure that students are aware of this knowledge, in particular how they learn in relation to others, and how their skills change over time. By believing they are capable learners, students’ self-esteem is buoyed, giving them more opportunity to achieving the curriculum vision of students as confident, creative, connected, and actively involved, lifelong learners (Ministry of Education 4).

This is evident at the end of ‘Undersea Savers’, where Walshaw describes how she prepared books for each student to fill out, with each page asking them to self-evaluate their contribution in the Mantle. Walshaw knew that for younger students writing could be challenging so she asked them to draw illustrations under headings such as: “‘We worked together’, ‘I worked well on my own’, ‘I was proud of myself’, ‘I was proud of my team’, ‘worst memory’, and ‘best memory’” (10). The illustrations were also explained verbally, and Walshaw recalls: “as they drew the children spoke with genuine passion, emotion and commitment”, the entire exercise proving to her “what a powerful learning experience it [‘Undersea Savers’] had been” (10). Through the combination of drawing and talking, this self-assessment gave the students opportunity to acknowledge the skills they developed and areas they excelled in as learners through Mantle of the Expert, leading towards deeper self-understanding and awareness of their learning in relation to others. 


Heathcote’s ‘Life in a Mediaeval Monastery’ involves similar self-assessment, but with more emphasis on how students develop very particular skills over the course of the Mantle. On one occasion, the students mime making quills out of feathers. After the mime, they record the process with sketches and instructions in their book for the nuns. Heathcote writes: “This procedure of recording everything should be established early in the work. It is part of Mantle of the Expert’s approach to identifying what has been learned and to self-evaluate” (Heathcote & Bolton 57). The book the students write fulfils this role, reinforcing what they have learned, involving “significant art, language and science work” and is evidence of their work for assessment purposes (Bolton & Heathcote 46). This process of recording helps students self-assess how their knowledge of the topic has increased, and how their skills have changed over time, encouraging them to view themselves positively as capable learners. On the Mantle of the Expert website, parents wrote about their child’s experience working with Mantle of the Expert at an English primary school: “She is ‘alive’ about it [school] where before she felt unconfident about her abilities, she is now more confident and is very chatty about what she has been learning. This style of teaching has been very successful in bringing her ‘out’ and feeling safe in contributing”, illustrating Mantle of the Expert’s effectiveness in increasing students’ self-esteem (“Voices”). 

Heathcote suggests the ‘Mantle of the Expert Circle of Progression’ as a way to further achieve student self-assessment. Each quarter of the circle relates to a level of skill reached by the class in each Mantle of the Expert project; moving from exploring possibilities in the top left quarter, to focusing, working with a purpose, and back to exploring and ‘playing around’, so that: “each quarter forms part of a cyclic journey toward greater understanding, skill, and self-spectatorship” (Heathcote & Bolton 61). 
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Essential to Mantle of the Expert, movement through the circle is slow, and as discussed in the previous chapter, this approach contrasts to conventional teaching where students are rushed through work, with “insufficient time to experience the present” (Heathcote 1984 59). Heathcote relates this hurried process to the circle, writing: “In traditional teaching, students are often thrust quickly into the third quarter of the work with little orientation received in the first and second quarters” (Heathcote & Bolton 61). If students are given the opportunity to learn how the circle works, then they have the opportunity to self-assess their progress through the circle’s quarters, as well as finding self-motivation to move from one quarter to the next. 


As I have argued, Heathcote and Walshaw both encourage students to view themselves as capable learners by self-assessing retrospectively out of role. In addition to this, they also give students the opportunity to develop greater self-knowledge within role. In ‘Life in a Mediaeval Monastery’, students were given the responsibility to choose their own roles in the drama. The student teacher asked her class to think of qualities associated to each monk’s occupation, and then self-assess what their qualities were, and which jobs these qualities would correspond to best (Heathcote & Bolton 77).  This required students to develop a practical understanding of their strengths and weaknesses, and what parts of themselves they felt comfortable about sharing with others. In ‘Undersea Savers’, the class created a timeline for the company of expert divers, weaving “their own personal history within the larger history of the company” (Walshaw 2). Evie, a year two student, wrote in the company archive: “The day I joined- yippee! I joined on the 16th February 2003. When I just stepped on the doormat I felt well scared. But then I felt brilliant!” (Walshaw 2). By including a personal history, students were able to create a sense of self-esteem and value in the company, expressing positive feelings.

Self-motivated learning occurs alongside self-assessed learning. As students’ ability to see themselves as capable learners grows through self-assessment, they feel more encouraged to take control of their own learning, becoming, as the curriculum envisions, “actively involved”, confident and self-motivated learners (Ministry of Education 9). However, students are asked to self-direct their learning in Mantle of the Expert from the beginning, with the recognition that with increased responsibility for their learning, students will become more self-motivated, and begin to view themselves as capable learners. As discussed in the previous chapter, this is achieved through an exchange of power between teacher and students. O’Toole and Dunn stress the importance of teachers adopting middle to low status roles: “By taking role as somebody who does not know, or who needs help, or who merely brings a message, the responsibility for finding out and communicating what needs to be known is placed on the children” (8). 

