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ABSTRACT
' A phenomenological approach was used to investigate the social

experiences of "at-risk" adolescents as they occurred in the context of a drahta
project comprised of discussion and role play based on social issues deemed
relevant by the participants. Experiences of self- and other-understanding were
examined in and beyond the context of the project. Fourteen adolescents
enrolled in an alterate "transition” classroom program for adolescents identified
as “at risk” for school drop out participated in the sqcial issues drama project
durihg 12 class periods over one month. The researcher and her assistant
facilitated the activities in the project. Initially, participants completed
questionnaires assessing demographic background, stress, and empathy. The
adolescents’ responses served as a springboard to the qualitative data. Over the
next eight class periods in the project, the group engaged in discussiort and
dramatic role play activities based on relevant social issues identified by the
participants. All of the above activities were audio taped. During the Iast two
sessions, the adolescents participated in individual interviews that‘ were audio
taped about their experiences in the project. Transcripts of the discussions, role
plays, and interviews were analyzéd concurrently with ob'sérvations and field
notes taken by the researcher and assistant.

The data were organized into four compsne_hts: (1) a d'e'scriptionv of the
adolescents' background; (2) a content ana'lysis of the social issues idehtified for

the subject matter of the drama activities, namely relationship issues in peer,

family, and friendship contexts; (3) analysis of the paﬁicipants' processes of-




perspective-taking, empathy, and prosocial behavior in and beyond the context
of the role play activities; and (4) the adolescents' experiences of the project and
the effects they perceived as resulting from the project. Implications for

educational practice and for further research are discussed.
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CHAPTER ONE: REVIEW OF LITERATURE

Introduction

Schools are among the most pervasive socialization contexts in our -
culture, and among the single most influential for shaping the

course of human development over the life span (Ladd 1990, p.
1081).

Because the quality of peer relations early in life is linked to later adjustment
(Ladd, 1990; Parker & Ashei‘, 1987, 1993) and adolescence is a critical time for
identity formation (Brown, 1990; Harter, 1990), consideration must be given to
the dynamic interactions between adolescents' self-perceptions and the
perceptions of others as they operate within and among peer groupings in the
educational setting. Indeed, as illustrated in the quote above, the social identity
of an individual within the school environment and his or her perceptions of
belonging to school are vital to that individual's adjustment. Moreover, isolation
and rejection in school may not ohly lead to dropping out, but also to
maladjustment in aduit life (Finn, 1989; Parker & Asher 1987).
The peer group is a social context in which reinforcement for facmtatmg

"the acquisition and modification of prosocial behaviors" (Eisenberg & Mussen,
1989, p. 96) occurs. In adolescence, participation in the peer group fosters the
sharing and internalizat}ion of perspectives (Lightfoot, 1992). Nevertheless, not all
peer group experiences are positive. For example, adolescents who are at risk
for 'drop out may be at further risk to negative peer influences because the
potential to disengage from school may be strehgthened by affiliation with peers
~who are also at risk (Hymel, Comfort, Schonert-Reichl, & McDougall, 1996). In
\ order for adolesc_:ents to remain connected to school, they must have a stake in

the processes of the classroom and perceive school as necessary for survival--a

place for empowerment rather than alienation (Finn, 1989). This may be




achieved th'rough providing a forum in school in which adolescents are able to
discuss and deal with social issues that are important to them, that is, problem-
solving in a safe place with adult facilitators who foster a suppcrtive environment.

[In a recent research study, Mahoney and Cairns (1997) found that
participation in extra-curricular activities heightened engagement in school for
Students at risk for drop out. Other researchers have found that in high school,
opportunities for involvement in various extra-curricular activities not only allow
previously unpopular students to use previcusly‘ submerged talents and abilities,
but also provide a "theatre" for new relationships among students who previcusiy
may have felt alone in the world (Kinney, 1993). As a former coordinator of both -
a curricular and an extra-curricular drama program in a riirai high school, | have
witnessed the positive impact on student relationships and self-confidence
exerted by involvement in an activity-based peer group. Such a forum for social
interaction and for discussion and exploration of important life issues appears to
be beneficial to adolescent's as they navigate their changihg roles in the‘social
world. |

The aim of this study was to collaboratively develop and participate ina
drama project based on social issues with a group of “at-risk” adolescents
enrolled in an alternate school program. Specifically, the purposes of this project
were two-fold. First, | sought to understand the social experiences of "at-risk"
adolescents by constructing and collaboratively participating with a group of at-
risk adolescents in a drama project employing role-p'lay and discussion and
based on social issues cf_ relevance to the adolescents. The second objective
was to examine the impact of the activities in the drama project on the
participants by employing a phenomenological approach (Osborne, 1990).

Although the project took place within the regular classroom, it provided a

foray for the participants into the world of drama--unavailable to these students in




-either curricular or extra-curricu.lar contexts within the school. The project
involved role-play, perspective taking and disclussion of social iSsues relevant to
the adolesc‘ents. Through a combination of quantitative and qualitative methods,
the adolescents' conceptions and constructions of self- and other-understanding
were examined. ‘
Active participation in building a drama project'around rélevant social

issues is indeed a theatre for examining the development of role identity,
empathy, self- and other-understanding, and narrative sensibility (Case, 1991).
Moreover, providing opportunities for adolescents to feel "with" others through
role-play and perspective taking (Eisenberg, Miller, Shell, McNalley, & Shea,
1991)vmay enhance the’quality of social relationships (Schonert-Reichl, 1993).
Participétion in such activities may not only improve interpersdnal problerh
solving strategies (Wentzel & Erdley, 1993), and social skills (Downey & Walker,
1989), but also may be a safe context within which adolescents may construct .
positive social relationships while exploring and working through social issues
relevant to their lives. | |

| The design, evaluation and implementation of programs--curricular or
extra-curricular--providing opportunities for adolescents to bond or connect with
school while fostering positive peer relations t'hro'ugh enhancement of self- and
other-understanding is an initiative toward’reducing risk for drop out (Finh, 1989;
Mahoney & Cairns, 1997). In order to dévelop the social drama activities that
potentially would impact positively 6n adolescent participants,‘resea'rch was
reviewed in the foIIowing areas: transitions in adolescence, self- and other-
understanding, social adjustment and péer acceptance, related social

interventions utilizing drama and role-play techniques, and qualitative

investigations of adoléscents’ school experiences.




Social Development, Adolescence, and Drama

Adolescence: A risky transition?

Adolescence is the time in the life span that conjures up images of wild,

~ emotional creatures besieged by hormonal storms and exaggerated stresses.
While many myths abound about adolescénce, little empirical evidence exists
supporting such negative stereotypés. For example, Larson and Lémpman- |
Petraitis (1989) found scarce evidence that adolescence is associated with |
increased emotional variability; although they did find age trends in mood self-
reports indicating that older adolescents experienced less positive and more
negative average daily emotional states. Although many of the myths about

| adolescence have been debunked in recent years with recent research indibating
‘that the majority of adolescents develop to adulthood without significant trauma,
researchers still converge on the notion that adolescence is a stressful life period
due to many of the physical, social, and cognitive changes that oceur in a
relatively short time span (Csikszentmihalyi & Larson, 1984; Offer & Schonert-
Reichl, 1992; Schonert-Reichl & Muller, 1996). For example, the transition from
elementary school to high school provides potential encounters with new social
comparison groups or standards for sélf-evaluation (Harter, 1990).

Recent research suggests that an adolescent's ability to cope effectively |
with life stresses and overcome risks depends on the ongoing availability of
social resources (Ebata & Moos, 1994). Further, for adolescents unable to
traverse the frontiers ‘bétween their differing social and school worlds, social
marginalization impacts negatively on their ability to benefit from school (Farrell,
1990; Finn, 1989; Kelly, 1993; Phelan, Yu, & Davidson, 1994). Interventions that
focus on the quality of peér relationships and on developing self- and other- |
understanding may reduce pressure and stressful circumstances for such at-risk

adolescents. Moreover, because social behavior has been found to be a stronger




predictor of adolescents' school grades than their standardized test scores
(Wentzel, 1993), interventiohs aimed at developing positive social interaction at
school may serve a dual purpose--enhancing social adjustment and academic
achievement.

Thus, it appears that participation in a social group engaging in activities
surrounding and encouraging self- and other-understanding may improve both
the quantity and quality of strategies available to the group members for solving
interpersonal problems and may enhance social acceptance and adjustment
(Wentzel & Erdley, 1993). Moreover, opportunities for practicing perspective-
taking and prosocial reasohing through discussion may promote advances in

both empathy and prosocial behavior (Eisenberg, Miller, Shell, McNalley, &
Shea, 1991). -

Understanding of Self, Understanding of Others

‘With developmvent in adolescence comes the acquisition of abstract
reasoning abilities and the increased differentiation of the self (Farrell, 1990;
Harter, 1990). Adolescents are faced with the task of integrating sometimes
contradictory self concepts (varying across different sociai ‘contexts or roles) into
a cohesive sense of identity (Harter, 1990; Larson, 1995). Concurrently,
potentially negative changes in self-esteem arise when adolescents make the
transition from elementary school to the increasingly diverse world of high schoql
| complete with new standards of evaluation and social comparison (Harter, 1990).
The need is clear for fostering poéitive and supportive péer relations while
maximiZing chances for competence. The present investigation and drama

project was designed to provide opportunities for fostering self-understanding as

well as for fostering positive self identity.




Empathy, defined by Eisenberg (1992) as an emotional respbnse tothe
emotional state of another--"feeling with" another--may be instrumental in
determining the quality of one's social relationships (S'chonert-ReichI, 1993).

' Bruchkowsky (1991) traces the developmental changes in cognitive processing
that relate to the development of empathy from the interrelational through to the
dimensional stages (approximately ages 1 1/2 to 11 years) (Case, 1993).
Researchers have consistently found that empathy is a precursor for prosocial |
behavior (Eisenberg & Strayer, 1987). In the present investigation, practice in
perspective-taking provides an opportunity for adolescents to reflect upon the
roots of their understénding of and behaviors toward others.

School drama programs furnish opportunities for collaborative learning,
operationalized discussion of pertinent social issues and personal problems,
creative and artistic expression, and an integrative, potentially student-directed

- alternative to traditional institutionalized education. Besides its social, artistic,

and expressive functions, drama is an excellent vehicle for teaching curricular

content. Drama provides a conduit for learning through a.variety_ of "ways of
knowing." Exposure and practice is afforded for diverse learning styles from
kinesthetic (expression through movement) to logical (analysis of character and
literature), from spatial (directing and set blocking) to verbal, ahd from musical‘ to
social (interpersonal and intrapersonal knowledge and expression) (Ramos-Ford

& Gardner, 1991). Further, the study of drama may serve not only as an activity

base for a social grouping, but most importantly as a means of enhancing

empathy and positive relations through active practice in perspective-taking and
the foundations of social development.
The present investigatibn sought to highlight the efficacy of participation in

a drama program in supporting positive social development in adolescents. In

the present investigation several of the following questions were put forth. What




aspects of the activify foster social adjustment? Does practice in perspective-
takivng nurture empathy'arid prdéocial behavior outside the program? Once
cognitive prerequisites for empathy are acquired, does the opportunity for
empathic practice increése prosocial behavior and enhance adjustment in
adolescents, especially those perceived to be “at risk”? Ultimately, | aimed to
develop a collaborative drama activity that would potentially enhance empathy

and foster positive social adjustment both in and beyond the school setting.

Social Adiustment and Peer Acceptance

Self-esteem and a positive personal identity are related to social status
within peer groups (Brown & Lohr, 1987; Kinney, 1993). The emotional effects of
immersion in and negotiation of the dynamic‘ school social scene impact '
adolescents' seIf-perceptions. On what is a positive self—percebtion contingent? |
Ladd (1990) links school adjustment to maintenance of- friendship early in one's
social career. Conversely, peer rejection is related to victimization and
aggression. (Perry, Kusel, & Perry, 1988'). Further, the combination of
aggressiveness and submissiveness coupled with low levels of prosocial
behavior predicts peer rejection, which in turn is assoCiatéd with Ionelfness and
worry.c;oncernihg social relafionships (Parkhurst & Asher, 1992). The safe
context of a social drama program could potentially provide a fbrum for
discussion and active practice in working through the social and personal issues
pertinent to the adolescent participants as well as provide opportunities for
students with common interests'and coﬁberns to become friends. Moreovér, the
elements of the social drama program could potentially combine to facili_tate'
improvement of self-perception and self- and other-understanding }among the
participants, thereby indirectly providing adolescents with important and

necessary skills for developing quality friehdships.



Parker and Asher (1993, 1987) have highlighted the importance of
friendship quality and peer acceptance during childhood and adolescence. Their
findings indicated that group acceptance and friendship quality are independent
predictors of loneliness. One focus of the present investigation was that by |
facilitating peer collaboration in drama, friendship and peer relations would be
promoted. It is 'noted by Parker and Asher (1987) that quality of friendship and
acceptance with one’s peers impact adult adjustment. For example, according to
Schonert-Reichl and Hymel (1997), friendship quality may function as a buffer for
protecting againet rejection among such adolescents. Thus, the social drama:
project undertaken in the present study and the community atmosphere of the
classroom may foster development of quality friendships and positive social
interaction through .role play activities and discussion of issues of self- and other-
understanding. | A

Ladd (1990) hae found that not only does number of friends in new
classrooms predict favorable school perceptions, but also those children with
more positive school perceptions maintain more prior friendships throughout their
school careers. By furnishing opportunities for adolescents with diverse talents
and aptitu.des to participate and excel in a collaborative endeavor, a drama
program may make school perceptions of alienated students more positive.

Because social knowledge conceming emotional states is predictive of
peer popularity (Adams, 1983) and behavioral disorders are associated With |
lower levels of competence (Schonert-Reichl, 1993), interventions designed to
foster and enhance social competencies in et-risk children as well as Vprograms
designed to facilitate developmental empathy are essential.

- Because findings in the area of peer acceptance and adjustment have

been primarily obtained through correlational, largely quantitative investigation, it




is vital to critically examine this work in order to situate any gaps, which must be
filled with future research.

One common caveat of q'uantitative research on adolescent peer relations |
is the utilization of questionnaires on which adolescents are forced to respond in
a format imposed by the researcher. Specifically, data in the majority of studies
reviewed herein on friendships and peer relationships were gathered through
non-naturalistic, analogue methods such as questionnaires and inventories.
Thus, participants' responses were limited hby uniform definitions of constructs
imposed by the resea'rch design. For example, the Peer Nomination Inventory
(PNI) employed by Perry, Kusel and Perry (1988) to assess victimization and

“aggression levels in étudents, was limited by its inability to assess either
frequency and severity of victimization or varying thresholds of perceived
victimization among students. Furth.er instrumentation limitations include the

| excluéiVe vus}e of‘self-report measures. In the present study, data were collected

via qualitative methods of obsérvation, interviews, and participant validation. In
the present investigation it was hoped that a clearer picture of the motivations
behind responses and behaviors would emerge from a combination of

' quantitative and qualitative methods. |

Artificiality, as in Adams (1983) assessment Qf social competenéy through

participants' responses to hypothetical video vignettes could be reduced with

comple.m"entary qualitative investigation.'"G'bing to the source"--observihg,
intervieWing',} and Iisténing to the adolescents in and about their own situations is
vital (Zaélow & Takanishi, 1993); |

Issues of interpretation, inciUding definitional issues and assumptions,

must be considered in any research study that seeks ’to understand adolescents’

exberiences acrdss salient social contexts. Often, research fails to account for

the whole social picture of the participants in context. Pafker and Asher (1993),
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for example, focussed solely on school based interactions in their study of
friendship and adjustment; possibilities of salient relationships in other contexts
such as neighborhood or church were overlooked. Alternative interpretations,
such as the possible reciprocal rather than causal relationship between quality of
early peer relations and later school adjustment, must be addressed.

ldeally, a blend of both qualitative and quantitative methodologies is a
~ judicious and potentially» enlightening strategy in formulating a research plan
(Creswell, 1994); through cumulative and comprehensive evidence will
understanding be built. Therefore, qualitative and descriptive research exploring
aspects of adolescent social development in school (Dillon, 1989; Farrell; 1990;
.Kelly, 1993; Kinney, 1993; Phelan, Yu, & Dawdson 1994; Richards, 1987) were
examined which provided a balance to quantitative research flndings in terms of
informing the present study. In terms of the methodology used in the present
study, qualitative phenomenological methods were first informed by participants'
responses to questionnaires about events and social issues in their lives. This
process provided the researcher with both pteliminary information about the
panicipants, and the framework for role play and discussion in the project. -
Additionally, this approach provided an opportunity for the participants to reflect
on social issues in their lives. The design of the present study was not a true
blend of quantitative and qualitative methodologies, but was rather a

phenomenological, context-specific inquiry.

Drama and Social Interventions

In order to inform the development of an engaglng and meaningful social
issues based drama project, literature in the areas of 1) the interaction of drama

activities and aspects of social development, and 2) social interventions using

aspects of drama was examined. In addition, my background and experiences in
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drama education, informed by the writings of noted drama educators (Boal,
1995; Cohen, 1978; Verriour, 1994), provided complementary support to the -
framework for the development of artistic aspects of the project.

In designing a program of drama activities that would petentially enhance
self- and other-understanding, | looked to related social interventions i‘nvol—ving
the use of role-play and the use of drama. From my review, | found that many of
the extant programs qsing roIe-pIay as a means of improving social skills were
very structured or systematic and tended to resemble school curricula isolated
from the meaningful experience of thevparticipants (Goldstein, 1993; Pecukonis,
1990; Vaughn, 1987). Additionally, from my review'it became clear that active
participation in drama aIIowing'for student ineut regarding the content (social
issues examined) and creative aspects of the activifies may prove more
motivating and engaging than a systematic intervention curriculum (Boal, 1995).

The use of drama in exploring adolescent social interactions is not new.
Safer and Harding (1993), for example, investigated the use of the "Under
Pressure Prograrrr," a program that used a live theatre perforrhance as a basis
for discussion of adolescents' attitudes to substance abuse and prevention. The
goal of the program was to go‘beyond the didactic "Just Say No to Drugs"
advertisement campaign. First, the adolescents viewed a musical drama
performance concerning substance abuse. Next, they engaged in discussion and
role-play concerning the issue. In order to determine the effectiveness of the live
theatre ‘intervention‘ in terms of preventing substance abuse, participants
responded to questionnaires and engaged in discussion after viewing the
theatrical piece. Participants' self-report responses on the questionnaires and )
field notes gathered by a researcher who observed the discussions were

focussed on peer and family influences on substance abuse and help-seeking

behaviors. Results indicated that the \/iewing of the musical play about
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substance abuse issues was effective in soliciting feedback about adolescents'
views on substance abuse and resources available for dealing with such social
problems. Although this method used creative and motivating tec,hniq'ués, the
social issue discussed was imposed on the participants rather than determined
by them. The goal was not to give the participants the opportunity to choose and
work through relevant issues, but to measure their responses to a piece of
theatre they watched but in which they did not participate.

| Overall, an investigation into the literature examining various contexts of
interactions between drama and aspects of social development revealed that
elements of the practice of drama reflected contexts of social interaction.
Moreover, a number of studies found that drama activities facilitated positive
social development and interaction. Miller and Rynders (1993), for example,
examined the use of drama garhes to enhance positive social inte_réction
between students with and without mental retardation and foUnd positive results.
That is, they found that the participants’ involvement in drama activities was’
associated with positive regard by peers and with being targeted for positive
social interaction. Similarly, Bieber-Schut (1991) found that a developmental
drama workshop improved social skills in visuallyl impaired adoleséents. Social
skills training involving dramatic role play also has positive impact on the social
functioning of schizophrenic inpatients (Spencer & Gillespie, 1983). Finally,
researchers Have found that drama participation in high school leads to |
improvements in tolerance of other’s perspectives (Beales & Zemel, 1990).
Taken together, these findings provide support for the contentibn that positive |
social effects result from participation in drama based programs and
interven.tions across a variety of contexts.

Because of the participants' "at-risk" status in the present study, it was

important to examine existing social interventions for at risk adolescents that




13

utilize aspects of drama--namely role play. A common factor in interpersonal

skills training programs is the training of role taking in order to encourage positive

social interaction. A fundamental premise underlying intefpersdnal skills training

is that the recipients of the training can be helped through education or training
rather than through a coqnselling process (Goldstein, 1993). Such programs
have been informed by social learning theory, including Bandura's prescription of
modelling desired behavior, rehearsal of desired behavior, and arranged
opportunity for successful application of desire_d social behaviors (Goldstein,
1993). In such programs (Pecukonis, 1990; Vaughn, 1987), role-pléy is a part of
the prescription--the chan.ce to practice or rehearse modelled desirable social
behavior. Neveﬂhéless, this prescriptive and didactic application of role-play may
serve to isolate the participant from the meaning of the endeavbr.

In order to overcome the noted caveat in other investigations, in the
present social drama project, role-play was h;it used as a prescription for
training, but was used as a means of learning and understanding through
exploration of relevant concerns and issues. Moreover, it was expected fﬁat the
natural coupling of drama and role-play would prove far more engaglng and

motivating than a systematlc pre programmed currlculum

The Adolescent Voice: Experiences of School

In this section, a number of recent studies are reviewed because the
researchers of each of the respective studies have noted the saliency of listening
to the adolescents' voices as a means in which to obtain and understand
adolescents"experiences in various school contexts. Moreover, all 6f these

studies examined adolescents' school experiences by employing qualitative

methodology.




14

Phelan, Yu, and Davidson (1994) described the pressures and problems
experienced by adolescents in the interconnected contexts of school, family, and
peers. The researchers interviewed 55 ethnically and academically diverse -
adolescents in four urban Califoinia high schools in order to obtain descriptions
of the events and circumstances that affect their lives and iheir ability to connect
positively with educatidnal settings. Interview data were supplemented with
observations that prdvided documentation of interactions between adolescents
and teachers and interactions between adolescents and their peers. Interviews
were coded to identify values, beliefs and expectations across the students'
worlds (school, home, and peer contexts). Socio-cultural components in the lives
of the students were examined within the context of the "Multiple Worlds" |

‘framework (Phelan, Yu, & Davidson, 1954)’ focussing on the quality of transitions
between contexts.

Adolescent students' own descriptions of the pressures and problems
provided important information that emphasized their roles as mediators of their
own experiences. Different risks and problems were found to be associated with
differences in values, expectations and be’liefs across contexts and degree of
difficulty or ease in making the transitipns between contexts of school, home,
and peers. For example, adolescents experiencing congruence across contexts
in terms of values, beliefs and expectations described pressure to achieve

: _academically. Problems associated with such pressure included serious events, -
such as suicide attempts. Findings highlighted the importance of not adhering
strictly to traditional at-risk adolescent profiles. For example, "model" students

-may be at risk due to pressures associated with features of their world.

This research points to the importance of acknowledging students' family

contexts and the need for educators to be aware of and consider problems

students may have at home which may hinder their ability to benefit from existing
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school settings. Also, findings indicated the importancg_of'peer relafionsh‘ips in:
providing a release from family and school pressures. Tﬁese findings informed
the present investigation in that the project provided opportunities for
adolescents to be involved in a forum to voice and deal with pressures énd
problems in the various social contexts of their lives, empowering them to
b;oaden their vi'ews and develop more complex understahdings of themselves
alnd others.

In her action research study, Richards (1987) asked the question: "how
am | going to motivate a group of students who do not want to learn?” (p 65)
Data were collected over seven months in the forms of journal entries,
documenting class activities, questionnaires, and student interviews with the
focus on student and teacher behaviors and interactions. Informed by research
on motivation, the findings were presented as a chronological account of the |
interchange of teaching and learning ﬁroc'esses between "a group of
unmotivated adolescents considered worthless" (p- 69) and the researching
teacher. |

During the course of the action research, Richards acknowledged fhat she
had previously underestimated the capabilities of thleSe students. In tufn, she
recognized their needs for competence, achievement and for a carihg t'eacher
who knows her students as pebple. The adolescents themselves were
~instrumental in the intérrelated processes of teaching and learning as their
voices informed the classroom processes and practices. This notion underlies
the abproach utilized in the present investigation.

Anoth.er study examining the educational experiences of at-risk youth was
~conducted by Dillon (1989). Specifically, Dilion studied the social organization of

a high school low-track English-réading class using ethnographic methodology,

including participant observation and interviews with classroom members/




16 -

informants. Data were collected over one year and were focussed on obtaining
adolescents’ perceptions of school, students, teacher and community. Findings
indicated discrepancies in value systems about school and learning between
adolescents and their parents. That is, on the one hand the adolescents were
expected to bé successful and achieve in school, and oh the other hand the
adoléscents’ parents de-emphasized the value of an education.

Results also indicated that, in this particular classroom, the teacher and
students together constructed the social organization. The teacher worked to
make connections between the students' home and school cultures, reducing
resistance to learing and increasing opportunities for active participation. For
the studénts, the teacher was a real, caring person who "spoke their language"
and made school activities relevant to their lives.

These findings informed my research by emphasizing the need for making
school activities relevant to the lives of the students, especially those students
Who were marginalized thréug_h placement ih alternate programs. My study
sought to achieve this by eliciting the subject matter for the drama activities from
the students. That is, social issues in the contexts of the students' lives (school,
home, and peer cultures) wére'gehérated as the basis for the drama activities by
the adolescents themselves.

The last studies reviewed in this section examined adolescents at risk for -
school drop out enrolled 'in'sbecific school pfograms or alternate schools
" designed té serve these adolescents. Kelly (1993) p;esented "voices from the
hidden world of the continuation high school” (p. 2) in her book entitled Last

Chance High: How Girls and Boys Drop In and Out of Alternative Schools.

Gender was examined in this ethnography of the alternate school system.

Through extensive discussion with the students in these schools, emerged a

metaphor of the "soap opera" in which gender status informed the expectations
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~ for boys and for girls. For eXample, emongst the adolescents in this investigation,
girls tended to read stereotypical, gender-typed popular peychology books and
romances, while boys chose books about war and gang culture. Moreover, in
terms of language arts in the continuation school classrooms examined,k few

- teachers included gender issues in their lessons. Overall, the findings indicated
that at risk students, marginalized by the school environmeht disengaged from
school and were drawn to alternative “theatres” for identity development such as
romantic relationships or gangs. Within these alternative theatres, boys and girls
act and improvise according to respectively different social scripts.

Farrell (1990) documented an interpretive study of three projects
undertaken to gain a holistic understanding of adolescents at risk for school drop
out by examining their day to day lives and experiences. Data were collected by
three students/ eellaborators Who’tape recorded interviews or discussions
between themselves and adolescehts aboht their experiences as adolescents in
the contexts of home, school, and peers. Overall, the fihdings emphasized the
importance of student-teacher bonding and meaningful, collaborative endeavors
~ in keeping adolescents connected to school. Finally, Farrell discussed solutions
by proposing structural changes in school systems, highiighting the importance
of positive peer interaction and connection with caring teachers.

In these studies, as in the present study, adolescents' voices speak to
issues of identity and social interaction as they relate to school contexts.
Although th.e studies reviewed varied according to theoreticel focus and
methodology, there were important commonalities. Foremost, in all of the
sfudies, qualitative methodology was a particularly useful tool with which to -
explore phenomena related to the lives and experiences of adolescents in

school. The different methodologies included ethnography, action research, and |

phenomenology. In all of the studies examined, interviews and discussions with
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adolescents were used so that adolescents were able to express their
perceptions, beliefs, constructions, and conceptions of particular phenomen‘a
and experiences in their lives. In addition, in all of these studies, adolescent
experiences were obtained so that they could be understood and inform
“educational practice--either on the level of individual classroom practice
(Richards, 1987), or with a yiew to informing recommend'ati.ons for changes in
larger school programs .(Farrell, 1990). These studies explored the experiences
and identities of adolescents in the contexts of schools and beyond by going to
the source and learning from adolescents themselves. |
In ‘the aforementioned studies, the voices of real adolescents emerged as
a force to inform educational practice. Zaslow and Takanishi (1993) outlined
priorities for research oﬁ adolescent development and proposed that in order to
maximize the effectiveness of interventions and illuminate adolescent
development, research is needed thaf attends to adolescents' own descriptions |
and perceptions of their experiences. Qualitative and descriptive data are
especially important in terms of understanding problem behaviors, stressors and
risk factors from the adolescents' perspectives to inform suitable and effective
intervention strategies and to evaluate interventions (Zaslow & Takanishi, 1993).
By attending to the voices--expressed experiences, meanings and perceptions--
of adolescents, a deeper understanding of the social énd academic needs of
adolescents is possible. Programs, both curricular and extra-curricular, that
facilitate social development also foster academic development (Wentzel, 1993),

enhance connection with school, and thus diminish the likelihood of drop out

(Finn, 1989; Mahoney & Cairns, 1997).
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Social Drama in the Classroom: An Application

One irhpetus for the present investigation of participation in a drama
program as a means of illuminating and perhaps enhancing self- and other-
understanding in adolescents emerged from my experienc.esv working with high
school stud_ents in both curricular and extra-curricular capacities. | provide this
description aé background for the presént invéstigation. Specifically, it was my
initial experience with drama for adolescents that both spurred. and informed the
present investfgatibn.

| taught English (grade 10) and Drama (Grades nine through 12) in a high
school ~in a northern community. | coordinated the extra-curricular program in the
school. In this capacity, | organized the school drama club with students of all
grade levels in the school, directed plays and travelled to regional and provincial
- festivals with these productions. In addition, my students and | were active in
community theatre productions and activities in the town and' region. Via journals
| kept when | was a high school drama teacher, | reconstructed a case study, first
of a social drama u.nit collaboratively created and practiced in a grade nine
classroom, and secondly, of an extra-curricular drama project undertaken by a
mixed group of students from grades nine to twelve. As a result of my
experiences, | set out to illuminate changing representations of social
competencies, adjustment and empathy in the participants, both adolescent and
adult (teacher), as a result of participating in drama. This initiél qualitative and
highly personal investigation served to consolidate ideas and guide éngagement
in thevpr'esent study in which development of éelf4and -othe'r-unvderstanding was
traced in collaboratively building and précticing a social drama activity from a
planned rather than a retrospective field of vision.

The original ninth grade social drama activity was born from student

interest in discussing social issues. "Kristy," a student had lent me a book by
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Evelyn Lau, a young author who was a teen-age runaway and had lived or
survived on the streets és a prostitute. Some time later, at the beginning of
drama class when we were sitting in a circle and éhatting before doing our
regular acting warm-ups, Kristy asked me what | thought about the book she had
lent me. This sparked a faséinating discussion about the many issues in the
book--relationships with parents, exploitation of youth, street Iifé, gangs, AIDS,
friendship, drug use, depression, etc.

This informal discussion led the students tb identify specific issues or
problems that they were interested in investigating in more detail. As an
assignment, they decided they. would create some kind of document through
which, as did Evelyn Lau through her autobiographical book, they could examine
issues }as'they impact their own lives. The students naturally grouped themselves
accordinvg to th'e following social issues of common interest: school conflicts
(grades, relations with peers and teachers), teen pregnancy, suicide, eating
disorders (this evolved into a critique of popular.média), and family conflicts.
Obviously, the time line of a single drama unit was not adequate to write an
entire book; however, we had many ideas for alternate docdmentary and
research forms.

Respectively, the groups (about four or five students per group) created
the following documents: an improvised tabloid-type talk show complete with
experts and host dealing with teacher-student conflicf, a short story dealing with
teen pregnancy, a series of poems dealing with suicide, a collage displaying
typical media imagery of women to highlight pressures on young women to
conform to unrealistic body images, and finally, a news report describing
potential fates that could befall runaways. Presentations of the 'doc'uments were

made after three class periods of discussion, research, and work on the

presentations. Not only did students bring personal experience to the research,
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" but also pursued the research on their own time outside of class via resources
such as television, magazines, newspapers, and discussion with others.

The students had considerable freedom as to degree of planning; they
could produce a complete script or prepare a general outline of action and
characters. There was no pressure to perform .as in foIIoWing the script; the main
thrust was that the students try to identity with the character or role, and seek to
show this affinity through actions and words. |

The role-play in the improvisations was not victim-centred; rather, roles
consisted of those people impacted by the effect of the social problem on the
victim. For example, roles in trte runaway improv included the mother, the best

friend, the sister, the counsellor, and the boyfriend of the person who has left

- home without warning. This convention functioned to minimize negative feelings

in those that may have been personally involved in a similar situation and also
encouraged empathy with varying perspectives.

| Improvs were performed for the class after about one week of work;
discussion'and'oeer group evaluation (concerning both depths of treatmént and
delivery or aesthetics) followed each contribution. Also, role reversal was
undertaken by the replay of scenes with students taking different perspectives.
All'in all, the project was a useful learning experience. Entering the theatre
during rehearsal, one may have been startled by what appeared to be chaos. As
a first year teacher, this made me nervous; however, in retrospect, | came to
realize that collaborative learning--especially in drama--is not élways a quiet
pursuit. v

Students were not compelled to participate if they were uncomfortable

with an issue or a particular discussiort. Although a few students were initially |

reluctant to take an active role, everyone wanted to be and was involved in the

productions. One extremely quiet girl, who became only tangentially involved in
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- the role-play, surprised me when she stayed after class one day and spoke to
me about difficulties _she had been having at home. It appeared as if the
discussions in class had a therapeutic quality in providing awareness that others
share similar problems. This girl was then able to seek help for a situation that
she previbusly did not wish to or was unable to discuss openly.

Intuitively, it seems that empathy and prosocial behavior would be
~ enhanced by participation in such a project. However, to retrospectively chart this
development is a daunting if not impossible task. Certainly, the active

engagement with the content areas, enhanced awareness in the students of

- emotions, situations and conflicts faced by others. Positive effects of active

engagement in‘ creation and ownership of a dramatic production were evident in
the quality and depth of the contributions. This project occurred about Qne-third
into the term--the students had time to get to know each other and feel
reasonébly comfortable. Interest and enthusiasm for the project, which students
had much input in designing, continued throughout the remainder of the course.
- Students maintained the desire to take primary responsibility for developing
ideas for class éctivities and for active discussion. In addition, several students
subsequently became involved in extra-curricular and community théatre :
projects. As a result, opportunities for positive identiiy formation through success
in activity-based social groupings (Kinney, 1993) were increased. Further, two
students who at the time considered themselves unconnected with school,
| became active in extra-curricular drama at school and in the community and
. subsequently became apparently more positively connected to schbol
(attendance and grades in English class improved). This anecdotal information
was supported by Mahoney and Cairns (1997) who found that ihvolvement in

extra-curricular activities heightened engagerhent in school for students at risk

for drop out.
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Other positive social effects emerged as eVidént in students involved in
the extra-curricular drama club in the school. Students with diverse interests and |
abilities worked together towards a common goal--choosing, producing,»v _}
rehearsing and performing‘a play not only for the school audience bufalso for -
the whole community. The accomplishment of working as a team far surpassed .
the extrinsic reward offered by marks or grades. Further, the teacher did not
function as an authority; she functioned asa teah member with skills and
expértise to contribute. Such an arrangement provided many opportunities for
creative conflict resolution; a common vision of art_istic accomplishment
superseded personal quabees and disagreements. The cast and crew
(including students from grades nine to twelve, myself, a teaching assistant with
a drarﬁa background, and my husband John who volunteered) operated much
like a professional company.

We took the production on tour as we visitéd thé Regional Drama Festival
and were elated to be invited to the Provincial Festival. Diverse personalities
managed to get along beautifully throughout the trip. Not.only was much Ieérned
about the art and practice of theatre, but more importantly much was learned

about human nature and interaction.

Statement of Purpose '

A drama program has the potential to foster empathy,v seIf-ésteer_n, social
adjustment and friendship among students by providing a flexiblé, integrative and
collaborative setting where students are able to socialize and to practice the art
of socializing thvrdugh role play and perspective-taking inherent in the 'dramatic ‘
activity. In addition, students are able to share their skills and talénts oh an eqﬁal

plane of respect with others including adults. Expertise is gauged¢ by practice, not

by age.
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VFurther, in the present investigation, the students themselves chose the
content matter of the role play activities. The role play and discussions centred
on social issues relevant to the lives of the students, making the activitiés
meaningful io the students. The voices of these adolescents wereilistened to as
they constructed the experience and meaning of the dréma. _

The activity developed in the present project took the shape of the social
drama unit but contained elements of the extra-curricular activity-based peer
group._The program was built in consultation with a group 6f adolescents
identified as "at-risk for dropout" and was informed by research in the areas of
developmental empathy and social understanding. Endeavors to trace the
development of self- and other-understanding throughout and after the program
were accompiished through' likewise informed observations, interviews and
consultation with the participants themselves. The adolescents' experiences of
participation in the project, their emergent conceptions and constructions of self-
and other-understanding as they engaged in role play, perspective-taking and -
reflection on relevant social issues formed the data and informed the Iearning
researcher.

The goal of the present project was for the participants to participate
themselves (rather than just watching a produced play) in the drama and thus
have optimum input creatively and in terms of what social issues are foremost in
their lives. In addition, the present study does not rely upbn participant self-report
on -questionnaires'and researcher observations of discussions. Rather, the
adolescents are able to describe their own experiences and voice their

perspectives in interaction with the researcher and other participants. Active

. participation, including the exploration and discussion of relevant social issues, is

supported by research in moral education (Kohlberg, 1981, 1986; Damon, 1988;

Lickona, 1991). Specifically, researchers in the area of moral developme'nt and
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moral education suggest progréms that emphasize discussion of important social
issues. Programs that emphasize discussions with peers about controversial

social issues are more beneficial in promotih‘g development than are programs

that rely solely on indoctrination.
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CHAPTER TWO: METHOD

Rationale

This study combined both the building of experience (engaging in the
collaborative drama activity based on social‘issues relevant to the participants)

and describing and illuminating experiences (discussion and examination of

these experiences from the perspectives of the participanfs) (Georgi, 1985).

- Therefore, a combination of methods was employed to trace both the dynamic
conceptions and constructions of empathy among the participants and to seek
understanding of the participénts‘ experiences. |

The primary objectives of this study were 1) to seek understanding of the
social experiences of "at-risk" adolescents in working collaboratively in the |
context of a peer-based drama activity grouping, and 2) to examine the impact of
this activity on the participants. To achieve this objective, a phenomenological _
approach was required:

Phenomenological research is not intended to test an hypothesis.

The aim is to understand a phenomenon by allowing the data to

speak for themselves, and by attempting to put aside one's

precohceptions as best one can. The method provides us with
descriptions of experience which are then interpreted by the

researcher from a particular theoretical perspective (Osborne, |

1990, p. 81). |
To understand the participanté' experiences, it was necessary to try to get inside

their subjective perspecﬁves. Just as the participants in the activity practiced

perspective-taking, so too did the researcher as she sought to understand the

perspectivés of the participants.
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As in phenomenological research, the data were descriptions of
experience obtained through interviews and group dialogue. In addition, the
drama "role plays" functioned as data in the form of non-verbal personal and -
group expression (Osborne, 1990). Embedded in the phenomenological
methodology, elements of ethnography (Ellen, 1984) wefe represented in the
data collection through in-depth observations and field notes on the project's
activities as well as through informal interactions with the participants in the
schéol and neighborhood contexts. Further, the collection of video and audio
tapes of dramatic role play activities comprised artifacts for the analysis of data.
These data sources were embedded in the alternate program classrooﬁm
described as well as in the school and the larger comrhunity of the inner-city
neighborhood. ‘

 The subject matter of this broject,- namely at-risk adoleséents' experiences
of self- and other-understanding in and beyond the context of a collaborative
interaction designed to foster perspecti\)e-taking (dramatic role play based on
relevant social issues), theres with the theoretical underpinnings of
efhnographic research. Symbolic interactionism (Denzin, 1978) subsumes self-

and other—understanding as it is through the understanding of others that

~ meaning is achieved. Perspective-taking, self- and other-understanding, and

interaction in the telescoping contexts of project, classroom, school, and
commuhity ‘intertwine to form a cdrhbined method and subject for the research
project. |

At the outset pf the study, participants respdnded to paper-and pencil
questionnaires that were employed hot as standardized measurements for
examining differences between participants on pre- and post-test measureé, but

as a means of gaining insight into the social issues and éventé, relevant to the
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participants. This was useful in planning the drama and discussion activities of

the project and the subsequent qualitative analyses (Creswell, 1994).

~ Design

An intact group of 14 studenfs identified as at-risk for scHooI drop-out and
enrolled in an alternative c':Iassro/om program engaged in a four week drama
project that focussed on social issues relevant to their lives. The activities,
consisﬁng of role play, dramab relatéd exercises designed to highlight
understanding of dramatic elements (such as characterization,‘ emotion, and
improvisation), group discussions, and one-on-one discussions or inteNiews,
took place over four weeks during 12 class periods (three per wéek). The project
occurred during the scheduled language arts period. The aforementioned time
frame for the project was chdsen because of issues of practicality. Four weeks
- was the maximum time allowed by' school officials because they perceived that a
longer time period would disrupt the regular school program.

As mentioned learlier,, participants responded to paper and pencil
questionnaires that were designed to assess relevant social streéses,and issues, |
and events salient to the lives of the adolescent participants. Students'
responses to the questions on these measures guided the content of the role .
play and class'discussions by providing the researcher with,rele\‘/ént informatiOnv
regarding the social expeﬁences of the participants.

The researcher/ drama teacher was a participant as well as a guide in
collaboratively building the social drama role-play activities. The researcher's
husband, John, assisted and participated in the project. His skill in drafna, his
experience with "at-risk" adolescents (former counsellor at wilderness training

camp for adolescents), and the‘rapport he built with the adolescent participants

proved invaluable. Researchers and participants worked together to explore
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experiehces of social' issues, stresses, coping strateg'ies, and experiences of
understanding of self and others in the context of a cohesive drama troupe. The
ways in whigh paﬁicipants constructed their experiences of perspective-taking
and understanding of self and others in social relationships in the'drama

processes was a main focus for the data collected in this study.

Panicipants

The research participants in this study were a subgroup of 14 students
who were taken from a larger sample of approximaiely 300 students from grades
8-11 enrolled in an inner-city high school and who were taking part in an ongoing
two year project investigating the concurrent effects of social, emotional, and
motivational processes on academic success during early and middle |
adolescence (Schonert-Reichl & Hymel, 1994). This larger study was conducted
in order to potentially identify factors that predict school dropout.