Importantly, this exchange of power achieves what Heathcote refers to as a ‘change in frame’. She describes students as being ‘framed’ in the classroom. Those “framed as ‘student’” have the opportunity to say: “Well, go on then, teach me. Go on. I’m here”, and, “what’s more, you’re responsible if I don’t learn it” (Heathcote 1984 43). When students are ‘framed’ as experts, their learning is self-motivated by their responsibility to their character and situation.
 This results in students becoming “servicers” of knowledge, not simply “receivers”:
They can never be mere receivers “told” about knowledge. They can only engage with it as people with a responsibility. This responsibility is not to knowledge itself, although, paradoxically, that is what the students are indirectly acquiring, but to the enterprise they have undertaken. Knowledge becomes information, evidence, source material, specification, records, guidelines, regulations, theories, formulas, and artefacts, all of which are to be interrogated. This is an active, urgent, purposeful view of learning, in which knowledge is to be operated on, not merely to be taken in (Heathcote & Bolton 32).  
With the sense of responsibility that the students bring to their learning, Heathcote argues that through the drama, the teacher is able to “make greater demands on the students than if this alternative trigger to learning were missing” (Heathcote & Bolton 46). Bolton agrees, describing “the essence of drama as a tool for education” as releasing “new capacities” in the student through a “no penalty awareness” of being able to freely experiment and make mistakes, and learning new things “privately, safely” (136). 


The freedom to make mistakes is vitally important for quality learning to occur, and English educationalist Sir Ken Robinson spoke about this at the 2006 California TED (Technology, Education, Design: “Ideas Worth Spreading”) conference. In an address titled “Do Schools Kill Creativity”, he outlines ‘creativity’ as “having original ideas that have value”, and follows this with: “If you’re not prepared to be wrong, you’ll never come up with anything original” (Robinson). His argument is that: “We are now running national education systems where mistakes are the worst thing you can make, and the result is that we are educating people out of their creative capacities” (Robinson). However, as Bolton argues, when students are in role in Mantle of the Expert, they are in a fictional world where mistakes do not have catastrophic repercussions after one attempt, rather there is room for a process of trial and error. This process is self-motivated and self-regulated by students, and its success plays a large part in students seeing themselves as capable learners. 

‘Life in a Mediaeval Monastery’, begins by the teacher asking students to decide their occupation as monks, immediately giving them to opportunity to direct their learning focus for the drama. In order to aid them in this process (and, realising that many students would not have wide experience in self-directing their learning) Heathcote suggests that the student teacher write out cards that describe each monk’s duties at the monastery, and hang them in a prominent place for students to consider which role they would adopt. To help students with this decision, the student teacher asks them to envisage and describe how each monk would go about their day, encouraging them to shift from third to first-person narration: “I see him walking at the back of a procession of monks as they go into the chapel for Mass. When they kneel in their places, he goes to the high altar. I notice the prayer book is already at the right page. I shall read its Latin text” (Heathcote & Bolton 50). 


Once students have chosen their roles, Heathcote ensures that all realise the implications of their decisions by addressing role imbalances as: “We have no experienced bread makers. We will have to bake our bread as best we can” (Heathcote & Bolton 53). It is important to note that she does not reorganise the students into equal roles, rather she lets them find a resolution as a group, reinforcing their freedom to experiment and make mistakes. She also stresses the importance of ‘we’ as a way to accept and share the implications as monks in role, not as students and teacher (Heathcote & Bolton 53). The student teacher discovered that the students became increasingly self-motivated within the Monastery Mantle, and cites an example of two boys who decided to become ‘novice masters’, explaining to her that: “they would have to go to preach in local villages, telling how good the monastery was, because novices were in short supply” (Heathcote & Bolton 78). This independent decision reflects growing self-motivation in the students from the chance to direct their learning, and their increasing responsibility to their role. 

As Heathcote advocates, the above activity is a way for students to begin to self-direct the drama and feel comfortable in their expert roles, but the real challenge is embedded in scenario’s main dilemma: the bishop’s letter. She suggests that the letter is introduced out of role, with the teacher giving the students the responsibility of deciding how they want to receive it in the drama: “Open it at mealtime? Do we want to see the messenger hand it over? Who thinks they know how he would do it? Does he arrive on horseback?” (Heathcote & Bolton 58). She explains that the introduction of the letter is important in providing the tasks for the rest of the Mantle, so: “working toward at least some degree of ‘ownership’ out of role, before the dramatic event takes place, may be essential” (Heathcote & Bolton 59). After the bishop’s letter is introduced, the students are faced with increasingly complex decisions: “(1) how to reply to the request in the proper way; (2) how to revise the present monastery scriptorium in which all of the monks can work on the book at once; and (3) how to determine which rules to pass along to the nuns” (Heathcote & Bolton 62). 


Heathcote acknowledges that she does take a role in directing the class to agree to making the book and extending the scriptorium because that is the underlying learning objective of this Mantle (Heathcote & Bolton 63). If the students have already begun to take responsibility for the running of the monastery through previous challenges, they will be far more open to accepting the issues in the Bishop’s letter. However, the students must not rush the decision and give thought to the “implications behind such a contract […]. Pondering- either in or out of role- on what is at issue is what is required” (Heathcote & Bolton 63). In the scenario, the students ‘ponder’ the letter by writing why they think they should help the bishop, and talking in role with each other. Both tasks are informed by a notice prepared by the class of problems to consider: “The grant of monies to pay for the extension, problems of rebuilding/equipping new space, the urgency of the task, skills the brothers do or don’t possess” (Heathcote & Bolton 64). These activities lead to a decision being made, and as collaboratively as possible, the class send a letter in reply to the bishop.
 While “pondering”, the students are brought to a full understanding of the dilemma through a process of engagement, and are therefore able to confidently make an informed and self-motivated decision.  