The group of 14 students were enrolled in a "transition" program in the
school. Students identified as "at-risk" for school dropout were chosen for the
"transition" program on t.he bases of )poor secondary school academic records,
térdiness, truancy, and behavioral problems in class and at home. "Transition"
students varied widely on reading skills, were all relatively successful in
elementary school, and according to psychologibal testing, were within normal
learning ability range (Rebane & Schonert-Reichl, 1994). The "tranSition"
program was designed to assist these students, all of whom had failed Grade 8
academic courses (science, math, social studies and language arts), to obtain
some academic success in high school. Students in the "transition" program

were either in grade 9 orygrade 10 and took all of the aforementioned academic

courses from one teacher in the same classroom.
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In terms of the drama project, this group was chosen on the basis of
research that suggests that they would benefit from participatbing in an activity-
based peer group. Specifically, as adolescénts move into the diverse world of
high school, they are often able to find a supportive soc_iai niche via involvement
in extracurriéular activities (Kinney, 1993). At-risk students may have limited
access to positive activity-based peer groups, such as extra-curricular activities
due to academic program or financial constfaints. In fact, the structure of the
“transition" program réstricted thé students' access to elective or option courses
such as drama due to scheduling constraints. Collaborative participation in this
social drama activity offered these students access not only to an artistic pursuit

“and social activity but also provided a conduit through which théir own issues,
concerns, needs and insights may informrtheleducational system which should
serve them. Bruner (1996) argues for a social curriculum in schools in which

- children are empowered to construct and'belong to the classroom culture.

Optimally, such classroom organization and activities as in the present social |

drama project, and indeed in the “transition” classroom itself would represent an
ongoing classroom organization.

_ The "transition" classroom operated on a democratic model with teaching

practice informed by moral development theory (Kohlberg, 1975; Lickona, 1991)-

-an approach that empowers the students by providing them with opportunities to
help construct their own learning environment (Rebane & Schonert-Reichl,
1994). Specifically, the program offered the students rﬁany democratic decision-
making opportunities. Examples of this approach included class meetings (both

fprmal and informal) in which students weré given the opportunity to discuss and
vote on such issues as project topics, field trips, choice of literature for English'

class, and facets of classroom organization, such as seating arrangements. The

classroom organization was based upon the principle of empowering students by
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allowing them a “voice”-on issues regarding their own learning experiences in the -
context of a positive and supportive atmosphere.

In keeping with the democratic approach, ‘it_ was important that the
students reached consensus regarding their desire to participate in this 'p_roject.
Thus, initially, the classroom teacher discussed the project with the students to |
determine their thoughts on participation. After the nature of the drama project
was described, students responded positively. During the next meeting with the
students, the researcher discussed the social drama project in further d'etaii.
During this classroom visit, the researcher observed how the students and
teacher interacted and basicelly obtained an understanding of the classroom
climate and daily procedures. _ |

All the students in the class were given a copy of the letter of consent
describing the procedure. Consent of both the students and parents or guardians
was requested (Appendix A) and permission was granted for all students.

Of the 14 participating students, six were male and eight were female. Six
of the students were in a ninth grade program of academics while eight were in
Grade 10. Ten participants described themselves as "white'_'; two were "First
Nations;” one was "FiIipino'; and one with "Latin" background. Two of the 14
students resided in two-parent homes while six lived with their‘mothets, two with
their fathers, and one with grandparents. Three of the students lived in blended
family homes. All of the participants and the researcher and assistant lived in the

inner-city neighborhood in which the school was located.

Setting
The social drama activity took place in the "transition" classroom

described in the previous section. Students in the "transition" program made

numerous references to the classroom group as a “family"--a very close-knit
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group of friends including their teacher. It was estimated that this famili_ar setting
would provide a measure of safety and security, especially necessary as the
project at times involved grappling with sensitive and perhaps persohal social
issues. Several participants commented that they felt comfortable engaging in
the drama activities because of their familiarity with their claséroom group.
There was a sense that the "transition" classroom was an oasis for these
students in the middle of the large high school institution. This sense was not
created with spécial lighting, furniture or material trappings, but from the warmth
and affection among the class members and their regular day-to-day teacher. In
fact, thé students referred to their teacher as a "Mom" and to the class as a
“family.” The caring atmosphere was exemplified by the snack table where
students shared coffee and muffins before class. The climate was one of
equality tempered with fairness and security. The teacher was equal as an
individual but was also perceived as an experienced guide and care giver for the

students as'they learned.

For the purposes of the drama project, the classroom was converted into
a drama/ theatre space by moving furniture to the side, adding props or simple
set pieces when required, and adjusting lighting with the use of floor lamps.
Simple costume pieces (hats, scarves, etc.) and props (microphones, bottles,
etc.) were found or brought in from home by participants-or researcher. In short,
the group operated like a mini-theatre company in the process of collaborating
on a production. | |

As mentioned earlier, with the researcher, the researcher's husband

participated as an assistant. John's experiences working in theatre, volunteering
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in extra-curricular drama in public schools, and encountéring school failure (he,
himself dropped out of school) made him a positive choice for éssistant in th'e
broject. In keeping with Kinney's methodology regarding quali_tativé study of
adolescents in high schools (1990), the researcher and assistant were well-
‘suited to this particular project. Specifically, Kinney asserts that 'revsea__r_chers who
ccan relate to the adolescent participants, show genuine interest in their viewsl
and are somewhat distanced from adult authority figures, establish a high level of
rapport with the participants. This was born out in the project as many of the
adolescents expréssed that they felt at ease because the researchers were
"normal" (i.e., it was inferred that this meant that they could relate to the
adolescents and were "not typical teachers"). Kinney (1990) reflects that the
reséarcher‘s ability to distance her or himself from teachers and other adults
likely results in the adolesceﬁts "opening up" and respbnding with honesty and

trust.

Acknowledgment of Biases and Preconceptions
As notéd by Osborne (1990), because of the nature of qualitative
research, it is importanf for researchers to acknowledge any of their own salient
biases and preconceptions. As described in the preceding chapter, | was |
previously a drama teacher who developed and employed a similar social drama
project as part of the dréma.curriculum with grade nine students. The success of

the application of the social drama in the previous context may have impacted

my ideas about salient aspects of the effects of the social drama on the
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participants in the present investigation. In addition, in the present investigation,
my role was three-fold. | was a facilitator for the drama actiVitieé, a researcher

| interviewing the adolescénts about their experiences of the project, and a
participant engaging in the activities and-observing the context. These roles were
not necessarily in conflict; nevertheless, engaging in the procesé in these three

roles, caused a necessary shift across the varying perspectives of the roles.

The Social Drama Project: Procedure and Methods

Procedure Overview

Procedures involved the combination pf quantitative methodology within
the predominant qualitative design. The purpose of combining methods was
developmental; the quantitative method was used'sequevntially in order to inform
the qualitative method (Creswell, 1994). Moreover, although the questionnaire
data did not offer experimental pre- and post-test results, these data
nevertheless served to enhance and elaborate thve results of the qualifative
portion of the study.

As mentioned earlier, because the objective of thé project was to gain
~ insight and understanding into the social experiences of the participants both in
and beyond the context of the social drama project, a phenomenological
approach was used. The main focus of the research was to seek to understand
the participants' constructions-;their meanings, thoughts, feelings, beliefs, and
actions (McMillan & Schuhacher, 1989) as they occurred in the context 6f the
process. |

After the project was introduced and discussed with the parﬁcipahts,
informed consent was obtained through a follow-up visit by the researcher.
During the follow-up visit, participants éigned consent forms and were given

consent forms to be taken home, signed by the parent or guardian and returned
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to the researcher. During the aforementioned discussion, the researcher
provided a description of the propbsed activities and answered the participants'
questions about the project. Only the researcher, the assistani, and the
cléssroom teacher had contéct with the participants during each 50 minute blass
period designated for the research project.

| Questionnaires were compléted during the first regular meeting of the
drama group and took one 50 minute class period to complete. Because of the
personal and sensitive n‘ature of the items on the questionnaire, thé guarantee of
confidentiality was erriphasized as was the importance of each participant's own -
honest responses. A detailed description of the questionnaires is found in the |
following section.

The drama phase occurred over the next three weeks (three 50 minute
peridds per week). Debriefing was built into the study in the form of ei/aluative
discussion after each phase of the activity. All data were kept entirely
confider_itial. In order to ensure confidentiality, students' names were not
recorded on questionnaires; instead, data for each student were coded with a
number. Tapes of interviews and intervention were made available only to the
researcher, the researcher's supervisor, and the assistant. Moreover, students'
~ hames were not used in the extensive field notes nor were'_in'dividuals identifiable
in the report of the research. In the presentation of results, each participant was
given a-fictitioué name to facilitate the reader's understanding of'ihe dlaté and of
participants as "real people" as well as}to provide continuity across data
examples and quotations. “

The social drama activity portion of the project occurred during the next
eight "B Block" class periods in the participants' time table. This block of classes

was on a weekly rotation with a session every other day. The rotation of these

class periods meant that our drama sessions occurred at differént times of the -
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day from week to week. For example, during the first week, the sessions
occurred during the rhbrning, while during the next week, two of the'sessions
occurred in the afternoon.

The project provided a forum not only for discussion of pertinent social
vissues but also an opportunity for the students td take part in a drama class--a
programv unavailable to this class because of academic sc_:heduling in the
alternate program. Portions of these dréma sessions were audio-recorded and
the researcher and assistant kept notes during the activities and discussions.
The students decided that the classroom teacher would remain in the classroom
and take part in activities and discussion if she so wished. For the most part, her
roIe was observer; the participants expressed comfort W|th her presence and
interaction. Details of the thematic content of drama sessions (role_ play and -
discussions) are presented in the following chapter. |

Trends in the development of self- and other-understanding were traced in
the qualitative activity-based portion of the projebt; these data were compared
with the information from the questionnaires. |

"Ongoing Analvsi‘s

| Following each of the sessions, the researcher and assistant examined
the field notes and the audio tapes of the drama activities and discussions.
Students' reactions to activities, students' comments and views expressed in
| discussions, and overall themes in the discussions were documented. This
process guided the drama activities and discussion topics'for the following
sessions. For example, the researcher, upon listening to a discussion tape in
which several participants spoke of the impact of drugs on social relationships,

raised this issue in the review discussion at the beginning of the next session.

The participants expressed the desire to continue examination of this topic in
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“role play activities and validated the relevance of this to‘pic in role play and
discussion based on situations from their lives.
| In addition, the reading, re-reading and fleshing out of the field notes

along with listening to the audio tapes allowed the researcher and assistant to
look for patterns and recurrent themes in the discussions and in the role plays.
The re.searcher reflected on the data at this stage by writing analytic insights
'(Dillon, 1989). The researcher also looked for parallels between her own —
observations ahd interpretations and those of the assistant. Instances
representing the categories of emérging themes were circled and color coded.

These data along with questionnaire data were organized and used to
guide the interviews with each participant which followed. This was aécomplished
by the reseafcher with the assistant, compiling notes (based on the above
analyzed data) for each partiAcipant with which to guide reflection in the individual
interviews. In this way, participants validated concérns, issues and meaning
constructed in the role piay activities and g"roup discussions.

The schedule of classroom sessions is described in some detail in the
following sections, beginhing with the first-day when parti_cipants completed
questionnaires comprised of demographic questions and questions about events
and stresses in their lives. The questionnaires provided valuable information for
the researcher as well as an opportunity for parficfpants to refleét on their own
perceptions and experiences. -

Day 1: Administration of Questionnaires

Several days after the researcher and assistant were introduced to the
participants in their classroom and consent forms were completed, the
researcher administered questionnaires to the participants. The questionnaire

booklet included quéstions concerning social relationships, stressful life events,

and coping strategies. The focus and method of the project was not
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experimental; réther, these questionnaires provided a focus for the éocial drama
activities by giving tAhe researcher another form of insight into the lives and social
. issués of the participants. In addition, the questionnaires may have served to aid
the pérticipants themselves in identifying and defining these'issues._

Participants also responded to a short demographic que_stionnaire
(Appendix B) on which they were asked for information regardihg grade level,
-ethnicity, gender, family composition, parent's education level, and hobbies and
interests. Folléwing is a detailed description of each of the questionnaires utilizéd

in the present investigation.

Assessment of Adolescent Stress

Adolescents’ stress was assessed in the following study with tWo
measures, namely (Appendix C) the Junior High Life Events Checklist (JHLEC)
(with some additional events) (Swearingen & then, 1985) and the Inventory of
High-School Studehts' Recent Life Experiences (IHSSRLE) (Kohn'& Milrose,
1993). The JHLEC contains 43 items which each ask the respondent to either
circle "yes" or "no" when asked if a certain major event has happened to him or
her since the start of the yeér. The fespohdent then rates the quality of the life
change on a seven point Likert type scale ranging from very bad through neutral
to very good. Space is given for the respondents to add and rate life events not
on the list. The IHSSRLE asks respondents to rate the impact of daily haséles on
- their lives. Hassles are rated on a four-point sbale which indicates how much a
certain experience has been a part of the respond.ent's life over the paét month.

Assessment of Empathy

The Interpersonal Reactivity Index (IRI) (Davis, i983) (Appendix D) was

used to assess different dimensions of empathy. The IRl includes 21 items

scored on a five point Likert type scale running from (1--Does not describe me at
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all) to‘(5--Describes me very well). Three subscales are included. Empathic}
Concern (EC) consists of seven items that reflect respOndehts' tendencies to
react with sympathy wheh exposed to others in need (e.g. "l often have tender,
concerned feelings for people less fortunate than me")'. Perspective Taking (PT)
consists of seven items reflecting respondents' tendencies to understand the

feelings and actions of others (e.g. "When I'm stet at someone, | uSuaIIy try to
put myself in his or her shoes for a while"). The third subscale, Personal Distress
(PD), consists of seven items reflecting respondents' tendencies to react with
distress or anxiety when confronted with others who are in need or hurt (e.g. "! .
sometimes feel helpless when | am in the middle of a very emotionél situation").
During the project, this measure servéd to_inform the group discussions and the
individual interviews. For example, the nature of the students' responses to items
about friendship and peer relationships highlighted the importance of these
relationships in the daily lives of th,e students. This information provided a basis
for further group discussions and role plays focussing on social relationships.

Day 2
The activities on the first day of the drama activities Iaid' the foundation for |

the rest of the project. Specifically, we engaged in a group discussion .that served
as a warm-up and introduction to the activities that followed. The res.earcher
explained the overall plan and time frame for'the project and elicited input from
the group to establish a basic format for each session's activities (group

| discussion, warm-up activities,"réle play aétivities‘). As alead-in to this daj‘s

.activities the researcher said: | |

...this is the part of the project where you will be able to share your

opinions, views and knowledge and to teach and i'nform‘adults and

teachers about what life is like for peop_le your age
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The researcher asked the group to think about important issues in their lives. As
previously stated, the project was introduced as a means that the grou.pi may use
to share their perspectives and understandihg and to inform adults and teachers
about what life is like for them. Nét only was it an opportunity to work-through -
social issues or problems as a group and learn what others think and feel, but it
was also a chance to participate in creating an artistic process fhat may shed
light on their world.

It should be n‘ote'd that the principles of democracy and subsequent
atmosphere of respect established in the classroom group was instrumental in
the processes of discussion and activities that followed. For example, because 6f
the democratic classroom organization and processes,. ihe group was able to
discuss difficult topics with ease. In addition, the process of reaching consensus
was easily uhdertaken as the students engaged in these processes regularly in
class. _ |

In keeping with the democratic classroom processes, the final dramé
scene would take the form decided upon through group discussion. Var_iéus
options such as video-taped improvised scene, radio play or rough scfipt (to
name a few) were discussed. The only requirement was that the subject matter
be a social issue of relevance to the group and that the medium involve role play
and perspective taking. | |

In order to provide the students with a more concrete portrayal of whata
“social issue-based drama” is, an example of a social issue-based drama titled
"Whatcha Gonna do About Hate?" was viewed by the group. This video

documented a group of American inner-city youths and their production of a rap

| video dealing with issues of racism. After a discussion of the video, the group

engaged in a discussion of relevant social issues beginning with broad-scoped

‘brainstorming to generate ideas. A focus of the discussion was to get the
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students thinking about choosing a topic that they would like to wdrk with in a
social role play. Howev.ver, it was important to note that students in the group
made statemenfé indiéating that such issues are interwoven and that the
- exploration did not need to adhere rigidly to a single issue.
The éubse’quent group discussion covered issues such as money
. problems, schoél life, friendship, drug use, safety and divorce. The group also
discussed the adults' perceptions of adolescence and media portrayals and
misconceptions about adolescent life. The group engaged in a discussion about
the importance of relationships and the expression and understanding of
emotions, feelihgs and the perspectives of others. In the end, the group decided .
that the broad area of relationships encompassed many other relevant social |
issues and would be the focus for their role play.
Days

The third drama session began with a review of the last day's discussion.
The focus for the‘seésion was the understanding and communication of
emotion.s. The group next engaged in a’cting warm-ups which involved the
participants expressing, commqnicating and understanding emotions with body
language, posture, facial expression, etc. For the warm-up, the participants were
asked to reflect upon ways that they express their feelings, thoughts, and moods
" without words. input from the participants yielded a discussion of body language,
posture, clothihg choice, attitudes, and facial expression as indicative of inner
feelings. As an exercise, one participant at a time was asked to pick a card from
a hat on which a variety of different érrv\otions'were written (e.g. eléted,
depressed, frustrated, proud). The participantA acted out and expressed that
emotion without speaking while the others guessed the emotion. The next

exercisé, "Tableaux,” involved groups of four or five participants creating a

tableau or picture created out of their different postures or group pose depicting
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a certain word such as "homework" or "funeral”. Their still poses in interastion
with the others in the group expressed the feelings involved in the situation.

Further discussion regarding communication of emotions and
understanding the feelings of self and others ensued. Pa}rticipant ir_\put led to the
discussion of the following questions: 1) How can you tell how someone else is
feeling? and 2) How do you fesl when you sense someone elss is sad, happy,
excited, etc.? During the last part of the session, participants in groups of five,
engaged in role play concerhing social relationships. Each group was given a
one line scenario developed by the researchers which they acted out in
improvisation. The scenarios had to do with relationship issues discussed during
the last day. For example, one group acted out a scenario entitled, "l can't get
along with my brother or sister," in which various family members dealt with
conflict. |

After the drama exercises, the group discussed their own conceptions of
sympathy and empathy and motiVations for helping others. Participants
comm'ented on ihe'close "family-like" nature of the classroom group. One male
adolescent said, "Most everyone in this class has known everyone for more than
a year so everyone knows how everyone feels." Further discussion included the
concept of trying to understand why a person may be acting a certain way; this
arose as the group discussed mstivations for helping or not helping street people
in their‘inner-'city neighborhood.

During this discussion about empathy, students expressed concepﬁons of
empathy associated with the three subscales of the Interpersonal Reactivity
- Index (Davis, 1983). Empathic concern (EC) was expressed in the following
exchange between a male student and a female student who were responding to

a question of how they feel and what they would do if someone in the school

hallway was obviously upset and crying:
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Male adolescent: ...feel sorry for them, care about them. If your
friend got hurt or something happened to them at home of course
~ you're going to feel sympathy for therh because you ... want them

to come to you. |

Female adolescent: It's just like listening to them. | guess if you're

sympathetic you-don't really understand what they're going through,

you just ti'y to listen.
Perspective taking (PT) was also expressed in the discussion by another female
student: "'you know how they feel cuz' either you'Ve been in the position or can
see or imagine what they're going through, how they feel ... Even if you haven't
been through it, you can try." In this group discussion, most of the students
expressed conceptions of empathy congruent with empathic concern and
perspective taking. Still, one female student's response abodt how she feels
when she thinks a friend is upset revealed a conception of empathy in keeping
with the IRI subscale of Personal Distress (PD):

| feel like | have to do something to make them feel better and

when | don't know what to do ‘I get really scared, n_ot'scared but just

... | get nervous because | want to make her feel better. |

The group discussed and reached consensus on the interrelated issues
surrounding relationships as the focus for further role play.

~ Day4

By the fourth day, it was clear thét students were engaged in the drama
activify. For example, before the class session began and as the kids filtered into
the room, the researchers and students chatted informally and sharedv jokes. -

Participants expressed an interest in doing drama activities and appeared to be

at ease and enjoying themselves interacting with the researcher and her
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assistant. One girl entered the room (bubbly) and said, "l hoped we were doing
drama today!" while another asked "Cén we do more exercises today?"

After an acting warm-up and brief recap of last session's activities
(including the group's choice of relationships as an overall subject for the final
scene), the group participated in a role play activity based on improvised scenes
in a "talk show" format. In each improvised scene, four or five of the participants
formed the "panel" and improvised a scene around the relationships among the
panel members. For example, one improv involved a groﬁp of schpol friends
whose class-mate quit school and left home. The other participants formed the
audience, host and experts who asked questions and interacted with the panel.
Threé separate scenes were improvised.

Most of the participants appeared to be having fun and "got into it.” The
talk show forrhat, which everyone was fam’iliar with, seemed to give the
participants a sense of freedom from the anxiety of actihg. Since there are rﬁany
typical, familiar responses and actions on talk shows, the sense of "knowing |
what to do" provided a safe framework on which to improvise. This gave the kids
a chance to "ham it up" and go for laughs (very motivational to get a positive
audience response) while discussing real life issues. The discussion following
the role play scenes revealed that some real issues and emotions emerged.