Walshaw goes one step further than Heathcote and gives students complete responsibility in creating their enterprise, in addition to deciding their own roles in the company. This reflects the experience Walshaw’s students have had with Mantle, whereas ‘Life in a Mediaeval Monastery’ was written for students who are not familiar with this way of working. As a result of this, although Walshaw’s students were younger than those that took part in ‘Life in a Mediaeval Monastery’, the experience they have in taking responsibility for their own learning meant that ‘Undersea Savers’ was largely student directed.

The students decided to become expert divers, and Walshaw’s first step was to ask the students to create their company’s history and their role within that history, knowing that this personal investment would result in an increased sense of ownership towards the company (2). This strategy worked particularly well for several boys in her class, who she describes as usually “reluctant writers” (Walshaw 2). They became interested in dangerous sea creatures, and created an entire past episode where they had: “fought off giant squid, or been chased by an octopus” while diving (Walshaw 2). Walshaw describes how the fictional “element of danger” fully engaged the boys in the creation of the company, and created in them a “very meaningful and immediate need to write” about their adventures (2). By directing the drama to an area they were interested in, the students became fully engaged and motivated to produce written records of their previous dives. For one particular boy, Walshaw noticed that his self-esteem was raised by the fictional success of the dive, further spurring him on to “enthusiastically” write an entire page, something he usually found challenging (2). 

When the majority of the drama is student driven, the ‘unknown’ quality of it can be unnerving for teachers. Walshaw cites many examples of the students taking the drama in a completely different direction than she had planned, but positively writes: “As usual with Mantle of the Expert, valuable curriculum areas were presenting themselves which I had not necessarily planned for, but would not want to miss!”, and explains that her planning is always on a short-term basis, illustrating her ability to use the teaching moment (4). In one case, one of the youngest boys in the class pointed at a cluster of islands above Scotland and said: “Our company is up here” (Walshaw 3). The class agreed with him, and Walshaw accepted the student’s decision, already seeing curriculum possibilities for a “geographical study of a contrasting locality” (3). The students took greater responsibility for the island as the drama carried on, naming it, creating a model of its geographical features, and writing myths about it. Walshaw writes about increased investment and interest in the island, occurring from the students’ sense of responsibility and control over its creation.  


On the Mantle of the Expert website, parents talk about their children sustaining their self-motivation after their Mantle work has finished for the day. One parent enthuses: “It extends and challenges her way beyond the classroom, e.g. when we were at the beach she will be beach combing for objects to include in her company work or asking questions or looking in books we have at home”, and another writes about how their child is “always pleased to tell us she will be doing company work today”, and reflects that this motivation about ‘work’ is: “almost role reversal and she’s become the adult!” (“Voices”).

To summarise, the key competency, ‘managing self’, can be developed through a Mantle of the Expert pedagogy. The continuous opportunities for self-assessment in and out of role in Mantle allow students to develop knowledge of themselves as learners; understanding how they think, act, interact and learn in relation to others, how their skills change over time, and importantly, seeing themselves as capable learners. This increased self-knowledge also comes with increased self-esteem, creating a positive atmosphere for students to begin to take control of their learning, self-directing and self-motivating. Mantle of the Expert creates an exciting environment for students to practice and experiment with these skills, enhanced by the exchange of power between teacher and students, the emphasis placed on student decision-making and the ‘no-penalty’ fictional nature of the drama. Intentionally, all the key competencies inform the other, and a key part of managing self is the ability to relate to others, which leads to the following chapter: how Mantle of the Expert is an effective way for students to develop the skills needed for the key competency, ‘relating to others’.

Chapter Four
Relating to Others

The key competency ‘relating to others’ is described as: “interacting effectively with a diverse range of people in a variety of contexts. This competency includes the ability to listen actively, recognise different points of view, negotiate and share ideas” (Ministry of Education 12). I interpret this as students developing the empathy needed to ‘step into someone else’s shoes’ in order to view the world through a point of view different from their own, the ability to negotiate and co-operate when working in a group, and the conviction to be able to clarify and argue their own ideas. Being able to work with others encompasses an understanding of “how solutions can emerge from a group with diverse values, motives, interests and strategies” (Hipkins, Roberts & Bolstad pamphlet 1), and the collaborative creation of “new approaches, ideas and ways of thinking” (Ministry of Education 12). 


In an article entitled “Living Citizenship through Popular Theatre, Process Drama and Playbuilding”, Canadian drama practitioner Joe Norris writes:

It has only been recently that I have become aware that those who are involved in certain types of dramatic activities are, in fact, learning and practicing citizenship skills. They learn to make group decisions by listening to one another, debate the points of view expressed and reach courses of action that are informed by the collective. […] these activities engage students in living citizenship (40).
Applying this statement to a New Zealand context, one can infer that the skills needed in ‘relating to others’ play a key part of the development of citizenship skills (a focus for Heathcote and the New Zealand curriculum), and that these can be achieved through drama. Although Mantle of the Expert is not mentioned in Norris’ article, I believe that it is an ideal form of drama in which to practice ‘living citizenship’. 


O’Toole writes about developing awareness of others and self simultaneously: “By imagining themselves to be other people, or in other situations, students can explore their world, speculate on possible futures, and deepen their understanding of themselves and others (O’Toole et al. 68)”. For students to be able to effectively ‘step into another’s shoes’ and adopt a point of view different from their own, they have to be able to empathise with others, a skill that Heathcote and Bolton argue is integral to working successfully in Mantle of the Expert. Bolton describes how Mantle can take students from an outward show of empathy to a comprehensive and internalised alternative point of view, using a social work enterprise as an example:  

Whereas it is fairly easy for a student to ‘switch on’ the role of a social worker by trying to adopt suitably caring and sensitive actions and language, the quality of such role-playing cannot match the gradual absorption, over several weeks’ work, of the responsibility and value system that stems from good social work practice (Heathcote & Bolton 188).
This ‘responsibility and value system’ requires the students to change the way they approach the scenario, viewing the issues from the ‘frame’ of their expertise as professional social workers.
 

Walshaw encouraged this in ‘Undersea Savers’. While the students had already accepted roles as expert divers, she decided that in order for them to gain more knowledge and appreciation of how Tudors lived, they would adopt the mantle of sailors on a Tudor ship. She initiated this change of frame by reading a letter requesting sailors to work on The Golden Elizabeth, saying: “Could we just imagine for a moment that instead of Undersea Savers reading this document, we’re looking at the captain as he was about to write it all those years ago?” (Walshaw 6). She indicated that she was in role as the captain by changing her expression to “stern and businesslike”, and waited for sailors to sign up. After a pause, one student stood up and announced that he would like to join the ship. Walshaw asked him a few questions about the journey, and was impressed to see that he was already ‘stepping into another’s shoes’ and answering those questions in role as a Tudor sailor (6). 


While on board the ship, the students each kept a ship diary, and recorded their feelings around different episodes explored in the drama, such as leaving their families, Queen Elizabeth visiting the ship before it set sail, and all the trading stops on their journey. Lucy, a year two student, wrote in her diary:

After working for fifteen hours, just one tiny ship’s biscuit isn’t very much. My tummy rumbled like a thousand rubies shattering to pieces. We only got two hours sleep! And the night workers got none! It was very annoying with loads of rats scurrying all over you. I couldn’t get to sleep. And the people in the hammocks must have been very uncomfortable swaying about all the time (Walshaw 8). 
Lucy is clearly able to empathise with Tudor sailors and their discomfort from lack of food, sleep and vermin on the boat, and the simile she uses to describe her hunger is in language derived from the role. Furthermore, her immersion in her role over a considerable period of time created a deep sense of connection with the point of view of a Tudor sailor, manifesting itself in her show of empathy for other sailors sleeping in hammocks, perhaps played by other classmates.


After the ship sank, and the students bid it farewell in role: “The Golden Elizabeth is special to me. Bye bye, I’ll miss you”, they once again adopted the roles of the modern expert divers, and carried on with their plans to dive for the “magnificent things” on the sunken boat (Walshaw 9). Naturally, since the students had spent a significant amount of time as sailors that personally collected the “magnificent things”, their dive held greater importance. Walshaw recalls that as the dive was mimed, “the determination on each child’s face showed that in their minds the ‘nothingness’ they were holding really was a priceless piece of Tudor glass picked up in Venice by brave sailors during a tortuous journey” (9). Their ability to relate to others is demonstrated two fold: as themselves, they were able to believe and empathise with the experience of Tudor sailors; therefore as expert divers, they were able to empathise with the sailors and their connection with the “magnificent objects” and their loss of the ship. 


Another important aspect of ‘relating to others’ is the ability to negotiate and cooperate while working in a group. The ‘enterprise environment’ of Mantle of the Expert naturally lends itself to the development of these skills, and on the website, a year five primary teacher reiterates this, writing of her experience working with Mantle: “Thinking, reasoning, problem solving, empathy, co-operative learning, philosophical thinking- all achieved to a far greater degree than normally seen in a classroom”, observing in students the development of skills needed to relate to others in a group environment (“Voices”). 

The issues that appeared in ‘Undersea Savers’ often required group negotiation and cooperation in order to come to a mutual decision, in and out of role. As discussed in the introduction, the Mantle started with Walshaw drawing a picture of a whale trapped by a net. While she was drawing, the students started discussing what kind of whale it was, and how big it would be, and had a “heated discussion” about how it became trapped (Walshaw 1). When Walshaw became a coastguard, she recalls: “Many children were unsure what a coastguard was, so we discussed it, and together negotiated the kind of badge a coastguard might wear” (Walshaw 1). After they had decided on the badge, the students then had to decide how they would free the whale. The “liveliness” of this discussion prompted some students to begin talking as if they were the divers, moving the decision to one that had to be made within role (Walshaw 1-2). The class also had to negotiate the name of the company, decide as Tudor sailors how to get rid of a pirate, draw the plan of the ship and where each load went, decide on roles for the final dive and invent a title of the record book. All these group decisions required students to practice skills needed to relate to others, such as: “listen actively, recognise different points of view, negotiate and share ideas” (Ministry of Education 12).


The development of these skills was also important in ‘Life in a Mediaeval Monastery’, and the student teacher specifically wanted the students to learn to work together as a team. As mentioned in the previous chapter, the students taking part in ‘Life in a Mediaeval Monastery’ had to decide how to reply to the bishop’s letter. Heathcote suggests that the teacher, in role as the abbot, tells the monks that: “We will need to order our thoughts”, and initiates a group activity, such as eating dinner, where the monks are encouraged by the abbot to debate the pros and cons of their reply and record the statements they agree on (Heathcote & Bolton 65). Another option is for each monk, or small group of monks, to compose a draft letter and present it to the entire group, who then make selections for the final reply (Heathcote & Bolton 65). In practice, the student teacher writes positively about this process, that discussions had gone well, every student had something to contribute, and “no one seemed bored or tired” (Heathcote & Bolton 77). The success of this discussion can be contributed to the students’ growing self-motivation and responsibility to their role within the group enterprise, in addition to an awareness of the significance of their reply.