Discussion followed concerning the activities and the plans for the final
scene. Elements such as scripting, character, and plot developrhent were
discussed. | |

Day5 |

After a review discussion and 'a;cting skills warm-up, the group engagéd in

activities focussing on character and plot development. Small group role plays

were improvised and presented surrounding social situations involving

relationship issues.
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The goal was for the participants to convey the characters (including'
motivations, perspectives, emotional state, personality traits), the situation, plot
and setting. Following the presentation of each improvised role play or scene,
the entire group discussed the plot and eharacter elements.

The content of these role play scenes reflected the participants' concerns

as expressed in discussion and in the questionnaires. For example, the topic of
one of the group role plays was "divorce.” The gioup discussed issues such as
child care--who looks after the kids after the parents break up, anger, infidelity,
and missing a parent who has moved ou'ti After the role play, the participants
discussed the believability of the characters. One female participant who played
a daughter who was angry at her mother was asked by anoiher participant: "Do
you actually think that two kids would not ine;their mother a hug good-bye?" In
explaining the actions of the roie or character she pIayed'she replied, "Maybe
they had mixed feelingsv, | was expecting her to come and give me a hug."

- Days 6, 7, and 8

After a warm-up and a discussion of the progress of ihe role plays, the
group worked on generating ideas and developing the final scene. The group
decided to develop a video-taped talk show iNith three separate panel groups
involved in relationship situations. The group concurred that the primary theme
for the role plays would be interpersonal relationships with drug abuse emerging
as a secondary theme. The class formed three small groups (4-6 people) and
each small group decided upon a different twist to the issue. |

| The groups worked separately, developing characters, plot, and role play
surrounding the social issue and topics previously discussed. Technical aspects

such as props, costumes, and keeping notes were undertaken by the students in

each of the groups.
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At the begihning of each séésﬁon, t‘he entire gréﬁp engaged in brief warm-
ups designed to improve acting skills and involving perspéctive-taking. For M
example, students engaged in short improvisations in pairs in which a short
scenve was built on the basis of a particular situation (what) and characters (who).
This activity began with the researcher askihg the students to brain-storm‘
situations and characters. The researcher jotted down the responses on small
cards which were later drawn from tWo different hats. For example, the first two
cards drawn by the first pair were "boyfriend and girlfriend" (characters) and
"breaking up" (situation). The pair then improvised a brief role play around these
parametefs. : '

Diécussions preceded and followed each day’s drama work. The group
discussed both subject matter and the techniques used in improvisation and role.
play. For example, following a role play about divorce and family conflict, the
discussion involved an examination of the believability of the characters and
action. The partici.pants discussed their experiences of the role play. Finally, the
discussion evolved into an examination of divorce and surrounding issues.

On Day 6, the groups worked on dev.elop’ment of plot and general story
line for their improvs. Grbups recorded general notes on the plot or what will
happen in the improv. On Day 7, the groups worked on characterization including
motivati‘ons for actions. Oh Day 8, the group discussed the perspectives of the
character roles. On this, the last day of drama activities, the entire group
engaged in the video-taped talk show production. Earlier in the rehearsal
process, the students decided that thé three groups would merge into two
groups, each éngaging in a role play surrounding issues of the impact of drug
use on social relationships. As earlier stated, this subject matter was viewed as

particularly salient in the lives of these students. The following is an excerpt from

the audio-recorded role play about the effects of drug use on a friendship:
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Female adolescent #1: Of course I'm worried about her énd she's
gotten me to try it a couple times and | don't want to get sucked in
but to be her friend, | feel like | have to do it with her.

Female adolescent #2: Do you feel she has to do it too to be her
friend?

Female adolescent #3: Not really it's just that we're always on a
different level because she's always straight and we don't bond as
much anymore and | don't know if she's high with me we can bond.

Female adolescent #2: You feel that if you're both high you can
bond better and your friend feels if you're not you can get along
better. | just want to ask the person that's been off for 6 months, do
you think that affected your friendships. Are your friendships better
now or ... what's been going on that way?

Female adolescent #1: Well, the first three months it was hard. We
weren't getting along | hated her pretty much but | think now our
relationships are better like we can, we're not distracted by the fact
of like oh no, what are we going to do when we come down, where
are we going to get it? We just go out and do things and it's just
funner. Cuz we feel better about yourself and you know where you
are.

Female adolescent #2: So does that mean anythlng to you guys
that... . ,

Female adolescent #1: | used to be really ignorant inconsistent, like
one second I'll say to myself I'll never do it again and then as soon
as it's there it's like oh, | do it, but | don't know if I'm addicted | can't
tell (Day 8, Group 2).

| Day 9
The discussion or group interview following the talk show broduction
included the thoughts and feelings of the participants on the perspectives of their
characters in the role play as well as their own experiences wdrking on the
project. During the discussion, participants shared their own life experiences in

relation to the issues in. the drama activities. Iésues discussed included the

participants' conceptions of peer pressure, popularity, important relationships in
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their own lives, a critique of the inaccuracy of the portrayal of adolescents in the

media, and the differences between school life, home life and life with friends.

Individual Interviews: Days 10 and 11

Each participant engaged in an individual interview with either the
researcher or assistant (Appendix E). The interviews were audio-taped for later
transcription and each lasted an average of 10 minutes. The questions for the
interview»were developed taking into aceount the overall purpose of the present
investigation. Specifically, each participaht was asked to reflect on what he or
she was thinking and feeling at various stages of the actiVities. Questions
concerning the nature of the participants' expe‘riences, effects of the activities,
social relatienships, understanding of self and others in the role plays and in life
~ were included. |

Day 12

As a gesture of thanks to the participants and in keeping with theatre
traditions, we c'elebrated the end of the project with a pizza and pop “wrap party.”
The researchers presented thank you cards and small gifts (chocolates) vto the
students and the classroom teacher.

Summary of Analyses

Four groups of data were used in the analysis: 1) the initial questionnaire
data which served as a springboard to the qualitative data, 2) transcripts of
drama sessions (group discussions and role play activities) including the social
drama document or videotape of the final scene, 3) transeripts of the individual -
interviews containing the thoughts and feelings of the participants gathered four
days following the last day of drama activities, and 4) the extensive observations

and field notes taken by the researcher and assistant on the process of

collaboratively constructing experience during the entire research process.
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Questionnaire data were examined and quantified in order to describe the
participants and their social concerns, events and "hasslés" in their lives. In
part'icular, the demographic data were uéeful in gaining an understanding of the
participants' school lives, home lives and social lives. This understanding of the
participants' lives enabled the researchers to interact positivelywith the
participants with sensitivity to them as well as makihg activities méaningful and
relevant to them. .

| The qualitative data were used as a rﬁeans of identifying themes which

~ describe and reflect the experiences ‘of this groub of adolescents. Thé main |
analysis of the activity occurred in two phases: 1) the preliminary researcher-
guided analysis of the transcripts of the role play activities and group
discussions; and 2) the validation of preliminary analyses via the intervieWs and
subsequent in-depth analyses of the transcripts of the_individual inter'\)i,ews,with
participants. | | | |

" The focus for the analysis comprised the participants' thoughts, feelings
and perspectives from the interviews both as members of the grOup constructing
~ experience and upon the experiences of taking the perspective of andthér during
the role play activities. |

| As mentioned earlier, the qualitative analysis combined elemehts of
phenomenology, ethnography, andqualitative ethology. Each qualitative data set
sought to answer a research question grounded in one of these qualitative
perspectives. These connections are delineated below:. |

First, participant reflections and observations and field notes addressed
ethnographicv questions such as 1) what was the process of evolving the social

- drama like for the participants? and 2) what were the experiences of the

participants as they engaged in role play and perspebtive-taking?
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Second, interview data addressed phenomenologibal questions. These
. data were instrumental in undersfanding the meanings of the participants'
experiences of perspective-taking in the social role play. Questions included 1)
What Were the pérticipants' constructions of perspective-taking in the
experiences of perspective-taking, 2) what were the participants' experiences of
empathy includ_ing their construdt_ions of self- and other-understanding both in N
the role play and in their lives, and 3) what were the conceptiohs and
- constructions of prosocial behaviors of the participants?

| Third, the role plays and scenes--the social drama documents--and the
following discussions facilitated an ethological un‘derstanding.‘ What was the
social drama activity that has emerged? How did the group's goals merge to
construct or create the document? '

As in the preliminary phase of analysis as previously outlined, the
transcripts of the individual interviews were transcribed and analyzed for themes
emerging around the research questions. First, intact copies' of each transcript
were read in order to keep in mind the "overall picture" of each interview. The
process of fefléction on the data involved writing extensive notes comprised of
analytic insights (Dillon, 1989) and linking findings to theory. As in the preliminary
analysis, parallels were sought between the observations, reflections and
interpretations of both researcher and assistant. The next step involved looking
for patterns and recurrent themes in thé interviews. Categories of themes for
each topic in every.interview were gleaned from the analysis of the themes.
Exémples from the data for each theme in each category were circled, color
coded, and counted. - | |

In an effort to provide some credibility for the coding categories that were

generated by the researcher and her assistant, an indépendent rater who was

not involved in the data collection for the study was extensively trained in the
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categories and the coding procedures. The rater was providedHWith a random
sample of 20 statements along with a list of the coding categories. The number
‘of statements accurately coded by the rater was divided by the total number of
‘statements coded (18 staterhents coded cofrectly out of 20)'yielding 90 per cent
consensus. This independent rating along with the consensual validation of the
researcher and assistant in the process of analysis contributed to the reliability
and credibility of the data. N

| Connections between the findings in the interview data and observations
of participants in the context of the project were noted. During the course of the
project the researcher was able to engage in informal d'.e.briefing sessions with

peers also working on qualitative research projects. This process aided the

refining of procedures regarding data collection and analysis. |
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CHAPTER THREE: RESULTS

This chapter presents the experiences of the parti'cipants‘ in the social .
- drama project. Thémes regarding these expérienCes émerged from the drama
and role play ac.tivities,v"gro‘urp‘) discusSions; individual interviews with each
participant, and from infdrmal interaction among the researchers and participants
in and out of the class.
| The théoretical approach of phenomehology informed the ways that

themes in the data were identified. The first step of the process was the
transc“ribt_ion of group discussions and individual interviews. As previously stated,
these transcripts were analyzed for themes emerging around the research
questions. Both the researcher and assistant read intact copies of each

transcript to obtain an holistic sense of each document. Notes comprised of
analytic insights (Dillon, 1989) were recorded and parallels were sought between
the reflections and interpretations of both the researéher and assistant. Next, the
résearcher and assistant looked for patterns and recurrent thehes in the
transcripts of the interviews and group discussions, and recorded and color-
coded categories of themes from the analyses. Agreement‘between the two
independent raters was 90 per cent.

“In this chapter, results are presented in four separate sections. In the first
section, | “set the stage” by describing my initial impressions of the “transition”
classroom. Included in this section are descriptions regarding the “real lives” .of
these adolescents obtained from their responses to the demographic and stress
assessment questionnaires. In the second section, | present a description of thé
content matter as it emerged from the group in the initial discussions. This refers

to the social issues discussed and raised by the participants during the course of

the project. In the third section, themes identifiéd by content analyses that relate
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specifically to the role play activities and processes therein are put forth. In the
fourth section, themes that emerged from discussions and interviews pertaining
to the effects of the project on the participants and the participants’ experiences
of the dréma project are described. This refers to the participants' experiences of
the project and constructions and conceptions of the phenomena described

therein.

Part One: Setting the Stage

Researcher's Impressions

| looked at the 14 people in the room, sitting on school-board-issue chairs.
The classroom was like any I'd been'in as a small child, a high school student, a
teacher. Desks with green metal Iégs and carved skin-color arborite tops,
windows, a big rdund clock; the floor tiles were blotchy shades of green and red.

| Some of the kids were out of pIacé on the small chairs. They seemed

mature, adult, sophisticated. One boy had blond hair and freckles and looked his
age. TWo others wore backwards ball caps, impbssibly baggy jeans and cool
slouches. One girl was wearing a gym suit, long hair pulled back tight on top of
her head, dark lip-liner, like a gang-girl from American TV. One boyl liked to talk.
He talked to'me and John before we started the discussion. He's best friends
with one of the girls who teases him and sometimes rolls her eyes at him, joking
-around. Two of the kids were quiet--didn't want to talk, didn't want to be there.
One left for an appointment with a social workér. |

I made a decision to be myself with the group. John is always himself. |
was glad that John, my husband, wéé my research assis{ant. His presence
helped me lose my "stage fright.” The two of us live in the same downtown

neighborhood as these kids. We walk down the same streets, shop atvthe same

grocery stores, recognize the same street people, wait for the same buses.
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| looked at the 14 people in the room in the circle of school-board-
issue chairs and | forgot the chairs, the desks, the big round clock, the
floor tiles. As we talked, the school receded and the people emerged.

In the following secfion, the real lives of fhese'14 adolescents aré }'
illuminated in the examination of their responsésv on the questionnaires
and by their contributions to the discussiohs and activities in the project.

“Real Life:” Background Characteristics of Panticipants

Demographic questionnaires revealéd that, of the 14 participating -

students, six were male and eight were female. Six of the students were in a

- ninth grade program of academics while eight were in Grade 10. Ten participants

described themselves as "white": two were "First Nations"; one was "Filipino,"
and one with "Latin" background. Two of the 14 students resided in two-parent
homes while six lived with their mothers, two with their fathers, and one with

grandparents. Three of the students lived in blended family homes. AII_ of the
participants and the researéher and assistant lived in the inne‘r-city neighborhood
in which the school was Iocéted.

As previously stated,v participants responded to a set of questionnéires
that focussed on the occurrence and impact of events in the lives of adolescents.
The questionnaires were not quantified for the purpose of siatistical analyses.
Rather, the participants' responses guided the pursuant discussions on social
issues and allowed the participants to ref}lect on aspects of their own lives. The
questionnaires (see Appendix C) revealed participants' recent life experiences
and the salience of thesé events. By.simpl>y tallying the number of responses on |
the IHSSRLE (Kohn & Milrose, 1993) rated as either "definitely” or "very mﬁch"
part of the participants' lives, insight waé obtainéd into the daily life eventé of the

students in the “transition" classroom. Foremost, from the compilation of

responses, these adolescents reported difficulties related to having too many
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things to do at once and a lot of responsibilities. Related to this was the lack of
sufficient time for sleeping. School related issues such as dissatisfaction with
vgrades, struggiing fo meet one's own standards at school, diségreements with
teachers, and mak'ing important educational and career related decisionsAwere
réted as prevalent in the lives of thé participants. Experiences related to
relationships were reported as commbn hassles. These included disagreements
with family and friends, making decisions about romantic relationships, and
concerns ébout disliking fevl'lo.w students. Money pro'blems including family
disagreements around financiél matters were also among the responses rated as
most salient by the participants.

Participants reported and rated the positive or negative impact of major
life events experienced in the last six months in response to the JHLEC
(Swearingen & Cohen, 1985). Changes seen as negative in the lives of the
participants included flunking a class,‘getting poor grades, being seriously ill or
injured, self or family member being the victim of a violent crime, and serious
financial trouble in the family. Changes rated by some as positive and others as
negative inéluded a parent losing or changing employment, and the adolescent
her or himself starting to use drugs or alcohol during the past six months.
Positive changes were making a new friend, and achieving a personal subCess,
such as an award.

The above éspécts of thése adolescents’ lives were reflected in the
discussions and role plays that followed. During the discussion in which the 14
adolescents sought to chodse the subject matter for the drama, they shed light
on social issues of relevance in their lives. One adolescent emphasized the
importance of the true voice of adolescents being heard in research. In

explaining why she believes it is important for adults and researchers to listen to

adolescents in order to learn about adolescence she said: "everyone knows how
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to deal with'.it and is going through it or been through it and | don't think we néed

to do research. We look at it from our points of view."

Part Two: Subject Matter for the Role Play |
In this next section, t'he.data presented are th.ose:“that focus specifically on

the subjectrmatter or topics.chosen for thé role play by the adolescents. As
recalled from chapter two, the adolescents were asked to tid_entify-a topic for the
. réle play activities. The adolescents were able to choose ,_trvme social issues that
would be the subject matter for the role play. The proéess 6f choosing a topic
‘beganiin the initial discussion with the parhcupants in which they ultlmately
identified relatlonshlp issues (friendship, family, romantic) as most relevant in
their lives. In this section, | present a description of the subject matter as it
emerged from the group in discussion. The group |dent|f|ed relationships as a
‘broad topic encompassing V|r1uaIIy all aspects of their Ilves In keeping with this
broad conce‘ption, the participants’ perceptions of salient aspects of relationships
precede the aforementioned content analyses of the participants’ descriptions of
their relationships. ‘ | |

What Matters?: Relationship Issués Réised in the Initial Discussion

During the initial discussion, the adolescents identified and illuminated
salient aspects of relationships in their lives. The importance of cbnfiding in
someone else arose when we discussed conflict in relationships.

Researcher: Who do you usually talk to about worries or

concerns?
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FA': Not counsellors

Group: No....

Researcher: Why not?

MA:

FA:
FA:

FA:

MA:

MA:

FA:

FA:

- MA:

They meddle too much in your business
a c;lose friend'

My boyfriend or my Mom

My sister

Anyone who Won't tell on you

Anyone you think is understanding

we do journals

¥ :

| just write it all in there

| had a probation officer and I told her the truth and | ended

up getting a longer uh like probation period than | should have so

I've learned not to tell the truth to like authority.

The participants expressed that it was very important that the drama they

were to create accurately portrayed the authentic lives and experiences of them

as adolescents. They spurned what they described as the sugar-coated and

| stereotypical view of adolescents that they saw portrayed by largely adult-

created popular media. They described the drama project as an opportunity for

the adolescent voice--their voices--to be heard.

! G'roup discussions and role plays were transcribed from audio tape recordings. Because it was
impossible to accurately identify each individual from this medium, the participants are designated
as either a female adolescent (FA) or male adolescent (MA) for the purposes of presentation.:
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FA: Sometimes shows [about adolescents] stereotype

relationships. Like they all have the same kind of moral to it. It all

has to turn out good. .

MA: Like "Full Houée"--every show is "l love you Daddy" but

that's not real life.

By way of group discussion, the participants agreed that théir drama
project would.focus on interpersonal relationships. This discussion included
examination of such issues as racism (which they concurred was not an issue in
their school), peer pressure, gossip, money problems, safety, and drug use.
They decided that the issue of interpersonal relationships is woven throughout all
aspects of life; other issues such as listed above are intertwined throughout the
relationships in their lives. In the following excerpt from this .group discussion, the
participants express their agreement on basing their drama activities on
relationships: '

FA: Everything's a relation‘ship. _Yod go to the store, the guy who's

- selling you something, that's a relationship. Everyone you see.

Researcher: That's a really good point.

MA: Everyone we deal with--Your dog if you have one.

FA: Different things Iiké drugs, family support, money can affect how

you relate to other people.

FA: and relationéhips with friends totally affects your school.

FA: | know if I've had a fight with my boyfriend or éomething I'm just like

not focussed on school. I'm focussed on my own.

Researcher: So do you think relationships as a broad topic is something

that you'd be interested in doing role plays on and um making a scene?

FA: Everything has to do with relationships.

“FA: money is, drugs are, support, popularity.
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MA: all intertwined. _ ‘ ‘
FA: pressure, friends,l girlfriend, ’boyfriend, even just gﬁy friénds.
Researcher: Think there's enough material to work with?
MA: .Maybe too much.
Researcher: Too much--make a feature film. We can work with. Start
doing some rolelplay the next day um around that.
During the preliminary group-discus'sion, several participants raised drug use as
: a'.relevant issue, prevalent in their schooi: :
Researcher: So those kind of things are inter-related. Are there any
issues mentioned that you're interested in discussing exploring in more |
detail through role play
FA: Relationships.
FA: drugs, what would we do....
MA: everyone knows about drugs....
FA: Well everyone knows everything about drugs around here.
MA: Everyone's experimented. |
FA: like in role play there's only a certain amount of ways you could do
something. Everyone's seen the after school specials, we know. There
aren't that many things you can do about drugs. There are but they all
basically tun out the same thing. )
Here again, the point was raised that portrayals of adolescent life in the media
(e.g., after-school specials) are perceived as inauthentic. Role plays were
~ constructed around issues of interpersonal relationships with drug use emerging
as a secondary theme (Appendix F). The following section illuminates themes

that emerged from the discussion of interpersonal relationships and related

issues examined in the role plays.
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Relationships: Friends, Family, Peers

As noted earlier, participants discussed social issues surrounding
relationships in the social drama project. Indeed, the role*plays were based on -
relationships and related issues relevant to the lives of the participants. During
the individual intervieWs at the end of the drama project, participants expressed
their perspectives and ideas on the rélationships in their lives. Among the -
themes that emerged from these discussions were: the importance of friends
(peer group, boyfriend/ girifriend), qualities of relationshi‘ps within the family,
relationships aésupport, the theme of trust and mutual respect,‘ companionship,
and working through relationship problems. o

Several of the participants described friendships as the most importAantv
relationships in their lives. J.esse2 reported that his relationships with friends
were more salient than parental relationships because "you ca'n talk to [friends],
you can't télk to your parents that thén." He elaborated by stating that hfs
~ parents have a "choke hold" on him and that he is more likely to confide in his
friends than his parents because of his perception of their control in his life. |
Shannon echoed this theme as she explained why, to her, friends are the most.
important relationships: "they're just the people that ... have been there and will
be there when you need them." Samantha expressed a belief that friendships
are especially important to adolescents. Of her own friendship relationships,
Samantha explained: |

That's the biggest thing for me right now .... They're just there for you

when you need them. When they're not there it's just like part of you is

missing. | don't know, friends are just everything .... I'm with my friends -

- more than I'm with my family because at this age ...

¢ Individual participants were identifiable from the transcriptions of the individual interviews. For
reasons of confidentiality and to facilitate presentation of the data, participants are designated with
© pseudonyms. : _
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Two of the participants descri.bed the function of friendships in terms of
,spend.ing time together and "hanging out" together. Andy described a friend as
someone with whom he spends a lot of time while Des described going out with
-girls and "partying" as the main activities in hié social relationships.

Other participants expressed the importance of friendships, family and
other relationships, such as teachers, as providing support. Samantha said that
her family "sticks together cuz we don't have véfy much money so we've got to
help each other out, care about each other cuz we live together.” Judy's
comments reiterated this as she described the importance of family as
supporﬁve in "decision-making and stuff (and | look up to them)."

The theme of trust ahd mutual respect in relationships extended the
expressions of friends being "there when you need them." Zoe described her
views oln mutual respect:

I mean if one person fs not giving you respect so you know the other

person's getting dumped on you know it's not fair to them so people have,

when they have respect, mutual respect then it works out .... Thinking of
the other person not before yourself, but thinking how they would feel you

- know. Like say if | was seeing someone but | wasn't going out with therh,
just them having the respect to not mention other girls around me. Théy
should just khow that right, that's respect to me .... To respect the fact that
| have my own space and they have their own space and not to be
nagged at and that's just common sense. | think that if you show respect
then you déserve it back. And I'm not a person to be rude to people that

| are walking down the street and stuff. If you're a nice and cheerful person
then obvioUsly you'll get respect back

Other participants echoed the importance of reciprocal honesty and respect as

necessary for meaningful relationships. Participants discussed these aspects of
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relationships in regards to boyfriend and girlfriend relationéhips, friendships, and
family relationships.- |
vIn the interviews and discussions, participants described the qualities of
their family relationships. Samantha's descriptibn of her family as supportive of
. each other, especially during difficulties such as times of financial need, speaks
to the support and caring within the family. Maxine also described the importance
6f her relationship with her mother and sisters: |
| love her lots. | like to' make her happy and everything. My sisters, | don't
. know, me and my sister we're just.like really reallygood friends like we're
not ohly sisters we're friends, you know. Like she's my best friend so it's
. like | don't know. Like if she gets mad at me then | get uptight right. Then |
just turn it around to her and make like its her fault (Iaughs)."
| ~ The theme of working through difficulties, conflict, or other problems in
relationships Ais illustrated by Maxine as she continues the de’scrfption of
'important rélationships in her life: _
With my friends if's just hard to actually get in a fight with my friends‘ cuz
we all hang around the same peoplve.‘ So then if you're in a fight with one
person thén you feel so awkward a.nd I have to hang around her so there's
 no point .... it's actually annoying and sqmetimes you.don't really want to
~ [get involved] but you feel like you have to. |
In the role plays, the adolescent participants explored the issues in
"interpersonal relationships in which conflict was expressed and resolved and in
which issues such as drug use in the neighborhood were explored. In the
following section, themes that emerged regarding participants’ descriptions of the

processes involved in the role play activities, including their conceptions and

constructions of self- and other-understanding, are presented.
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Part Three: Processes of Role-Play as Perceived by the Adolescents

Construction of Roles: Themes in the Process of Role Play

The themes reported in this section refer specifically to the experiences of
the adolescénts with regard to their construction of roles in the role plays. The
themes were idéntified by content analyseé that relate specifically to the activities
undertaken in the role plays. | |

Robert Cohen (1978) in Acting Power, describes the actor's process in

constructing a,charact'er role as one of emergence out of the self and into the
realm of the other. Construcﬁng a role encompésses an understanding of the
thoughts, feelings, motivations and behaviors of the charécter in. interaction with
others. In order to take on the roles in the role play they needed to “get inside”
the characters they played. This prdceés of becoming a character could be
described as being transformed from the self to the other. Thisl is clearly what
happened to the adolescents i.n the present investigvation, as they immersed
themselves in the drama project.

Four themes emerged from the data regarding the construction of roles in
the role play activities. (a) Eleven of the 14 participants described their process
in the role play as including the technique of relating the role to their own
personal experiences. Parti_cipants referred to having similar experiences to the
character in the role pklay. Three of these participants constructed a role
specifically by drawing on their experience via relating experiences of their
friends to the role. Statements of this construction bégan with "l have a friend
who ...." (b) Seven of the participants constructed a role by perspective-taking or
"getting into the shoes" of the character role. (c) The third theme grouping that

emerged involved statements of constructing the role through guessing or

assuming the thoughts, feelings, or motivations of the character. One of the
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three participants whose constructions formed this theme g'roup.ing stated that
"you can't really know for sure" how someone else would think, feel or behave i‘n
a given situation. (d) The final theme that emerged involved participants'
construction of the roles via feeding on other participants' reactions to them in
the role play. This theme involved drawing on the interpersonal experiences in
the role play to understand or to construct the thoughts and feelings of the
character. Three participants referred to this construction. Each of these
processes, along with the emergent themes are now presented.

Process: Relating to One's Own Experiences

The majority of participants described the process of constructing a
character role as including the use 6f their own éxperiences as a basis for
. understanding the "other's" perspective [that of the charactet/ role]. Danielle .
described her role in the drama activity as a person who did not get aléng with
her sister with whom she was arguing. She elaborated on her process of
informihg her role by drawing on her own family experience with her own sisters:
I have sisters and | know how it is and everything.-We always fight like
that but maybe about different issues .... I'm a middle child, so |
understand my older sister because I'm sort of playing both roles ... so |
can see my little sister's view sometimes and | ban understand my older
sister sometimes. |
Likewise, Judy stated that her role as a counselldr in the role play was very
similar to her role with her friends: "if my friends have something to tell me they'll
ask me cuz | don't really gossip .... Like the lperson here is what I'd normally do." o
Shannon said that the role she played (a concerned friend) Was "easy" because
that is the role she "play[s] in life most of the time." Fiona expressed diffiCuIty

relating to her character role--a sister worried about her brother who ran away--

because she has no siblings.
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Joanne also related the subject matter and her character in the role play
to her own life. She played t'he role of a drug dealer's girlfriend who was
benefiting financially from his ill-begotten wealth. In this role play, her boyfriend.
admitted that he had begun selling drugs to her friends. Joanne described her
character's motivation as "to get money out of her boyfriend because h\e makes
lots of rhoney." She related this motivation to herself and then to larger beliefs -
about society: |

| So she could get tons of stuff like clothes .... as a girl my age. | go nuts
when | go to the mall, like | want it all. And with that moneybl could, if | was
in that position in life--actually | never would be--but the girl could get
whatever she wants, money, a car, money makes the world go round.
Joanne continued by further explaining the character's motivations in terms of
her own life experience:

If | was in that position ... | probably would [stay with the boyfriend] if |

'really liked the guy and we started going out before he started }[dealing

drugs] then | would maybe fall in love with him and once he started doing

it then | wouldn't know what to do .... I'd have to deal with it because | love

him, right....

She discussed the innerconfiict she experienced as the character. She applied
her own sensibilities to the situation in the role play. In summary, she stated,
- "when we weré talking about the relationships ... | kinda got more into it because
I've got a boyfriend now." In addition, Joanne constructed the role by relating to
the experiences of a friend in "the same situation" as the character; she
described this process as "looking at it from her point of view.“'

A sub-group of this theme group involved participants (like Joanne in the

previous passage) drawing on experiences from their lives, specifically by

drawing on the experiences of a friend to construct the role. Typically, a
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participant would describe her or his process in the role play with words like "I
have a friend who...." Kevin stated that he first drew on his own experie_nces and
exbanded on the role dev‘e‘l-opmeht by relating it to the experiences of a friend.
He commented that playing the role in the scene about drug addiction was "kind
of weird" as he has a friend he deséribed as a drug addict. He described the role
play as a "reality check" because he gained insight into this friend's life by
"thinking like his friend." When the other participants in the role play asked "why
donft you quit [drugs]?" his respdhse was based on his understanding of his |
friend’s life and attitudes--"that's how | think she feels, she's in a rut and can't get
out .... It's really sad." An aspect of this theme also included statements of
difficulty in Constructing a role with which the participant has little or no life
experience. For example, Shannon described another of the roles she played in
the project as very difficult. She said it was hard to relate to .the role of an
abusive step-mother: "I couldn't relaté to that one at all cuz my Mom's great."

Process: Perspective-Taking--"Putting Yourself in Someone Else"s Shoes” .

A majority of participants employed perspective-taking as defined by
Davis (1983) in the. role plays in order to understand the role or the character. Six
of the participants referred to the process in terms of putting themselves' dvirectly
iﬁto the role by looking at the 6ther's point of view, position or feelingé. Kevin
stated that in the role play he "really was" the character. As a result he stated
that he became "more intimate with [the character's] feelings. | felt as if | was
- them." Fiona described her process as thinking about what the character would
do which led to her.ébility td "just act like them." Other participants éaid that'
thinking about how the character feels rather{thahjdst what the character would

“do was integral in constructing a believable role. Joanne and Shannon both

represented this theme by stating that "taking the role seriously” or "really getting
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into it" helped them to understand what the characters would feel and how they
would behave.

Two participants commented upon their experiences in trying to
understand the perspectives of character roles that were very different from their
own perspectives. Des stated that in the role play he felt very different from
himself "because when people asked [me] questions | said different answers:
than | would say." He continued that he felt "embarrassed to be that part of
society” describing the role as someone who sold drugs to his own friend.
Joanne stated that taking the perspective of a character very different from
herself resulted in a feeling of "freedom" which facilitated understanding of the
character role.

Proce_ss: Assuming or Guessing How Someone Else Might Feel

In a related theme emerging from the data, participants discussed the -
subjective nature of.another's perspective; therefore, these participants
expressed thé belief that it is ultimately impossible to entirely understand
- another's perspective. Joanne who constructed her role through perspecﬁveL
taking expressed the belief that at some point "you have to guess and aséume
whaf their point of view is, you try. Like some things you can't know for sure, you
have to assume o'r.guess." Zoe echoed this in her comment regarding knowing
what another has gone through in life: "... maybe they can feel what it would be
like but they could not know exactly what it would be like.” She expressed that 'it
is bossible to relate to another to an extent but it is ultimately impossible to
understand absolutely his or her perspective. Leanne expressed the belief that
one “can'i think for other people.” |

Another participant described his experience of playing the role of a drug

dealer in the role play. In describing his process of portraying that particular role

he commented:
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| didn't r’e‘él‘ly feel énything cuz | knew it wasn't real, so | didn't get into the
character that much cuz | just thought of thihgs - I.just thought of what a
drug dealer would do from movies that | saw ... It was fun to be something
‘you're not.
In this way, this participant based the role play on assumptions made from
seeing éimilar characters on television or in movies. B
The discussion surrounding this theme continued with participants stating
- that "you have to be very 6pen minded" to play the rble of another because "if
you've never been in that position, yoLl have to think--I've seen this so maybe I'll
do this." |

Process: Acting to the Reactions of the Other

The actor Anthony Quinn says of actihg: “the closest thihg to acting is
bullfighting or boxing. It's a matter of adjusting td the other man's blows. You're
so busy adjusting it's difficult to think of anything else" (Cohen, 1978, p. 51). This
is what appears to have happened for many of the adolescents as they
attempted to take on roles in the drama activity. In construdting the role plays,
participants referred to the interactive nature of the process. Sp‘e'cifically, they
described that they constructed the character role by processing other
characters' actions toward them and rea'ctiohs to them in the role play. That is, it
was in the context 6f the interaction of role play that the adolescents were ablé to
form‘the understand.ing of a character role by processing another’s reactions to
the character. The behaviors of the characters form the process of
communication (Cohen, 1978). For an example from the data, Samantha

explained why her character responded with anger and frustration in the role

play:
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.. when | was the crack head | felt like | really was a crack head because |
one of the other people said something ... offensiye to me, even though it
was just acting and | took it seriously.

In another role play, one panici;;aht described his reaction of
"embarrassment” when confronted by other characters who told him he was
“doing the wrong thing” by not helping a friend with a drug problem. Another
pafticipan‘t reported that she "felt good" when other characters congratulated her
for quitting drug use. Cle‘arly, perspective-taking in role play is an interactive

process in which participants move between understanding of self and other.

Construction of Self-and Other-Understanding: Themés in the

Processes of Empathy

Once the adolescents had constructed roles, the opportunity for
developing self- and other-understanding became salient. Indeed,‘ in the
individual interviews and group discussions, participants described their
experiences and processes of developing self- and other-understanding. For the
mbst part, participants discussed empathy in terms of understanding the feelings
of others. From this data, several themes emerged including: (a) extrapolation of
internal states from external cues such as body language or facial expression;
(b) seeking to understand the feelings of another by perspective-taking (putting
oneself in another's shoes); (c) being able to sense others' internal states
(described as "getting a vibe" about what another is feeling); and (d)
~ understanding what another is feeling by knowing that person well (close friends"
understénd each other). In the individual interviews, all of the participants

described at least one of these themes as part of their processes of self- and

other-understanding. These themes were also echoed in the group discussions.
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Process: Reading External Cues

-All of the participan_ts concurre‘d' that uhderstanding others' feelings is
accomplished (at least partially) through observation of external cuesﬁ a person's
posture, facial expression, body language, even the way he or she is dressed
offers clues as to his or her internal state and attitude. One participant explained:
"body language and if they're not saying anything or if they're yelling" function as
clues to the feelings of someone else.

In a group discussion on understanding external cues, the point was
raised that it is easier to read external cues given by someone well known or a
close friend. The foIIowmg excerpt from thls dlscusswn illustrates the processes
involved in inferring internal states from external cues:

FA1%: If you're walking down the haI.I and you're not talking--if | walk
down the hall and have my face dewh_, | bet a million people would come
Up to me and say what's wrong, what's wrong, because I'm not falking and

| always talk.

FA2: If you're quiet, fhey'll think you‘re sad.

FA3: Most likely you are though..

MA1: It depends how you are. If you're sylent and’ thatAs usual for you
Researcher: everybody has their own personality

FA3: Like [him, he] doesn't talk

MA1: | blow up

FA2: If you were to walk down the hall not saying anything it wouldn't be
weird.

®From the transcriptions of group discussions, individuals were designated by combining the
designation of female or male adolescent (FA or MA) with a number signifying the speech of a
different individual.
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MA2: when you know someone you can predlct how they're feeling by
how they're acting.

The process of inferring the internal state of another by interpreting external cues
such as body Ianéuage, attitude, and behaviors uncharacteristic of the patterns
of someone who_is.well known, was an important aspect of character
development in the role play actlvmes

Process: Perspectlve Taking

Eight of the participants discussed employing perspective-taking
techniques in trying to understand thé féelings of others. This theme also
emerged regarding the participants’ processes of rolé construction. Heré, this
" theme extends beyond the context of the role play. For example, Kevin
discussed perspéctive-taking in térms of trying to understand and help a friend:
“.... if you haven't tried to look at their perspective it's not going to work trying to
help them because ybu don't know how they're feeling, but if you've been in it or
. tried to put yburself in it ... it's like, now | understand." Andy explained his
- understanding of perspective-taking in terms of trying to figure out a person's
reasons for behaviors: "l was just thinking of that ... TV show Columbo ... he
always puts himself into the burglar or the murderer's shoes to see their motive
or to catch them." Several participants stated a belief that role play could
facilitate perspective-taking. For example, Shannon explained: |

| think it's a lot easier to put yourself in another person's shoes after.

you've done a role play of them,.after you've tried to like act it out. If you

can really get into it then you can almost figure out how they'd feel, figure

out how the people would feel. : =
Maxine added that she ddes not always engage in perspective-taking on a daily

basis. Rather, one has the choice to try to see someone else's point of view. Of

the role play exercises she stated: "you don't see that everyday. Like you don't




72

see it in that person's perspective." Two other participants mentioned that it is
ultimately impossible to totally understand another person's perspective--"like
some things you can't know for sure, you have to assume or guess."

Process: "Getting a Vibe” or Reading Nonverbal Cues -

In discussion about understanding the feelings of friends in certain ..
sitUétions, participants nofed vthat at times.it is possible to sensé how the other )
feels. Jesse expressed this as being able to "just see it basically.” Shannon
elaborated on this theme: |

You can just tell, like their tone‘ of voicé, just...they talk different things.

There are a lot of signs, you kind of get a vibe from them almost that if

there's something wrong you can tell what it is just by listening to fhem for

a little while. _ |
Clearly, this understandir’\g includes elements of other themes such as
observation of external cues. These cues are more accurately interpreted by
"close friends." Participants noted that being "open-minded" facilitates the ability
" to sense and uhderstand othérs' feelings. | |

Process: Understanding the Feelings of Close Friends

Participants elaborated uponk their processes of understan‘ding the
feelings of close friends. They expressed that an important function of friendship
is confiding in each other about problems a‘nd emotional issues. Close friends
are better ablé to read ahd interpret the external cués to close friends' internal
states. Judy extended this theme: "It depends on the person. Like if they're a
really happy person and they're feeling bad then you can obviously tell. But if
they're just a calm person 'then you can't really tell unless they're a close friend."

Maxine agreed and added: “normally | don't have to ask, they'll just tell me right

away."
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Participants agreed that different people express emotibns in different
ways. Therefore, knowing sdmeone "really well" facilitates understanding the |
inner states of that other person. One participant explained her understanding:

. If you're quiet and you're not normally quiet [they'll] think you're sad ... It -
depends how you are. If you're silent and that's usual for you ....
Everybody has their own personality. '

Discussion of understanding the feelings of close friendsv led into discussion of

participants motivations to help others (prosocial behavior).

Construction of Prosocial Behavior: Themes in the Processes of

“Doing the Right Thing”

Throughout the role plays, issues surrounding “helping others” emerged.
In discussing their own motivations for frying to help thosé_ they feel are in need
(prosocial behavior), participants described feelings of responsibility to help,
awareness of others' feelings, others' distress affecting their’own feelings, and
treating others as one wishes to be treated her or himself. The themes fhat
emerged from the data reflected aspects of the dimensions of empathy as
described by Davis (1983)--empathic concern, personal distress, and
perspective-taking.

Process: Reacting to Feelings of Distréss

Samantha explained her reésdns for helping when someone she knows
has a problem:

| feel like | have to do something to make them feel better and when |

doh't_know what to do | gét réally scared, not just scared but just, | get

nervous because | want to make her feel better.

She described feelings of tension when others have problems. Tension

increases when one does not know how to help a friend with a problem. Another
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participant continued: "If [friends] are happy then we'll all be in‘a good. mood, but -
if there's something really going on in their life then you've really got to help
them, something like that." '

Process: Attaining Positive Feelings from Helping Others

Another female participant described her own positive feelings upon |
helping another as well as positive effects on the relatioﬁship:
~ | just feel good about myself when I do that for other pébple .. tmakes -
me feel better when [friends] come up to me and tell me what's wrong cuz
if | don't know and'they hold it in and they just blow it up at- me.
Judy echoed this in her comment: "if friends are happy then we'll all be in a good
mood, but if there's something really going on in their life then you've got to help

them."

Process: Being Aware of Others' Feelings

Besides awafeness of their own feelings, participants expressed that
awareness of other's feelings affects decisions to try to help the other. For
example, Jesse stated that "if someone doesn't feel like talking, you give them
space." Others described that being able to‘understand an other person's
feelings leads to being able to help. Kevin discussed how role playing helped him
see his friend's perspective. He stated, "you can only help if you understand or
- have been in it.” Role playiﬁg helped him see his friend"svperspective. This |
benefit of role play is echoed in the groAu’p discussion by another partidipant who
said: "so if you're really fighting with someone and you have a disagreement you
can see where they're coming from and see why they made that decision and
why you guys don't agree."

Processﬁ Valuing Reciprocity

A theme of "doing unto others" or treating 6thers how one wishes to be

treated emerged from the data. For example, in the following quote, Samantha
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expresséd an integration of the themes surrounding motivation for prosoCiaI
behavior: | | |

| still feel bad cuz I'm curious what's wrong. Sometimes if | see someone

in the hallway crying and | don't know them I'll ask what's wrong, can |

- hellp you? | just feel good about myself when | do that for péople ... Cuz if

I'm in pain | wouldn't want someone looking at me, just walking by. |

wouldn't want a whole bunch of people coming up to me, though....
In the preceding paSsage, the value of reciprocity in intéraction with others was
clearly represented in terms of being able to understand the perspective of
another. |

In summary, the participants' descriptions of their constructions of
prosocial behavior reflected Davis' (1983) dimensions of empathy. Participants
expressed that experiences of personal distress in réaction to the distress of
others, feelings of sympathy induced by concerh for others in need, and the
ability to understand the feelings and actions of others are instrumental in the

construction of prosocial behavior.

Part Four: Effects énd ExperiencAes ,

As described in the previous chapter, the participants engaged in a variety
of drama exercises and role play activities during the project. Each day's session
began with drama warm-up exercises and exéfcises designed to enhance the
dramatic skills of the participants in order to prepare them to engage in the more
in-depth role plays based on relevant social issues. Much ‘discussion about
social issues in the lives of the participants revealed that interpersonal
relationships was of prime relevance. The group decided that the role plays

would focus on interpersonal relationships with the theme of drug use emerging

as a sub-topic. After engaging in a warm-up role play constructed around the
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framework of a popular television talk show, the participants discussed and
decided that their final role play project would employ the talk show format.
Paﬁicipants expressed that they enjoyed this format because it was fun and
provided a familiar framework within which to-engage in role play. Participants
expressed that this format helped to reduce the anxiety they felt performing or
acting. A complete transcript of the final role play "talk show" is included in

: Ap‘pendix F.