Heathcote acknowledges the importance of recognising other points of view in Mantle of the Expert, but also the ability to defend your own opinion (1991 51). This is crucial in the development of skills needed in ‘relating to others’, namely, that students have the conviction to clarify and argue their own ideas. In Heathcote’s experience, each student brings their own attitude and opinion to the group. In Mantle of the Expert, the students’ attitudes are exposed through the large amount of direction and choice they have in the scenario, and they begin to affect each other “by a sort of rubbing-off process”, creating a space for modification of attitudes by “group interaction and values” (Heathcote 1991 51). The outcome is that: “the individuals function via their prejudices, but […] there is a heightened sensitivity to others’ points of view”, creating an environment for the students to openly discuss others’ points of view, and communicate and defend one’s own (Heathcote 1991 51). 

This is an inclusive part of all group work in ‘Life in a Mediaeval Monastery’, especially when Heathcote provides specific opportunity for students to clarify and communicate their own ideas when beginning their investigation into the science of light.  Students write statements and place them in piles of “I know this to be true” and “I think this is true” (Heathcote & Bolton 68). This activity is excellent for the teacher because it informs them of the students’ prior knowledge on the topic, but it also creates an opportunity for students to assess their own knowledge to a degree that they are assured enough to place their statement in the “I know” pile and defend it to the group. At the same time, students can place statements in the “I think” pile, acknowledging where more research has to be done and leaving themselves open to other opinions and knowledge.  

Vygotsky’s Zone of Proximal Development strongly aids the development of skills needed in ‘relating to others’, in particular the collaborative creation of “new approaches, ideas and ways of thinking” (Ministry of Education 12). Brenda Rosler, a social studies teacher in the United States, writes about how the Zone of Proximal Development became integral to the success of a Mantle of the Expert scenario in her class. Xavier, a student who usually struggled with traditional school activities, thrived as a leader in Mantle of the Expert scenarios, acting “as a model for the students” and demonstrating and testing “the parameters of each drama” (Rosler 269). This was proven when a timid student Mikesha struggled to answer questions in role, Xavier stepped in as her fellow worker, creating a new role for himself and supporting her by answering the trickier questions. 

Rosler, while initially worried that Xavier was “taking away from other students’ learning”, came to the conclusion that: “Instead of diminishing her role, he supplemented her dialogue and improved the learning experience for everyone” (Rosler 270). Xavier played the important role of ‘capable peer’ to his classmate, helping her explore her character. Rosler observed that later, “when Mikesha was tested on this material, she included the information that she learned from the other student in role as a soldier during the drama” (270). Through this interaction, Xavier and Mikesha were able to successfully ‘relate to each other’. Xavier empathetically recognised the problems Mikesha was having, and negotiated a way to help her. Mikesha cooperated with Xavier, and her knowledge of the area deepened, illustrating an emergence of new ideas through interaction with another.  

In Undersea Savers, Walshaw writes about the Zone of Proximal Development in relation to the students’ transition into role as sailors. She describes how one boy made the “first brave move”, by standing up and announcing: “I would like to join the ship” (Walshaw 6). The boy answered a few questions about Tudor ships in role, modelling appropriate behaviour to the other students who were unsure about what the role entailed, but were soon encouraged enough to follow his lead. Similarly, Walshaw “tried whenever in role [as Captain] to sustain elevated language” and she was surprised how quickly the students adopted this type of language when speaking to her, and when writing in their diaries (7). She did not instruct the students to adopt this style of language, illustrating the students’ ability to “listen actively”, a skill needed to effectively relate to others (Ministry of Education 12). In reference to the earlier discussion of Heathcote and the ‘Zone of Proximal Development’ in chapter two, Walshaw began this section of the drama by setting high expectations for the students, such as using elevated language, knowing that the responsibility to the group and enterprise would encourage the students to aim beyond their normal ability and seek to emulate her language.

Mantle of the Expert is an excellent way for students to develop the skills needed for the key competency ‘relating to others’. While in role, students approach issues through the ‘frame’ of their expertise, developing the empathy needed to view the world from an alternative point of view. The collaborative group nature of the enterprise creates opportunity for students to practice negotiating, cooperating and listening actively. The recognition of others’ points of view requires the clarification of one’s own and students are encouraged to argue their ideas. Furthermore, the supportive group environment in Mantle of the Expert allows Vygotksy’s Zone of Proximal Development to be applied to student-student and student-teacher interactions, collaboratively creating new approaches, ideas and ways of thinking. The next chapter addresses the key competency ‘participating and contributing’, which focuses on students recognising these new ideas and applying them to situations outside of the classroom. 
Chapter Five
Participating and Contributing
The key competency ‘participating and contributing’ is outlined in the curriculum as: “a capacity to contribute appropriately as a group member, to make connections with others, and to create opportunities for others in the group” (Ministry of Education 13). This incorporates similar skills to ‘relating to others’ and ‘managing self’, with students striving toward “a sense of belonging and the confidence to participate within new contexts” (Ministry of Education 13). Hipkins, Roberts and Bolstad describe this as students being “actively involved in decision-making and able to drive change in their surroundings” (pamphlet 1). In a separate article, Hipkins elaborates on this, describing students that are ‘participating and contributing’ as “willing to make the transfer between what they already know and can do, and what they might do next and or in the future” (37).  At the highest level, students consciously work towards using their knowledge and skills in ways that aid local, national and global communities (Hipkins 37). 


Outlining the important role drama has in developing key competencies, O’Connor writes: 
The focus of much educational drama in recent years has been about the creation of social actors, rather than stage actors.  Drama is seen as giving young people a chance to see who they are and who they might emerge into, it gives them moments of agency, the opportunity to stop being passive spectators of the world but, to, if even for a few moments, to act upon the world (O’Connor & Dunmill 7). 
By giving students a chance to explore “who they might emerge into”, educational drama helps students build confidence to participate in new contexts, and make the transfer between what they know now, and what they can do with their knowledge in the future. Furthermore, O’Connor describes drama as helping students “act upon the world”, and in terms of the key competency, this can be seen as students actively making decisions in order to “drive change in their surroundings” (Hipkins, Roberts and Bolstad, pamphlet 1).

Mantle of the Expert is an effective way for students to develop the skills needed to successfully ‘participate and contribute’, and its strength lies in the creation: “of a fictional society that cooperates, takes responsibilities, sets high standards of achievement, brings out the best in everyone through committed endeavour” (Heathcote & Bolton 170). Emphasis is placed on working collaboratively, and Heathcote describes Mantle as: “socially based, concentrating on groups of people rather than on the individual” (Heathcote 1985 173). This way of working corresponds to the values in ‘relating to others’, as well as those in ‘participating and contributing’: students contributing “appropriately” to the group, making connections with others, and creating “opportunities” for group members (Ministry of Education 13). 

 This fictional society requires students, at a number of different levels, to take part in: “reflection, debate and philosophical discourse about morality and about world and society responsibility”, therefore Heathcote argues that: “Mantle is […] particularly suitable for dealing with emergent world dilemmas” (Heathcote 2008 10). This is successfully achieved through specificity. Instead of attempting to address all world problems head on, Mantle of the Expert: “explores matters of huge import [sic] via a compacted deliberately selected matter of human concern considered through a specific enterprise: a world in a grain of sand, a small social community reflecting huge affairs” (Heathcote 2008 10). By viewing ‘emergent world dilemmas’ through a specific task related to their chosen enterprise, students are not swamped by the enormity of these issues, but instead are encouraged to participate in debate and contribute to a discussion of possible solutions. This creative process is enhanced by students’ awareness that they are discussing a fictional problem, allowing them a ‘no-penalty’ freedom to experiment with different solutions.


In ‘Life in a Mediaeval Monastery the students had to collaboratively plan the extension to their scriptorium. Their decision was one that reflected larger ethical and moral issues, with the students recognising that their plans would affect all current and future members of the monastery community, and had to be agreed upon by the majority. While making a new architectural plan, students had to consider how many monks the scriptorium would have to house at one time, the thickness of the walls in relation to the temperature inside, the amount of light let into the scriptorium, and the general ambience of the building; as well as the practicalities of building an extension, particularly the expense and safety of the monks working with heavy stones (Heathcote & Bolton 67). Heathcote encouraged active involvement from each student by suggesting the student teacher ask them to answer personal questions about the plan, such as: “what I can see if the sun is in my eyes; […] how my feet will chill if the door does not fit well, how fire may consume us all if safe distances for paper, logs, robes, are not attended to with care” (Heathcote & Bolton 68). The students’ contribute their knowledge from out-of-role research on monasteries to participate in the building of an extension that will benefit the local (fictional) monastery community, now and in the future. 

Students are given the opportunity to develop similar skills in ‘Undersea Savers’, with Walshaw introducing ideas of preservation and climate change. As mentioned in the previous chapter, she: 

[…] prepared a newspaper article about the wreck of a Tudor merchant ship off the coast of Aldeburgh. The article explained that due to climate changes, the condition of the wreck was starting to deteriorate, so an engineering company called BTM Engineering had been asked to raise the wreck off the seabed for preservation in a museum. There were however concerns about what would happen to the many items on the ship (Walshaw 5). 
Through the specific problem of retrieving precious objects from a Tudor wreck, Walshaw asked the students to consider larger world issues around climate change, such as water temperature and rising sea levels; the importance of the preservation of historical artefacts; and whether the company ‘Undersea Savers’ could handle such a delicate and large-scale job. 


In Walshaw’s notes, there is little information on the students’ actual decision-making process, but more on how the students were ‘able to drive change’ by using their knowledge and skills. The students, when faced with the issue of the wreck, discussed it amongst themselves and recognised how they could help, offering their services to Walshaw, who was then in role as the BTM Manager (at their request). The students, without any input from Walshaw, then contacted the local (fictional) museum, as a way to find out more about the objects that would be on the wreck. In this scenario, students collaboratively found a solution to the problem, and actively sought to fix it. They contributed their knowledge and skills to aid fictional local and national communities, such as residents, sailors, engineers and historians.  

Students who are successfully ‘participating and contributing’ in group decision-making and are able to drive change, must also be able to make the connection between: “what they already know and can do, and what they might do next and or in the future” (Hipkins 37). The cross-curricula nature of Mantle of the Expert scenarios develops skills in students that require them to draw on a number of different subject areas in order to solve problems. These skills are authentic and applicable to students’ lives outside school, which are not neatly compartmentalised into areas of knowledge. In ‘Life in a Mediaeval Monastery’, students draw on a variety of different curriculum areas students to draft plans of the new scriptorium: using language to communicate their ideas; craft and design to build a model; maths to measure, draw to scale, create an architectural plan; science to investigate light and building materials; and religious education and history, to research how mediaeval scriptoriums would have been built (Heathcote & Bolton 73). This task gives students an opportunity to practice authentic problem-solving, and begin to make the connection between how they can use cross-curricula skills now and in the future, outside of the classroom.