Group discussions occurred during every session as a means of planning
and focussing role play activiti'es‘ to follow. Thrése-discussions also provided a |
means of reflecting upon and understanding the experiences of the preceding
activities. Topics examined in the group discussions focussed on interpersonal
reiatioﬁships, school life, home life, and life in the neighborhood. In terms of
interpersonal relationships, the group discussed various aspects of peer culture
such as peer pressure, gossip at school, drug use, and romantic relatioﬁships.
Social issues also raised included poverty, the homeless, and employment. |
These issues were raised as concerns by the participants and were followed by
further ‘discus‘sion relating the social issues to -their conceptions and
constructions of empathy, understanding the situations, and the perspectives -
and emotional states of self and others. For example, while diécussihg issues
surrounding poverty and the homeless in their neighborhood, the participants
engaged in examining their motivations for helping or not helping (giving or not
giving spare change to) homeless people on the street. Thivs particular topic
included an examination of various possible situations leading to homelessness.

in the i'ndividual'int.erviews and in the group discussion directly following
the role plays, participants were asked to recount their experiences of the

activities. Individual interviews included discussion of what the participants were

thinking and feeling during vafious activities (rble play, group discussion,
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exercises, etc.). Interviews also included discussion of the participants' overall
experiences of and their views about the project. Participants were also asked
for their feedback and suggestions for improving the project. The researcher
emphasized that the participants' viéws were extremely important in refining this
activity for future use in classrooms. |

In summary, the themes described in this chapter emerged from the

general framework of the questions that guided the interviews and discussions.

Themes in the F’articipants' Experiences of the Social Drama Activities

In this section, | present the themes expressed by thé adolescents in
regard to their experiences of the entire drama project. Emergent themes
included the experience of fun engaging in the drama activitiés, the expérience
of comfort during the project, the experience‘ of relaxatioh and stress relief during
the activities, and the experience of learning. A description of each thematic
experience follows.

Experience of Fun

The data informing the theme of the experience of fun emerged mainly
from the individual_intérviews in which participants were asked to describe and
reflect on the nature of their experiences of the project. In addition, data for this
theme emerged from group discussions as participants described their
experiences and opinions of the activities in a more informal manner.

The majority of participants described the project as fun and enjoyable.
Reasons for their responses ranged from enjoyment of new and interesting
activities, engaging in drama activities, getting a break from everyday school

activities, and working collaboratively with friends. Jesse commented, "It was fun,

it was educational, interesting ... we got to act. | found that more fun than sitting ’
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and writing." Likewise, Zoe positively evaluated the opportunity to engage in
drama: | R |

| enjoyed it. It was a good learning experience because the first time | took

drama | was in grade 8 and | didn't take it cuz | didn't like it--playing

games and passing balls .... Here we were relaxing, | think we had a

chance to do what we wanted--play characters and fun things. '

Most participants commented on enjoying the talk showAroIe play activities
because of the relevance of the content and the familiarity of the format. The
familiar and therefore "safe" format alldwed the participants freedom i'n> ‘
improvising; since they already knew some typical aspects of the format
(question and answer, audience participation, certain wayé of addressing the
host or panel members) it facilitated acting and reduced anxiety. Cne female
student commented "I really enjoyed_it ... It was basically just fun. | had a lot of
fun doing it. | liked doing the talk shows. That was really fun because we just
went with the flow." Another female participant commented about the |
researcher's role as a well known talk show character--the cranky audience
member: |

| liked it when you were acting like oné of those try-to-be-cool pedple at

the back, you know, "Yeah, | really really love yoUr show!" (group

laughter).

Participants reported having fun playing warm-up games such as -
charades, acting like different characters, having discussions, and imbrovising.v
Shannon emphasiied that engaging in d‘réma activitiés was very enjoyable:

It was a lot of fun. | liked the warm-ups and the actual drama things more

than the talking and stuff. It was more fun doing the-skits and the talk

show things, the improv was fun.
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Participants described‘ the activities as "intereéting," "new," and "different".
Nevertheless most students commented that any anxiety about performmg was
overcome by belng comfortable in the classroom group of friends.

Experience of Comfort

During discussions of their experiences of the project, participants
commented upon the level of comfort experienced durihg the drama activities.
Two dimensions of this theme emerged. First, the classroom atmosphere helped
reduce anxiety and create comfort. Specifically, the class members viewed
themselves as a group of friends or even as a "family." Secondly, participants
commented thet the researchers themselves--their personalities and ways of
interacting with the participants-—helped make the participants comfortable in the .

project.

Comfort in the classroom environment. Many of the participants
mentioned being somewhat nervous or embarrassed acting or doing drama
exercises in front of the rest of the class. However, most described the
supportive class setting as reducing the level of anxiety and increasing the
comfort level. Joanne said, "l wouldn't really get that embarrassed cuz | know
everybody in the class." Of the group work, Zoe stated, "I like the people that |
worked with, they were funny, like they really helped me, if | got stuck they ceuld ,

“help me." Here, Zoe refers specifically to the improvisational work (acting without
a script) which was almajor component of the role play practice. Many of the
participants were apprehensive about engeging in the.impro'v. Reasons for this
included: not knowing what to do, fear of "messing up,” fear of being criticized,
and stage fright. Kevin commented on how the supportive and close-knit peer
group in the class mediated the anxiety of doing the drama activities: |

...[it was] very fun but | was a bit embarrassed because I've never acted

before so | don't know how to act really but | watched other people and
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got good ideas from them because sbm_e of them have [gone] through
g acting school. |
The supportive atmbsphere established and practiced through democratic
classroom processeé, a caring and highly-esteemed teacher, and the close-knit
peer group seemingly contributed to the participants' experiences of comfort in
the project.

Comfort with the researchers. Participants also commented on the nature

of the researchers themselves in creating a comfortable atmosphere for the
.. project. Joanne elab'orated 6n why she felt comfortable durihg the project:
O enjoyed Wdrking with yod two because you guys made me feel
‘ coqurtable .... Ms. R. (classroom teacher) said before you came, this
. girl's great, she's a nice lady ... she said she's really fun and outgoin‘g so |
said yeah okay and then we thought cuz she said "Iady". that you were
going to be an old drama teacher. And then it was like on the first day,
yeah she's nice, everyone felt comfortable and we really enjoyed it,
| méeting you. .
Danielle described the néture of the researchers as being instrumental in
facilitating "openness” in the activities: "Well, actually' the fact that well you're
normal ... like instead of weird teachers or something like that you guys are
| normal."

-As previously stated, the non-threatening, caring atmosphere created and
sustained in the existing democratic classroofn contributed to the positive
comfort level of the participants during the project. A female adolescent

. expressed her views on the claésroom: |

I'm not as shy as | used to be. | guess I'm not shy cuz it's like a really big

family in this room. If it was more like a normal classroom with people |
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didn't know as much itd be different because I'd be different cuz I'd be

shy and nervous.
The participants were able to engage comfortably in largely unfamiliar drama
actiVities--with twoAresearchers they knew for a very short period of time--without
the benefit of considerable background learning in drama. This reality of the
project proved consisfent with research describing students who develop in
moral reasoning facilitated by means of processes in the democratic classroom.
In the “transition" program the participants engaged consistently in éctivities
which enhance moral develbpment (discussion of dilemmas, decision making
opportunities, faimess discussioné, and achieving a sehse of community in the
classroom). The participants' abilities to take risks in engaging in these new
activities, to meet the challenges in learning something new, and to be reflective
are consistent with the profile of people who develop in moral reasoning (Rest,
1986). |

Experience of Relaxation and Stress Relief -

From the data a theme emerged that extended the idea of comfort in the
project. Besides being comfortable during the various activities, participants
expressed that aspects of the project contributed to the relief of stress or
provided an opportunity for relaxation.

Several participants described the project as providing opportunities for
relieving stress. They also described this part of the process as "relaxing.”
Maxine echoed these ideas in her comments about the acting process: "you
don't always have to be the same person. You can let everything out. If you've
had a bad week, if your character's like that then you can just take it out like
that." Kevin added, "if [I] act something about-anger it gets rid of my anger."

These experiences of emotional release through role play are echoed in the

participants' statements of the effects of the project.
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- Other aspects of this theme focus more on relaxation as enjoymenf with
positive effects on emotional well-being. Danielle described the group
discussions as relaxing. She stated: "they were really good ... and we could be
really open." Participants made conneetions between the setting in which they
could express themselves openly and sincerely and relaxation--even stress
relief.

~ In the next section, descriptions of the perticipants' experiences are
extended from the affective (fun, comfort, "strese relief) to the cognitive; 'I.ndeed,
although the participants all expressed that the drama activity was fun or stfess
relieving, many of the participants also indicated fhat they believed that the
- drama activity provided an opportunity to learn.

Experience of Learning

In describing their learning experiences in the project, the participants
provided a critique of the activities therein. Four of t‘he participants described the
a_ctivities as providing positive learning experiences as they learned from others
in the class and had the opportunity to learn new skills in drama. Two other‘of
the participants commented upen the usefulness of drama warm-up and
improvisation activities: | | |

FA: You had to think quick ... make things up as you go along. -

MA: [the warm-ups] were funny, but they did help. Like the one where you

yelled "stop".

The adolescents also noted that the comfort level in the group, the relevant and
interesting material, and the chance to engage in enjoyable activities facilitated
theexperience of learning in the project. | \

In addition to describing positive learning eXperiences, participants also

provided insight into aspects of the project which hindered their experiences of

learning. Two of the participants commented that the activities were easier to
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participate in for those who "liked to talk" or "aren't shy." Judy felt that
participation was not equal among aii participahts: "it was good except if you
weren't into talking then you couldn't say what you wanted to say."

Another participant commented upon the difficulty of learning new acting
skills, especially since the project was only four weeks long. She referred to a |
. warm-up exercise in which the participants had to make spontaneous and
improvised decisions:

... when we were walking around the room and stopping and doing things,

- sometimes I'd be like--oh... and | couldn't think and didn't know. I'd just

pose, oh well. 4
During a group discussion, participants suggested that if the project was longer it
would allow for more drama skills development. They agreed that more time
would allow fcr everyone in the class to "get to the same level [of acting skills]"

- before the actual role play activities began.

From these descriptions, it is clear that participants' reflections on their
own learning yielded many insights into the potential benefits and drawbacks of
such a project. In the next section, participants' perceptions of the effects of the

project are further examined. -

Themes in the Effects of the Social Drama Project as Expressed by Participants

In the discussion with the researcher after the completion of the drama
portion of the project participants expressed perceived effects of the social
drama activities. In these discussions, participants referred to the role play
activities in which they took various roles in situations involving social issues of
relevance to them. From the data four theme groups emerged: (a)'s'tatement of

enhanced empathy, specifically perspective-taking; (b) statement of a

therapeutic effect; (c) benefits of pai‘ticipation including skill enhancement and
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personal development; and (d) participants’ reflections on possible effects.
These themes are presented in more detail in the following sections.

Effect: Empathy Enhanced -

Six of the participants expressed that the activities in the project enhanced
perspectlve taking and self- and other-understandlng Variations on this theme
mcluded becoming more open- m|nded seelng things i in a different way or from
another's point of view, and being able to better understand and relate to other
people. |

Maxine played the role of a person who had duit taking drugs "for good" in
a role play about drug addiction. She expressed that she gained insight into the
motivations of friends who are involved in drug use: "I think it did good cuz | see
-things in a different way ... to'put myself in somebody's shoes and see from their
view ... it was weird." Referring to a different role play, Zoe commented on her
experience playing a character role she described as extremely different from
herself. This role play focussed on the issue of family conflict. Zoe's role was that
of a girl she descrlbed as nalve ' who, out of concern, reported her friend's drug
use to the authorltles Zoe stated that this role was difficult because she "d|dnt
really know" what the character was feeling "because I've never been concerned
about that.” She contmued "I've been concerned but I haven't been that
extreme, that good and behaved .. It was hard to relate." She continued that
trying to relate tc this character resulted in insight into someone different from
| the self: "It totally makes me.relate to some people who are just totally in the
dark about something ... maybe just the way they were brought up..." |

Several other participants stated that the role play activities encouraged
them to better relate to others and that they could bet-ter understand others.

Kevin, in a role play about the effects of drug abuse on relationships, related the

role play and characters to situations and friends in his life. He elaborated on his
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insight into the actions of a friend who was in a similar situation to Kevin's role in
the role play. He stated, "it helped but it is kind of disturbing being in the other
person's position ... | know how they feel and what they mean yvhen they say
these thingé. Théy're not saying it out of anger at mé, they're saying it out of
anger at themselves."

Another pérticipanf, Danielle, expléined that she gained underStanding
about her friends and her community through the discussions and drama
activities about social issues. She commented, "l kind of understand some of my
friends better .... We were doing the discussions, most of the time | found out
how important some issues are to all of us--drugs--cuz drugs kept on getting
brought up affecting relationships. | didn't realize it was."

Samantha, is another participant who explained her experience in the role
plays as enabling her to relate better to others. She explained why she herself
felt angry and defensive in a role play in response to another character's
behaviors toward her. She relates the role play to her own life and experiences:

It's not as if I'm act.u'ally a crack-head, but one of my friends is and I'm

'really good friends with her. [In the rolé play the other character said)]

maybe | don't want to hang out with you anymore because you're a crack-

head. |
By relating the interaction in the role play to real life, Danielle was able to

understand what her real life friend may have been going through.

Effect: Therapeutic

~ Several of the participants commented on the therapeutic effects of the
project. Two of the participants directly expressed the benefits of the activities in
providing an opponun‘ity to expres_s problems and to work through problems of

an interpersonal nature. Kevin related the subject matter of a role play and

subsequent group discussions about the effects of drug use to an interpersonal
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relationship in his Iife. In the following quote he expressed the effects of the
group discussion with his peers in the class Qro_up régarding his relationship with
his close friend. He expressed that his understanding of the feelihgs and
motivations of others has been enhanced:
| . g_uéss my friend with the drugs ... it's kind of upset me but it's kind of
relieved me too because I've talked fo the whole group about it and acted
it out and probably me and a couple'of friends are going to talk with this
: persbn tonight. It's going to be like a group intervention sort of thing .... It
helped but it is kind of disturbing a bit being in the other person's poéition
o know how they feel and what they mean when they say these things.

They're not saying it out of anger at me, they're saying |t out of ahger at

themselves .... | think it helps even if it is a bit disturbing or upsetting it

helpé. Like um say a rape victim it helps them to talk about it. If they keep

to therhselves fn the dark they're just eating at themselves but when they

talk they feel a bit better, more confident. »
Kevin not only expressed insight into the ihoughts and feelings of his friend, he
stated that the group discussion of the issue had prompted him to try and help
his friend--indicative of prosocial beha;/ior.

Samantha discussed the relationship of the role play to her real life.
Taking the role of another helped her to relate better to h‘er friend going through
a similar situation, and also helped her deal with the interpersonal relationship:

it actually helped me eXpress problems because we got to talk about |

things that actually happened in my life. We did that thihg on drugs and
it's all around me nowadays because a lot of my friends are into it and it's

juét in my face all the time .... It was good in a way and that's probably

‘why | was like so mad when [other paﬁicipant in the context of the role
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play] said that to me ... It's not as if I'm actually a crack-head but one. of

my friends is .... | just talked to her and she's got to help herself about it.
Samantha stated that the opportunity to express and work‘throug‘h issues or
- problems in the group sétting helped ihform her future actions in an interpersonal
relationship.

Several other participants reléted the subject matter of the role play
activities to real life situations and discuésed interpersonal issues in the
interviews. Discussions included issues surrounding interpersonal relationships
in friendship, peer groups and with family. members. |

Effect: Skills Developed |

The next theme involved personal development or enhancément of skills
(communication, acting techniques, etc.) via participationin the activities.
Included in this theme was the opportunity to participate in drama. Shannoh
stated, "l wanted to take drama this year but | couldn't cuz it couldn't fit my
schedule so this is just lucky that you came to this class. Because | want to be
an actor." »

- Three other participants described that the drama activities resulted in
‘reduced anxiety or "shyness" in grbup presentation or acting in role plays.
Samantha said:

It just made me more myself around everyone and ... I'm not so scared"

anymore to act in front of people .... It makes me feel better cuz I've

always loved to make scenes for people, joke arouhd, make people laugh

and stuff .... | don't feel so uncomfortable anymore. o
She expressed her interest in drama and that the activities have provided

practice in this interest area. Kevin also described the experience of becoming

more comfortable with performing and expressing himself in front of the class:
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1 had a sort of a fear of standing up in front of the class and it sort of
helped me overcome it because | see evefybody élse doing it--I'm like hey
they messed up so if | mess up it doesn't matter. So when | get up there
and if | mess up it's not like everyone is going to shun me or anything ....
It's going to be a laugh for two minutes and that kind of helps. |

Fiona, who stated that she felt nervous doing the unfamiliar drama act‘ivities{
described the supportive classroom group as instrumen’tél in her overcoming her
nervousness. In group discussions as well as in the individual interviews, the
participants referred to the supportive family-like nature of their classroom group.
Undoubtedly, the supportive and safe envirdnmént of the "tranéition"vclassroom
facilitated active and meaningful participation in the project.

Participants’ Reflections on the Effects

In response to an interview question focussed on understanding the
effects of the pfoject, participants provided not only insight into the difficulty of
describing effects, but also a'Acrit.iqu4e of the project in which limitations to the
potential effects were described.

Participants expressed uncertainty of the effects of the project for a variety
of reasons. Des said that the project "may affect [him] Iatér" but that he was
unsure. Fiona felt uncertain of any effects because the project was "too short"
and that "it .felt like we just got started". In fact, in response to a discussion
question regarding participant feedback for improving the projéct, most
partiCipants suggested that the project should be longer, providing more time to
"get into drama."

Two of participants stated that the effect of the project was limited

because their participation was limited--one because of absences (3 of the

| drama sessions)'for appointments. Leanne expressed "[she] tried" to participate

but felt that it was very difficuit for her because she was uncomfortable
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participating in group activ-ities especially speaking in front of the class. Both
participaqts were assured that their input in the project was vei’y important and
that they were not being evaluated either for performance or for attendance.
Moreover, the researchér took care to emphasize the importance and
appreciation of their input in the individual discussions.
| As in the themes in the participants' experiences of the pfoject, the théme

emerged in which the project was viewed as part of school--business as usual--
and therefore was not seen as meaningful. This is best expressed by Andy's
responses in the interview. Andy stated that the drama activities had no
particular effect as the project was "just a part of school." In further discussion,
Andy expressed "that school is something that he has to do." Since the drama
project was seen by him as part of school, he participated but expected no
effects--positive or otherwise. This view of the school activity fits with the sense
of alienation from school evidenced in adolescents at-risk for dropping out (Finn,
1989). Whatever the source of alienation, Andy expressed the belief that any
part of school would not have any effect on him or would not relate to hirﬁ. it ié
interesting to note that despite this view, Andy participated enthusiastically in the
role play and discussions with much energy and apparent interest. Perhaps this
is because the subject matter of the role play car;me from issues relevant to the
real lives of the participants.

| Included in this theme was discussion of the interrelation betWeén ihe
activities in the project and regular school activities. Two of the participants
described the study as similar to a regular part of school--"business as usual." '

One male adolescent commented that "it got me out of class... | gave it a try to

see what it was like."
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Further discussion around this theme described the impact of the time of
day and what school activities pfe‘ceded the drama sessibn on the participants' |
ability to role play and get involved in other drama activities:

Researcher: Does the day or time of 'day have an effect?

FA1: Monday and Tuesday are just really bad days.

MA1: The worst. |

FA2: Yeah, cuz | didn't have a spare today.

FA3: The morning and the end of the day, bad. :

MAZ2: every block of school is bad! (The group shares a joke about stress)

Researcher: But seriously, folks...

When asked how they would improve the drama project, the participants
agreed that a "real theatre" setting or an actual drama space or classroom set up
exclusively for drama activities would facilitate the proceSs. One participant
mentioned that "it"s hard with all the chairs;" the traditional classroom with desks
and chairs rather than an open stage spéce caused minor difficulties.

Another participant commented that he "wouldn't changé anything but |
would want it longer, a longer peri‘od of time." Another participant agreed that
"maybe two blocks instead of one, 'cuz it's always--we have to clean up now, put
the chairs back." The participants agreed that both a longer class period and a -
Iohger time frame (in termé of weeks) would enhance the benefits of fheproject.

In summary, parti¢ipants described factors they perceived as limiting
positive effects of the project. Participants also illuminated the difficulty of
perceiving, describing or indeed experiencing the éﬁects- of such a project and
provided feedback for improving the project.

As préviously statéd, the presentation of resu.lts was envisioned in four

separate sections--initial reflections, the subject matter, processes that emerged,

and the description of experience and effects of the project. The themes that

J
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emerged from the social issues formed the basis both for the role plays and

discussions and were determined by the participants because of the relevance to

their lives.
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CHAPTER FOUR: DISCUSSION
In this chapter | will restate the study's purpose, explain'its limitations,
discuss its findings, and close by discussing implications for educational practice

an'd for further research.

Re-statement of Purpose
The purposes of this project were two-fold. Firsf, | sought to understand

the social experiences of "at-risk" adolescents by constructing and collaboratively
participating with a group of at-risk adolescents in a drama project employing
role-play and discussion and based on social issues of relevance to the
participants. The second objective was to examine the impact of the activities in
the drama project on the participants by employing a phenomer;ological
approach (Osborne, 1990).

| Fourteen adolescents who were enrolled in an alternate classroom
program for adolescents at risk for drop out, along with the researcher and
assistant engaged in discussion around relevant social issues. Thé adolescents
articulated issues of interpersonal relationships and engaged in role play
activities that involved perspective-taking. In subsequent group discussion and
individual interviews the adolescents illuminated their experiences of the project |

and of the social phenomena examined therein.

Discussion of Results
The phenomenological design of the présent study was applied to two
main areas, namely the topics that adolescents identified as salient social issues
for themselves and the experiences that the adolescents described. Discussion
of the social issues deemed relevant by the adolescent participants revealed for

example, that issues surrounding interpersonal relationships were of prime

concern. Topics raised in discussion included drug use in the school, breaking
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up with a girlfriend or boyfriend,'the'effects of divorce, peer pressure, and the
effects of gossip on friendship. The participants described their experiences in
the contexts of peer groups, family, and school. These emergent issues provi'ded
the basis or subject matter for the subsequent role plays and discussions. The‘ |
second area of phenomenological ianiry was applied to the participants'
experiences of the role play activities and the related discussions of their .
experiences of self- and other-understanding in‘and beyond the context of the
study. The findings of the present investigation are indeed comprehensive.
Therefore, | will highlight the key findings in the discussion of the results.

Emergvent themes were analyzed in terms of issues and questions raised
in the group discussions and individual interviews. These were guided by the
purposes of the study, illuminated by guiding questiohs in the interviews, and
reflected in the role plays based on relevant sbcial issues.

Social Realities

The first discussion with the adolescents, which was designed to ascertain
the social issues relevant to them, illuminated several important ideas that arose
in the literature (Adams, 1983; Brown, 1990j Brown & Lohr, 1987;
Csikszentmihalyi & Larson, 1984; Yussen, 1977). Specifically, during this initial
group discussion, the adolescents almost immediately identified issues of
interpersonal relationships of most concern in their lives. Participahts agreed that
"everything is a relationship." Drug use also emerged as a sub-issue; the |
adoleséents agreed that "everyone has experimented....we all know about
[drugs] here....definitely part of life." The relevance of these issues corresponded
with the responses on the stresé assessment portion of the questionnaires used
in the present study.

During this first day's discussion, the group also talked about issues of

help seeking in times of a problem, stress, or crisis. One male adolescent -
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described an incident in which he confided in his probation officer; this resulted
in an extenéion of his probation period. The group agreed that it is best not to
"tell your troubles" to authority figures or school counsellors. This speaks to at-
risk students' sense of and experience of disconnection frorh school (Dillon,
1989; Farrell, 1990; Finh, 1989); those who need resources most are alienated
from access to those very resources. However, bebause of the caring
atmosphere nurtured in this particular classroom over time, these adolescents
felt free io discuss their problems with their teacher via journals. The conditions
of confidentiality (“anyone who won't tell on you") and attentive caring ("anyone
- you think is understanding") were paramount for these édolescents to seek help.
Indeed, t.hey described their teacher as a ‘mom" they could trust.

Authentic Voices

Reséarch on adolescents and popular media suggests that adolescents
may use television shows and movies as a étaning point for reflection upon real
life social issues and relationships (Steele & Brown, 1995). In the present study,
analysis of the themes suggests that this is true for the “at risk” adolescent
participants. For-example, the adolescents in the “transition” program defined a
discrepancy between the adolescents represented in the media and themselves
in terms of life experiences. The participants expressed cyn-icism about the
“sugar-coated” or “stereotyped” images of adolescents in the media. A key idea
that emerged very clearly during the first day's discussion was the desire within -
these adolescénts to be understood. As stated above, they expressed concermn
about inauthentic and stereotypical images of adolescents that abound in the |
media. In a sense, they sought to debunk myths about adolescents by “telling it
like it is.” The opportunity to create a drama about their own authentic

experiences as adolescents was appealing to them. Further, the opportunity to

inform teachers through being part of the research process may have been
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viewed as a means of being heard and understood. In terms of th'e'res_earch
project, the group agreed that they "are the research"--themselves recognizing
the need for reséarch attentive to their authentic voice and their real lives. If “at-
risk” adolescents are to be served effectively by prdgrams and intervéntions, it is
necessary for research to address their concerns and perspectives (Zaslow &

Takanishi, 1993) and to draw upon their expertise.

Relationships with Peers and Friends

One of the primary themes emerging from the data gathered was the
salience of interpersonal reIationships in the lives of the adolescent participants.
Overall, the saliencé of interpersonal relationships was supported by data
gathered via the “quantitative” questionnaires on which issues surrounding
family, beer, and tea_éher relationships were reported by the adolescents as
common "daily hassles" or “stresses.”‘ Nevertheless, not all issues noted by the
adole.scents were negative in nature. For example, all of the participants reported
making a new friend since the beginning of the year--an event seen as making a
positive impact. In addition, half of the group reported having started dating
(viewed as a positive change) since the beginning- of the school year.
| The adolescents described their friendshipé with peers as most salibent in
terms of being able "to talk [about] important stuff....they understand." Trust and
reciprocity w‘ere. viewed vital to friendship. In accord with previous research, the
adolescents reported that they spent a lot of time "hangihg out" with friends or
with peers in a variety of contexts (Csikszentmihalyi & Larson, 1984). As noted
by researchers, the peer group is the social context in which reinforcement for
facilitating prosocial behavior occurs (Eisenberg & Mussen, 1889). Moreover, the |

strategy of confiding in and seeking advice from friends in order to deal with

problems is associated with positive social adjustment (Ebata & Moos, 1994;
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Schonert-Reichl & Muller, 1996). Therefore, programs that enhance positiv’é‘-
interpersonal interaction within peer groups, like the drama program described in
the present investigation, are likely to be well-received and benef.icial.

 Relationships with Family

One issue fr'equently noted by the adoI'eScents was the high levels of
stress they experienced as a result of their families’ financial difficulties. One
female adolescent expressed that because they "don't have much" they have to |
"stick together." In terms of the demographic data regarding family status and
parental education level, many of the adolescents reported that their families
struggled with issues of economic survival. Many of these adolescents also
described risk factors associated with poverty in terms of home life. From the
data, it appears that it is vité_l that educators take into account the family contexts .
~ of their students (Dillon, 19‘89; F’hélan, Yu, & Dévidson, 1994).

In the present ihvestigation, the adolescents described and discussed
issues'in their family relationships and in so doing illuminated much about their
lives across contexts. The sbéial drama project represents a strategy for making
school relevant to at-risk adolescents not only because the subject matter is
student driven, but also because the adolescents are consulted in terms of
making échool relevant. Indeed, as Zaslow and Takanishi (1993) have noted, it is
‘necessary to obtain adolescents’ perspectives tb inform potential interventions

and programs.

The Drama of Self and Other

With regard to the construction of the role plays, the adolescents
described several of the processes involved in developing an understanding of

self and others. Processes involved in understanding the internal states of others

included the following: reading external cues, such as body language;
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perspective-taking--"putting yourself in another's position;" and sensing or

"getting a vibe" about what the other is feeling. In addition, the adolescents
agreed that knowing another well--as a close friend--facilitates an uﬁderStanding
of another individual’s inner states. N

They described their reasons for helping another who they perceived was
in a state of need (prosocia| behavior) into one of the following three categories:
feelings of personal distress when faced with another's (especially a friend's)
distress; feeling good about oneself as a result of helping another; and valuing
reciprocity--doing unto others as they would do unto us. The paﬁicipants agreed
that it was necessary to be aware of the other's feelings in order to want to help
him or her. It may be through these opportunities for reflection and perspective- -
taking that the quality of social relationships in the adolescent peer group may be
enhahced (Downey & Walker, 1989; Eisenberg, Miller, Shell, McNalley, & Shea,
1991).

As a complement to processes evmplo’yed ih seeking to understand the
internal states of another, the adolescents illuminated the processes involved in
constructing the role play. In playing a role, adolescents related their own life
experiences to the role, employed perspective-taking, made guesses or
assumptions about fhe feelings of another, and constructed the understanding of
the role by interpreting and reacting to the actions of others toward the "self" in

the role play.

Dramatic Experiences

In terms of the adolescents' perceptions of the experiences participating in
the social drama project, four themes emerged. First, the participants reported

having fun during the project. Indeed, they were able to engage in new and

interesting drama activities unavailable to them in their regular school program.
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The project also provided exposure to a type of extra¢curricular activity. That is,
although the project occurred in school time; it involved many aspects of an
extra-curricular drama program and, as one participant said: "it was great 'cuz |
always wanted to be an actor." Involvement in the project may have paralleled
invoivement in extra-curricular activities, thereby fostering a sense of connection
- to school in these at-risk adolescents (Kinney, 1993; Mahoney & Cairns, 1997). -
A second theme that emerged with regard to the adolescents’
experiences of participating in the social drama project concerned their
experiences of feeling comfortable while engaging in the drama project. These
adolescents attributed their experiences of comfort to both thesense of "family"
in the "transition" classroom and to the nature of the researcher and assistant.
For example, the adolescents described the researcher and assistant as
"normal," meaning different from what they'described as the “typical” teacher. In
effect, the researcher and assistant were not perceived negatively as authority
figures by the participants. Not only did this enhance the duaiity of the research
by maximizing honest responses from the participants (Ellen, 1984; Kinney,
1990), but it also enhanced the positive connection between the students and
the researchers or facilitators (Dillon, 1989; Farrell, 1990) Moreover, the same
adolescents who declared mistrust of authorities and counsellors, freely
| discussed sensitive.issues in confidence with both the researcher and assistant.
This finding is in accord 'with the findings of Dillon's (1989) study in which a
teacher of a low-track English class gained his students' trust by speaking their
language and sincerely expressing a sense of care about them. Because social
adjustment is associated with the ability to seek help from individuals in one’s

social sphere (Ebata & Moos, 1994; Schonert-Reichl & Muller, 1996), it is vital for

caring educators to make connections with at-risk adolescents who are among .
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the marginalized and alienated from the very resources they most need (Farfell, '
1990: Finn, 1989). -

A third theme that emerged from the experience described by the
students included learning new skills and engaging in activities that relieved
stress or were felaxing. Finally, the fourth theme reflected the adolescents’
remarks about the opportunities for feedback and criticism of the project. This |
furnished further opportunity for the voices of the adolescents to be heard in
terms of school activities in which they are involved. It is noted by Farrell (1990) '
that at-risk adolescents often do not articulate criticisms 6f the school system

‘because of their alienation from school and feelings of powerlessness. The
present investigation provided a means for adolescents to impact an aspect of
their school experience (namely the drama project itself) through their input and
feedback, thereby providing a means in which the adolescents could feel
empowered and thus connected to school.

Dramatic Effects

PositiVe sécial outcomes are often associated with engaging in drama
activities across a variety of contexts (Beales & Zemel, 1990; Bieber-Schut,
1991; Miller & Rynders, 1993; Spencer & Gilléspie, 1983). The adolescents in
the present study expressed what fhey believed to be the effects of the project in
terms of understanding of self and others. Specifiéally, participants expressed
that engaging in the role play activities helped them to "see the other person's
perspective better." In short, the rolé play activities facilitated the ability to relate
to others and to understand the experiences of others (Eisenberg, Miller, Shell,”
McNaIIéy, & Shea, 1991). The role play also provided an opportunity to, as one
adolescent put it, "go through"it yourself." Others described this ability to

understand the situation of another as enhancing the ability to deal positively

with real life issues by providing them with opportunities to engage in effective
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problkem-solving strategies (Wentzel & Erdley, 1993). Kevin, one of the
adolescents in the present study, described how his role play of a person who

- was unsuccesstul in trying to get off drugs helped him to understand the
motivations and feélings of a friend in a similéf plight. Moreover, he felt that the
role play experience motivated him to try to help his friend. Kevin's experience

- provides support for the contention that increased interpersonal understanding

may promote prosocial behavior (Eisenberg, 1991).
~ Limitations of the Study

Primarily, this study was structured as a phenomenological research
design that relied upon the 'self-renons adolescents, with group discussions and.
individual interviews serving as the main data sources. In this way, the design |
was Iimited by its focué on what was 1specifiCaIIy recalled by the participants
regarding their experiénces. That is, because the time span of the entire project
was only. approxvimately:'one month in total, the adolescents' recollections and
A ‘descriptions of the.ir‘ experiences of the activities therein may have been more
accessible and therefm"e, information regarding other time periods in their lives
was not addressed.

Another limitation of this study regards the identification of the themes of
the partigipants' experiences of the drama project and their perceptions of its
effects. Difficulties in defining thematic experiences abound becanse of the small
number of participénfs. In addition, issues ardund the subjective nature of

interpretation limited this investigation. This limitation could have been reduced

by going back to the adolescents to ask them if these data truly reflected their




101

“voices.” Indeed, the data would have been given more credibility and validity if
the adolescents themselves had an opportunity to acknowledge that the themes
were an ‘accurate description of their experiences.

The next limitation of the present study is the lack of generalizability to the
larger popuiation of adolescents at-risk for drop out. Indeed, researchers have
criticized qualitative approaches because ‘of the subjectivity inherent in the
methodology (Creswell, 1994). Qualitative data refers to a limited number of -
participants. Nevertheless, as stated by Dey (1993), qualitative investigation:
“gives the researcher an opportunity to do a thorough anélysis,fthereby providing

a solid base for inference” (p. 263).

Limiting the Impact of the Limitations: Strategiés

The effects of the first limitation of reliance on participants’ self-reports
may have been ameliorated by use of a combination of strategies that
complemented the phenomenological design. Ethnographic techniques were
employed, such as participant-observation, by researcher and assistant during
- the drama activities resulfing in field notes that were used to inform the analysis

of themes. In addition, the recording and comparative interpretations of both

researc‘her and assistant of analytic insights (Ellen, 1984) during the ongoing
analysis of taped daily discussions enricﬁed the understanding obtained from the
main data sources. Furthermore, the review discussions at the outset and end of

each session provided a chance for participants to reflect upon their experiences

and to fully describe their experiences and perceptions. Moreover, the guiding




102

questions used for the discussions and interviews were designed to facilitate a
comprehensive exploration of participants' experiences. |
Careful methbds of analysis were employed_becaluse of the nature of the
| process of identifying themes. Interpreting salient themes in the data was
syétemétically undertaken. This process included diséussion regarding the
interpretations and insights between the resear'cher and her assistant. The
researcher and assistant essayed to achieve clarity and‘ agreement upon the
accuracy of these themes. As menﬁoned earlier, agreement between the two
raters was 90 percent. Emergent themes reﬂectéd shared experienices that were
| alsb supported by the experiences reported by the adolescents on the
preliminary qvuevstionnaire_s.
Although context specificity limits the geheralizability of the findings, much
was Iéarned about these adolescents in this particﬁlar context. What was
learned represents important information aboUt the imponahce of the drama

activities for general classroom practices.

Implications for Practice
The findings of the present investigation point to the i'r‘nportance of
classroom practices that enhance the connection to school for at-risk
adolescents via the implementation of relevant programs that employ role play
and drama‘ as means of exploring social iséues. Three facets of enhancing
connections to school in these at-risk adolescents are evident: connection to
caring and .understanding teachers or facilitators (Dilloh, 1989; Farrell, 1990);

connection to an extra-curricular style pursuit (drama)(Kinney, 1993; Mahoney &

Caims); and, connection to socially relevant, student driven subject matter in a |
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school-based endeavor featuring ehgagement in activities that provide a safe

- forum for dealing with concerns and probléms (Richards, 1987). Moreover, the
dramé project comprised processes of role play and social discussion that
combined to foster development of perspective-taking and empathy--factors
associated with positive social development (Eisenberg, 1991).

The adoleséents in the "transition" program provided insight énto the
success of the alternate classroom program, specifically in terms of teacher-
student bonding. They described their teacher as a "mom" and the class as a
"fami'ly." In this way, the adolescents were receptive to the drama project as in
many ways the activities therein were similar to aspects of the existing
democratic classroom (discussion, student-driven decisions). Findings indicate
that the adolescents enjoyed engaging in the activities due in part to feeling
comfortable in the group and with the researchers. These issues are supported
by field notes based on informal interactions with thé adolescents outside of the
class and in the neighborhood after the end of‘the study. For example, John and
I have, on various occasions, met up with several of the adolescents in the
neighborhood and have shared friendly conversations. Although these
adolescents all reported "flunking a class" and "havin‘g disagreements with
teachers" as amongst negative life events in their school careers, they élso
described the positive connection with their teacher and peers in the “transition”
program.

Farrell (1 996) points to inadequate bonding between students and teacher
as one factor leading to the path toward drop out. In the structured institutional
environment of the school, it is vital that adolescents (especially those at risk) are
cared for as human beings by teachers (Farrell, 1990; Galbo, 1994). Educators

need be a vital part of the network that cares for children--especially those

children that lack the social supports in the family or community (Morton, 1996).
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-Like "Appleby,“ the teacher in Dillon's (1989) ethnography, it is vital that teachers
inform their teaching of students by actuélly knowing the students and being
sensitive to their needs. This sounds obvious, but knowing students does not
“happen by osmosis. "Appleby" visited the homes of each of his students in the
low-track English ciassroom, and became involved in community contexts of his
students.

In my own experience as a drama teacher, | had sﬁccess in involving
adolescents identified as ét-risk in both extra-curricular and curricular drama at
school. Other teachers at the school in which | worked expressed surprise that
"these kids" became involvé_d in drama. | believe that this was in part due to my
attempts to reach out to "these kids,"' to get to know them in community contexts
as well as school. From my teaching journal, | recall one student, Rob, who
dropped by my theatre classroom at noon hour where we were holding an
informal rehearsal. He Had been suspended earlier that year, and was not in the
drama class. He was a'big, "heavy métal" kid. He satin a théatre seat and
watched the rehearsal and afterwards talked to me about drama and music (we
shared a favorite band). He "signed up" to be an understudy for a main role in
the play that we were rehearsing to go fo the regional drama festival. In the next
few weeks, Rob faithfully attended rehearsals and |earned the role. It turned out
that the actor in that role was sick during the festival and Rob shone in the role.
Later that year, he became involvéd in community theatre. Four years later, |
found out that Rob was enrolled in a university program to become a teacher.
Perhaps this chance involvement in the extra-curricular activities, as Mahoney:
and Cairns (1997) point out, provided a bridge or connection to scthI for Rob,
and therefore facilitated his success.

Further, fostering positive connections to the school environment is a way

in which to help adolescents perceive the relevance of school to their lives.
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Findings in the present study indicate that the adolescent participants desired to
be listened to and fﬁn_derstood. Their expressed dismay at the inauthenticity of
the portrayal of adolescents in the media (television, movfes, etc.) is testament to
this desire to be understood. They expressed the view that the best way to
inform knowledge about adolescents is to talk to the adolescents themselves to
"find out what we are thinking." As rélevanée was valued by thé adolescents in
terms of the research project, so.is relevance of schdol activities to their lives.
The drama project in the present study was based on issues chosen by the
adolescents, and was a forum for dealing with these relevant social issues. As
research on adolescence needs to be informed by the “voices of adolescents”
(Zaslow & Takanishi, 1993), the subject matter of classroom activities must alsd
be informed by adolescents. Opportunities for adolescents to provide feedback
‘about the activities in the project and to inform understanding of at-risk
adolescents and .their_ lives were aspects of the project valued by the
participants.

The adolescents chose to structure the role plays around issues of
interpersonal relationships. Findings indicated that this process provided release
of stress for many of the adolescents. During the course of the project, much of
the role play focussed on friendship, issues of trust and working through.conflict
situations such as friendship breakup. Phrases such as "it helped me understand
my friend better" arose in discussion after the role play. The role play provided
opportunity for adolescents to en‘ga.ge‘ in and reflect upon processes of
perspective taking, of self- and other-understanding, and prosocial behavior.
Though not empirically tes~ted., the‘voices of these adolescents ind'icate that

practicing perspective-taking through engaging in drama and role play may foster .

self- and other-understanding. One adolescent described a situation in the
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school in which one of his friends was upset and was comforted by their
classroom teacher:

.... a girl in our class, in the program last year, was really upset.

Ms. R. (“transition” classroom teacher) went out there and talked to

her for half an hour and helped her through it, that's what | think is

great, a teacher can help....| wish she could have been in the

drama thing, because it would haive helped her too.
The present project created opportunities for discussing interpersonal
relationships and for creating a positive "theatre" for peer relations and social
emotibnal'development along with residual benefits of artistic expression and
learning the ensemble craft of drama. Implications of the previously described
findings point to implications for further research. These will be discussed in the

following section.

Implications for Further Research

The results of the present invéstigationA rhay provide a springboard to
further research. Further replications in conjunction with quantitative' examinaﬁon
would further generalizability of these results in determining the accuracy of the
emergent themes in describing the social experiences of at-risk addlescents.
Further investigaﬁon into the effects of the processes of the role play in the
drama project is needed in order to determine whether this type of project truly
fosters self- and other-understanding in at-risk adolescents. A systematic
approach of inquiry involving pre-test, "intervention," and post-test in comparative
groups of at-risk adolescénts would perhaps compiement the qualitative data

obtained in the present investigation and thus provide a more complete

understanding the effects of such a project. As Zaslow and Takanishi (1993)
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point out, systematic progrem evaluation is necessary if at-risk adolescents are
to be well served by interventions and programs.