In Walshaw’s class, students are able to make the connection between how they solve problems within the drama, and how they can use these skills to solve problems they may encounter in real life. One student commented on the ‘dives’ and discussion the class had about ‘scary’ sea creatures, such as sharks and octopus, and said: “you do it [in the drama] and then when you’re older and really do something or really see something you’re not scared” (Walshaw 3). This student realised that coping with fear in a fictional setting would help them deal with the reality of fear in their life. Students of Allana Taylor, a New Zealand Mantle teacher, commented: “This learning prepares you for when you are older and get a job as it helps you know what is expected”, and, “It prepares you for when you leave school because you are practising social skills when you work in the company” (2). Both of these students demonstrate that they can make the link between the skills they have now, such as ‘social skills’, and how they can use them and apply them to future employment. A primary teacher in England reiterates these comments, writing on the website: 

By using Mantle of the Expert you see the ‘big picture’ and consider the children’s learning as a life-long process. You are not only concerned with a child’s learning for the academic year but for their entire future. […] The teacher has to really listen to the pupils and there are real opportunities to develop personalised learning within the community (“Voices”).
From a teacher’s point of view, Mantle of the Expert helps her to focus on teaching for the students’ futures. 

Mantle of the Expert is a valuable way for students to develop the skills needed in the key competency ‘participating and contributing’ because of the creation of a fictional society in each scenario. This fictional society, with the reassurance that it is a ‘no-penalty’ zone, buoys students’ confidence to participate in new contexts, and become actively involved in cross-curricula decision-making, affecting change through Mantle of the Expert in their fictional communities. The confidence that comes from successfully discussing and solving fictional problems encourages students to use these skills in reality, with the ability to see that the skills and knowledge they are developing in Mantle of the Expert will become invaluable for the rest of the lives, successfully making the ‘transfer’ between what they know now, and what they might do with that knowledge in the future.
Conclusion
My dissertation began with Heathcote’s quote: “Drama […] has been born out of the need to understand by doing”, and this foundation of her teaching has persisted throughout my argument (1988 33). In their roles of expertise within an enterprise, dealing with requests from clients and problems that arise, students develop the skills required to successfully manage self by ‘doing’. They have to self-assess, make decisions about what type of role they should adopt, and identify moments they felt proud of. They have to take responsibility for their learning, for when the teacher steps back and asks the students to direct the drama they have to actively pursue knowledge in order to meet the demands of their enterprise. They become self-motivated, buoyed by the reassurance that their enterprise is fictional and encouraged by room for trial and error, experimenting with solutions and learning from their mistakes. This motivation is fed by the freedom they have in directing the work to their own interests. All of these aspects encourage students to view themselves as capable learners, creating an increased awareness of self, and aiding them in becoming confident and connected citizens. 

The nature of using drama to learn by doing in Mantle of the Expert helps students develop the skills needed to relate to others. By adopting the role of an expert in an enterprise, they are required to address issues through their frame of expertise, viewing the world from a different perspective. They make decisions as a cooperative company, listening, sharing ideas, recognising different points of view and collaboratively negotiating solutions. Importantly, they are expected to clarify and argue their own ideas to the group. They are encouraged to aim higher in their learning through the application of Vygotksy’s Zone of Proximal Development in the enterprise environment, leading to the collaborative creation of new approaches, ideas and ways of thinking.


In developing the skills needed to successfully ‘participate and contribute’, ‘learning by doing’ comes to the fore with students able to practice participating and contributing in a fictional society. As a company, they draw on skills from ‘relating to others’ by making group decisions that are negotiated by the majority, recognising the future impact of these decisions on their community. With the teacher creating opportunities for students to direct the work, they are able to recognise where their business can aid a client or situation, and take the initiative to contribute their knowledge and skills to fictional local, national and global communities. As in ‘managing self’, their confidence is increased by participating and contributing successfully in fictional communities. This encourages them to make the transfer between what they already know, and what they can do with this knowledge in the future to contribute as citizens in local, national and global communities. 

There is concrete evidence that Mantle of the Expert can help students develop the skills needed for the key competencies in the OFSTED (Office for Standards in Education) report of Bealings School. Although Bealings School operates under the English National Curriculum, the report they received in July 2009 praises the school in areas that directly relate to the key competencies. The inspector wrote: “Pupils are given excellent opportunities for independent research and discovery and so they become good at learning on their own. Pupils’ personal development, including their spiritual, moral, social and cultural development, is outstanding. Their attitudes to learning are highly positive and they enjoy their time at school”, illustrating that Mantle of the Expert is excellent in developing the self-knowledge and motivation to successfully ‘manage self’ (OFSTED 4). This is also reflected in those skills required for ‘relating to others’: “Amongst many collective strengths, excellent relationships and the most effective use of pupils working as a group to learn, stand out. […] Teachers are skilled at appealing to the different ways pupils learn, for example, by discussing and agreeing solutions to problems” (OFSTED 4). Finally, the report reads: “Pupils’ attendance is very good and they make a significant contribution to the school and wider community. They display an excellent awareness of what is needed to follow healthy and safe lives and they leave the school exceptionally well-prepared to tackle future challenges”, indicating that students are ‘life-long learners’ who excel at participating and contributing in their community (OFSTED 5).

So, one could argue, if Mantle of the Expert is so exceptional, and has been around for over twenty years, how has it not been adopted into every teacher’s classroom practice? In Heathcote’s biography, Bolton muses that the downfall of Mantle of the Expert is that it: “requires teachers to undergo such a fundamental change of conception in respect of pupil/teacher power, such a high degree of planning and preparation, such a degree of confidence from the students, that one wonders how many teachers will risk it” (Bolton 138). This was reiterated at the conference, and many delegates (primary and secondary teachers) voiced concerns around losing control of the classroom, keeping the students interested and involved, fear of embarrassing themselves, working with students who had no drama experience, introducing the concept of enterprise to younger students, unable to resist directing the drama, and trying to assess student-directed work.
 The response from the English experts Abbot, Taylor and Walshaw was, overwhelmingly, to take a risk and give it a go. They assured that, due to their familiarity with play, students would find the transition from traditional classroom work into drama fairly easy, and that teachers often underestimated the sophisticated imagination skills students possessed. 

Pertinently, towards the end of Drama for Learning, Bolton asks: “what attribute, more than any other, does a teacher need to adopt its [Mantle of the Expert’s] principles and methods?” (Heathcote & Bolton 192). Heathcote, reminding us of Mantle of the Expert’s roots in drama and theatre, replies: “The answer lies in a deep understanding of theatre. It is the conception that is of the theatre. The way the teacher initiates, builds, empowers, challenges, and perceives what is happening is as a theatre artist and as colleague to the other artists, the students” (Heathcote & Bolton 192). In the following letter, Bolton enquires about those teachers who do not possess a ‘deep understanding of theatre’. As always, Heathcote has an answer, and reassures Bolton that for those teachers, the easiest way into Mantle of the Expert is through the development of a storyline, for which: “the work could be launched via short, precise, honed-for-the-purpose tasks relevant to the theme”, and developed episodically with small groups of children to build up to the main theme (Heathcote & Bolton 193-4). 


Overall, one is left with the impression that teachers already possess enough of the skills and knowledge to successfully adopt the beginnings of a Mantle of the Expert pedagogy. The beauty lies in the reality that once the seeds of a Mantle of the Expert scenario are sown, teachers will grow in understanding and expertise alongside students, encouraged in the freedom that mistakes can be made, and the reassurance that they are not expected to hold a position of superior knowledge. The overwhelmingly positive testimonials and evidence speak to the success of Mantle of the Expert, and as one primary school principal says: “I know it’s right because of the engagement I have seen in the eyes of the children, the passion in the voices of the teachers, and the feeling in the air in a classroom when everyone is taking part”, advocating that a Mantle of the Expert pedagogy is too important for teachers to ignore (“Voices”). 

Finally, as Bolton states at the end of Heathcote’s biography, in order for Mantle of the Expert to outlive Heathcote, “it cannot be left to drama teachers alone to take it on” (Bolton 177). At the conference, a large number of delegates were primary teachers, and not all drama specialists, demonstrating that already Mantle of the Expert is appealing to larger audiences. Bolton reiterates this, quoting Iona Towler-Evans: “I have to say it is not the drama teachers who are excited about the system, but primary classroom teachers who are seeking motivating approaches for learning” (Bolton 178). Looking to the future, Bolton instructs that in order for Mantle of the Expert to become part of mainstream schooling, “educationists need to acquire a vested interest in fundamentally revising current conceptions of education” (177). I believe, as do Hipkins and O’Connor, that the new curriculum is a fundamental revision of traditional conceptions of education, and the time is ripe to introduce Mantle of the Expert into New Zealand classrooms.
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� I explore the term ‘citizenship skills’ in more depth in the following chapter.


� OFSTED is the equivalent of New Zealand’s ERO: ‘Education Review Office’. 


� There is no explanation by Walshaw what BTM stands for. Nevertheless, it sounds official!


� I explore these types of roles further in chapter two ‘What is Mantle of the Expert?’


� Conference address given at the WEL Energy Academy of Performing Arts, University of Waikato, 27th August 2009.


� Response given in a question and answer session, WEL Energy Academy of Performing Arts, University of Waikato, 30th August 2009.


� This quote was part of a wall-chart detailing the Masters Students research into Mantle of the Expert, which was mounted in WEL Energy Academy of Performing Arts foyer, University of Waikato. The argument that ‘Māori models of working’ provides fertile ground for the development of Mantle of the Expert in New Zealand is strong, but not one that I am able to explore within the scope (and word-limit) of my dissertation.


� Refer to ‘Introduction’ for detail on the curriculum vision and all the key competencies.


� I define the term ‘authenticity’ later in this chapter.


� In ‘Life in a Mediaeval Monastery’, the student teacher actually asks the students to choose their roles as monks before introducing the issue. This is the only scenario I have discovered with this approach, and recent examples of Mantle of the Expert introduce the issue before the enterprise, signaling perhaps a development in Heathcote’s method since ‘Life in a Mediaeval Monastery’.


� Such as those needed for the key competencies. See following chapters for more discussion.


� Heathcote has actually misquoted Thomas. In Under Milk Wood, Mr Edwards, the tailor, “measures with his eye the dawdlers-by for striped flannel shirts and shrouds and flowery blouses”, however her point is still relevant. 


� Initially, this way of working can be challenging for many teachers. I discuss this in my conclusion.


� See my discussion of Vygotksy in chapter four, ‘Relating to Others’.


� See further discussion on authentic and life-long learning in chapter five, ‘Participating and Contributing’.


� ‘Circle of Progression’ downloaded from www.mantleoftheexpert.com.


� For further discussion, refer to the section ‘Student’s Role’ chapter two. 


� Further discussion on collaborative decision making is in chapter four, ‘Relating to Others’. 


� Refer to chapter two, in the section ‘Students’ Role’ for a more detailed discussion on frame.


� For a deeper discussion of children having freedom to learn by making mistakes, refer to chapter three- ‘Managing Self’. 


� The majority of these concerns arose in a workshop with Luke Abbott, WEL Energy Academy of Performing Arts, University of Waikato, 29th August 2009. Refer back to chapter two for a discussion of concerns specifically surrounding teacher-in-role.
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