Certainlly, the adolescents' positive and genuine responses to the aspects
of the project in which they expressed their experiences, perspectives, and
expertise supports the benefits of research seeking to understand the
adolescents' perspectives. The goal of much research on at-risk adolescente is
to illuminate their development, experiences, and understandings in order to
maximize the effectiveness'of educational practices or interventions. It is
impoﬁant to understand the stfesses and concerns of adolescents by obtaining
their perspectives rather than seeing how they match up to "a priori listings of
stressors" (Zaslow & Takanishi, 1993, p. 190). By understanding the functions
and meanings of risk behaviors from the adolescents' perspectives, it is possible
to define new and appropriate strategies for intervention and teaching practices.
An example from the present study illuminates this implication. Specifically, in a
role play about the effects of drug abuse on interpersonal relaﬁonships (a topic
chosen by the adolescent participants), the following dialogue aroee in which one
friend describes her concern over her friend's use of drugs:

Female adolescent #1: Of course I'm worried about her and she's

gotten me to try it e couple times and | don't want to get sucked in

but to be her friend | feel like I'have to do it to be with her.

Researcher: Do you feel she has to do it too to be her friend

Female adolescent #2: Not really, it's just that we'fe always on a

different level because she's always straight and we don't bond as

much anymore and | den't know if she's high with me we can bond.

Researcher: ...l just want to.ask the person that's been off [drugs]

for six months....do you think that affected your friendships...
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Female adolescent #1: Well, the first three months it was hard. We

weren't getting along. | haté_d her pretty much but | think now our

relationships are better, like we can...we'ré not distracted by the

fact of ... what are we going to do when we come down, where are

we going to get it. We can just go oﬁt and do things and it's just

funner. Cuz we feel better about yourself and you know where you

are.
Upon examining several textbooks on adolescent development--resources for
pre-service teachers--| realized that these real adolescents' views on the
motivations for drug use did not fit with those in the texfs. According to one text,
peer pressure, wanting to fit in with the crowd, getting kicks, and relie\/ing stress
are among the reasons driving kids to drug use (Rice, 1987). In a more current
text, social risk factors ére outlined (Santrock, 1996). True, the adolescents in
the present study were burdened with risk factors for drﬁg use. However, the uée
of drugs to connect intimately with.friends emerged from discussions with the
adolescents themselves. In further discussion the adolescents concurred that the
"adult view" of peer pressure was not true to iheir"experience. Itis important
neither to discount established research and data in understanding real
adolescents, nor to rely upon it solely in sérving and caring for the adolescents
we teach. We must seek to further our understanding of adolescents and their
development by utilizing a variety of research methods and multidisciplinary

approaches in order to provide a more comprehensive "portrayal of adolescent

life.
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Dear Parent or Guardian:

We are writing to request your permission for your son or daughter to
participate in a research project that we are conducting in the XXXXX High
School "Transition" classroom entitled " Social Drama in an Activity-based peer
group: A Theatre for fostering Self- and Other-Understanding." The purpose of
the study is to understand the ways that adolescents understand and discuss
relevant social issues and relationships. It is hoped that the results of this study
will help educators better understand students and therefore be better equipped
to design appropriate educational activities in this area. Listed below are several
aspects of this project that you need to know. It is important to note that during
the past year Dr. Kim Schonert-Reichl has been working with staff and students
of XXXXX School on projects addressing issues related to improving social
responsibility among students and building a sense of community within the
school. This current project represents one component of this work. In addition,
part of the data collected will be for Ms. Novak's graduate thesis.

The project will involve one class period in which the students will be
asked to fill out a questionnaire. Questionnaires will comprise demographic/
background questions and questions about events and social issues that are
relevant to the students. The remainder of the project will involve the students
participating in a drama unit (3 class periods per week for 3 weeks). Activities in
the drama unit will include role play, discussion, and the creating, rehearsal and
production of a "play" by the students with the researcher/ drama teacher. The
subject matter of the drama activities will be important social issues that are
relevant to the students. The drama unit is an excellent opportunity for students

‘to develop curricular communication and drama skills. In addition, the project
provides an opportunity to learn about and understand important social issues as
well as working through and perhaps discovering positive solutions to some of

the issues that students today face. Students will be interviewed about their
participation in the drama unit. Interviews and the drama production will be video .
and audio taped so that the students' insights can be transcribed later.
Participation in this study is entirely voluntary and withdrawal from the study or
refusal to participate will not jeopardize class standing in any way. All information
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collected will be strictly confidential and will not be available to students'
teachers, parents or other school personnel. Students who do not participate will -
be given an activity related to a topic being covered in their regular class.

Needless to say, we would be extremely pleased if your son/ daughter
does decide to participate and, if you are willing, to give him or her permission to
do so. If you have any questions and wish to further discuss this project, feel free
to call Helen Novak at XXX-XXXX or Dr. Kim Schonert-Reichl at XXX-XXXX.
Please keep a copy of this request for your records. We would appreciate it if
you would indicate on the slip provided below whether or not your son/ daughter
has permission to participate. Would you then kindly sign and date the slip and
have your son/ daughter return it to school as soon as pOSSIble Thank you very
much for considering this request. :

Sincerely,

Helen Novak, B.A., B.Ed. ' Kimberly A. Schonert-Reichl, Ph.D.
Graduate Student - Assistant Professor

Educational Psychology and'SpeciaI Educational Psychology and Speciél
Education Education

University of British Columbia University of British Columbia
PARENT CONSENT FORM

| have read and | understand the attached letter regarding the study entitled
"Social Drama in an Activity- based Peer Group: A Theatre for Self- and Other-
understanding"

| have also kept copies of both the letter describing the study and the permission
slip. .

Yes, my son/ daughter has permission to participate. - |
No, my son/ daughter does not have permission to participate.

Parent's Signature

Son or Daughter's Name
Date
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Dear Student:

You have been selected to be a participant in a research project that we
are conducting at XXXXX Secondary School entitled "Social Drama in a Peer-
based Activity Group: A Theatre for Self- and Other-Understanding." This study
~ is being organized by Helen Novak and her advisor from the University of British .
Colombia, Dr. Kim Schonert-Reichl. The data collected will be for Helen's
graduate thesis. The purpose of this study is to investigate your ideas and
opinions about important social issues and relationships. It is not a test and there
are no right or wrong answers--just your answers. There is very little research
about Canadian students. More research is needed and you can help us
understand Canadian adolescents better by being a participant.

If you decide to participate, you will be asked to fill out a questionnaire,
you will participate in a drama unit in which your class group creates and
produces a drama or a documentary about social issues that are important to
you. You will also be interviewed and will participate in group discussions about
the activity. Your name will not be kept with your answers and the video and
audio tapes of the interviews and discussions will not be seen by anyone but the
researchers. All the mformatlon will be completely confidential.

In order for you to participate in the drama prolect,_you need to take home
the attached permission slip and give it to your parent/ guardian so they may
sign it and so you may return it as soon as possible. Thank you for considering
the request. We hope you agree to participate.

Sincerely,

Helen Novak, B.A., B.Ed. Kimberly A. Schonert-Reichl, Ph.D.
Graduate Student Assistant Professor

Educational Psychology and Special Educational Psychology and Special
Education . Education

University of British Columbia University of British Columbia




119

STUDENT CONSENT FORM

| have read and understand the attached letter.
Yes, | wish to participate in the drama project. -
No, | do not wish to participate in the project.

Student’s signature and
date:
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‘TELL US ABOUT YOURSELF.

We are interested in learning about your background. Please answer all of the
questions below. REMEMBER, YOUR ANSWERS WILL REMAIN PRIVATE
AND WILL BE SEEN ONLY BY THE RESEARCHERS

1. Are you male or female? (Check one)
Male
Female

2. What GRADE are you in this yeaf? (Check one)

8th oth 10th ____ 11th

3. Which of these adults do you I|ve with MOST OF THE TIME? (Check all the
adults that you live with.)

____Both my parents
____My mother only
My father only
____My mother and a stepfather
__ My father and a stepmother
_____Grandparents.

___ Other adults (describe)

4. What languages are spoken in your
home?

5. How much education does your father (stepfather or male guardlan) have?
(Check one)

____Some high school
_____Graduated from high school
_____Vocational school or technical school
_____Some college or university courses
___ Graduated from university
_____Attended graduate or professional school (for example to be a doctor,
lawyer, or teacher)
____Don'tknow




~ 6. How much education does your mother (stepmother or female guardian)
have? (Check one)

_____Some high school
Graduated from high school
__ Vocational school or technical school
____Some college or university courses
_____Graduated from university
____Attended graduate or professional school (for example to be a doctor,
lawyer, or teacher) '
___Don't know

7. How do you describe yourself in terms of ethnic or cultural heritage?

White (Anglo, Caucasian, European descent, etc.)

Latin (Spanish, Mexican, South American, etc.)
Black (African, Haitian, Jamaican, etc.)
Indo-Canadian

_____First Nation

____Asian (Chinese, Japanese, Korean, etc.)

___Filipino ' :

_____Other (If you would describe your ethnic or cultural heritage in some way
that it is not listed above, please describe in the space below.

8. Please list any hobbies or activities you enjoy in the space below.

122
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This is a list of experiences which many students have some time or other.
Please indicate for each experience how much it has been a part of your life -
OVER THE PAST MONTH.

1=NOT AT ALL a part of my life
2=0ONLY SLIGHTLY part of my life
3=DEFINITELY part of my life
4=VERY MUCH part of my life

Remember, there are no wrong answers, only your answers. Thank you for
answering honestly.

Choose the number that best describes how much a part of you life each
experience has been OVER THE PAST MONTH. Place this number to the rlght
of each question (on the short line)

1. Being let down or.disappointed by friends
Disagreemelnts with teachers

Being left out of things by people

Too many things to do at once

. Being taken for granted

Disagreements with family members about money
Having your trust betrayed by a friend

~ Separation from people you care about

© ® N ©® O A ® DN

Having your ideas. or efforts overlooked
10. Struggli.ng to meet your own standards of performance at school__
11. Being taken advantage of

12. Not enough time to. do the things you enjoy

13. Struggling to meet other people's standards at school

14. A lot of responsibilities

15. Dissatisfaction about romantic relationship(s)
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16.. Decisions abo‘ut romantic relationship(s)

17. Not enough time to meet your responsibilities

18. Dissatisfaction with your mathematical ability

19. Important decisions about your future career

20. Money problems |

21. Important decisions aboUt your education

22. Loneliness

23. Lower grades than you hoped for

24. Not enough time for sleép

25. Disagreements with your family

26. Finding subjects at school too demanding

27. Disagreements With friends

28. Hard effort to get ahead

29. Poor health of a friend

30. Disliking your studies

31. Getting "ripped off" or cheated in the purchase of services
32'. Social disagreements about smoking |
33. Disliking fellow student(s) |

34. Disagreements with boyfriend/ girlfriend

35. Dissatisfaction with your ability at wfitten expression
36. Interrﬁptions of your schoolwork |
37. Being withéut'c;ompany

38. Being ignored

39. Dissatisfaction with your looks

40. Gossip concerning someone you care about

41. Dissatisfaction with your athletic skills
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In the following spaces list and rate any other experlences that have been a part
of your life over the past month.




Here is a list of events which sometimes bring about changes in the lives of young people who experience them. The events are
on the left side. Circle “YES” beside each event that has happened to you since the beginning of this school year. If an event :mm
not happened to you since the start of the school year, circle “NO”.

For each event that you circle “YES”, also rate how good or bad the change was at the time the event happened. Use the
numbers to the right of the event. Circle the number which shows how good or bad the change was for you. A rating of -3 means
the event made a very bad change in your life. A rating of 0 means the change was neither good nor bad. A rating of +3 means a
very good change.. .

If the event has happened to you, was the o:m:um.....

this event very pretty slightly _neither good slightly pretty very

happened to me bad bad bad or bad good good good
1. A new brother or sister was YES NO -3 -2 -1 0 +1 +2 +3
born in my family. . : ,
2. | was suspended from school. YES NO -3 -2 -1 0 +1 2 +3
3. | broke up with my boyfriend or
girlfriend. YES NO -3 2 - 0 +1 +2 +3
4. | made a new friend. YES NO -3 . .,w -1 0 +1 +2 43
5. | broke up with a close friend. YES NO -3 2 -1 0 +1 +2 +3
6. | began drinking alcohol or taking ,
drugs. . YES NO -3 -2 -1 0 “+1 +2 +3
7. | began to date. . YES NO -3 -2 -1 0 +1 +2 +3
8. | was seriously ill orinjured. YES NO -3 -2 -1 0 +1 +2 +3
9. My mother or father was mo;o:m;\
ill' or injured. , YES NO 3 -2 -1 0 +1 +2 +3

Lz



10. My brother or sister was seriously
- ill or injured.

11. | changed schools. -

12. | received academic honors
{for example, got an award).

13. A new person joined our
household (for example, a
grandparent, a stepbrother or -
_stepsister). .

14. | was accepted into an importan
activity (for example, :
a band, a play, a team, etc.).

15. | was not accepted into an
important activity (for example,

a band, a play, a team, etc.).

- 16. My mother or father lost a job.
17.- My favorite pet died.

18. | ran away from home.

19. | flunked a class.

20. My brother or sister had serious
trouble (for.example, dropped out or
flunked out of school, got arrested;

became pregnant, etc.)

21. | started wearing braces or
glasses. .

YES

YES

YES

'YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

+1

+1

+1

+1

+1

.+d

+1

+1

+1

+1

+1

+1

+2

+2

+2

+2

+2

+2

+2
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+2

+2

+2

+2

+3

+3.

+3

+3

+3

+3
+3
+3
+3

+3

+3

+3

8l




22. | was assaulted, robbed, or a victim
or some other violent crime.

23. A family member of mine was a
victim of a violent crime.

24, My mother or father remarried.

25. | had an outstanding personal

achievement (I won an award,

an athletic competition, succeeded

at a very hard task, etc.).

26. A close family member died
My mother or father died.

My brother or sister died.

My grandparent, aunt, uncle,
or cousin died.

27. | argued more with my parents.

28. | argued less with my parents.

29 My family had serious financial
trouble.

30. My brother or sister left our
household.

31. | gained a lot of weight.

32. | got poor grades in school.

YES

YES

YES

YES

YES
YES

YES
YES
YES
YES
YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

+1

+1

+1

+1

+1
+1

+1

+1

+1
+1

+1

+1

A+._

+2

+2

+2

+2

+2

+2

+2

+2

+2

+2

+2

+2

+2.

+3

+3

+3

+3

+3

+3

+3

+3

+3

+3

+3

+3

+3

b!




33. Because of a job change or other
reason, your mother
or father spent much more time away

from home. - YES NO -3 -2 -1 o +1 +2 +3

34. I've grown much taller. YES NO 3 2 - 0 42 43

If other events have happened to you since the start of the school year that you think are stressful, you can describe them here.
Also rate the amount of change caused by this event.

35.

YES NO 3 -2 -1 0 +1 42 43
36. o ,

YES NO 3 -2 1 0 +1 . +2 43
37.

YES NO -3 -2 -1 0 +1 0 +2 +3
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Assessment of Empathy
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~ The following sentences ask about your thoughts and feelings in different
situations. For each sentence, INDICATE HOW WELL IT DESCRIBES YOU by
choosing the appropriate number on the scale at the top of the page. READ '
EACH SENTENCE CAREFULLY BEFORE ANSWERING. Answer honestly.
Thank you.

1=does not describe me at all
2=describes me a little
3=describes me somewhat
4=describes me pretty well
5=describes me very well

1. | often have tender, concerned feelings for people less fortunate than

2. | sometimes find it difficult to see things from the “other guy's" point of
view. '

___ 3. Sometimes | don t feel very sorry for other people when they are havmg
problems.

4. In emergency situation, | feel apprehensive and ill-at-ease.

| try to look at everybody s side of a dlsagreement before | make a
deC|S|on

___ 6. When | see someone being taken advantage of, | feel kind of protective
towards them.

7. | sometimes feel helpless when I am in the middle of a very emotional
situation.

8. | sometimes try to understand'my friends better by imagining how things
- look from their perspective.

9. When | see someone get hurt, | tend to remain calm.
10. Other people's misfortunes do not usually disturb me a great deal.

__11.1f I'm sure I'm right about something, | don't waste much time listening to
other people's arguments

12. Bemg in tense emotional situations scares me.
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___13. When | see someone being treated unfairly, | sometlmes don't feel very
much pity for them.
14. | am usually pretty effective in dealing with emergencies.
15. I'm often quite touched by things | see happén.

16. | believe that their are two sides to every question and | try to look at
them both.

17. | would describe myself as a pretty soft-hearted person.
18. | tend to lose control during emergencies.

19. When I'm upset at someone, | usually try to “put myself in his or her
shoes" for a while.

20. When | see someone who badly need help in an emergency, | go to
pieces.

____21. Before criticizing somebody, | try to |mag|ne how | would feel if | were in-
their place.
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Appendix E

Interview Questions
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What you have to say about relationships and your feedback on the drama
project is very important. There are no right or wrong answers, only your
answers. I'll be asking you questions about social relationships, emotions, and
the drama project. It's really important to get your understanding so we will be-
asking you "why" you think a certain way. This discussion will be audio-recorded
so we can hear everythlng you say. It is private and your name will not be on the
- tape.

Thése questions are about your experiences in the drama activities and about
your thoughts on relationships and emotions.

1. Describe your experiences as a participant in the drama activity. What was it
like for you to participate in the drama project? Explain.

What did you like about it? Why?

What did you dislike about it? Why?

2. Describe your role in the scene. What was it like for you to be that character?
How did you feel belng that person? Can you describe what you were thinking
and feeling (at various points in the scene)? .

3. What do you think others (refer to specific role plays) in the scene were
thinking and feeling (at various points in the scene)? How can you tell what
'someone else is thinking and feeling? What are the ways you understand what
someone else is thlnklng and feeling? ‘

4. Descrlbe the situation in the scene? the background to the scene'? the
relationships in the scene?

What were you trying to do in the scene? What were your goals?(as yourself and
as your character or role) What do you think others were trying to do or
accomplish?

5. Did the drama project affect you in any way? Describe. Why or why not?

6. What relationships are importaht in'your life? Explain. Why are they
important? Do you ever know how (person) is feeling? Describe.

7. Is there anything left unfinished or unresolved for you as a result of the
activities or discussions? Anything that is upsetting you that you would like to
discuss further or need to talk more about?

8. Thank you for participating. D'o you have any other questions or anything else
you would like to say?
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Appendix F -

Sample Role Play -
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RESEARCHER: Today on the Joey show we're discussing relationships and the
first topic is how drugs have affected these people's relationships in some way.
I'd like the panel to introduce themselves and I'll be asklng them a few questions
~ about what's really going on in their Ilves

W': HilI'm Rob.

RESEARCHER: What's your situation

W: Well, | deal drugs, | hate to say it. That's me. That's how | make my money
RESEARCHER: That's how you make your money

W: Yeah |

RESEARCHER: You hate to say it but why do you hate to say it

W: Cuz it's embarrassing to have to do that to deal to young people. And anyway
my girlfriend here she wants me to stop dealing drugs

RESEARCHER: So Rob's girlfriend introduce yourself please

J: My names Virginia. He's been dealing drugs for a couple years now and he
makes a lot of money off of it and | thank the lord he doesn't do it himself that ... |
don't like him selling it to my friends. He can sell it to anyone else in the world, |
could care less, but my friends that's different because it reflects on me and our
relationship as a ... | don't like being around it. And the drug is cocaine
RESEARCHER: and your friend

N: I'm Lisa. I'm the one who called in to the show about uh Chris, he's just way
out of control

RESEARCHER: So do you all know each other
S: | buy from him

RESEARCHER: So your friend says you're out of control. What , how are you
out of control

S: I wouldn't say I'm out of control, I'd just say

! First initials are used to signify the different players in the role pIay All full names referred to in the roIe '
play are fictitious character names.
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N: oh

S: I'minto it. I'm not

N: You're in denial

S: I'm not out of control. | know when to stop myself and | love it too much

W: If he likes it and it's making him happy Why don't you just Iet.him do it?

N: Because | ....

S: He gives me good dealsva‘nd | don't mind

W: | know | give good deals. He's my regular customer

~ S: I don't hang out with her anymore because she doesn't connect with me

N: | don't connect with you because I'm not a druggy that's why. Look at your
face look at you - '

RESEARCHER: Liska, why did you call the show? .

N: I'm concerned

S: She wants me to stop

RESEARCHER: You're concerned

S: That she wants me to stop and she wants them to stop dealing t;)o
RESEARCHER: How is affecting your relationship

N: | don't care if they're selling drugs but they shouldn't be selling to their friends
W: I sell it to my friends and | sell it to your friends too. I'm a bdsiness man okay
N: Yeah but you shouldn't be selling to your friénds, find other customers

RESEARCHER: Rob, you say you're a business man, how does this business
you're in make you feel. How do you feel when you get up in the moring?

~W: Well, when | get up in the morning, at first, you know, | don't feel too good.
‘Sometimes, and then | look at all my things and | think, look at what this little -
white powder has done for me. | live in downtown New York, | have an apartment
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there, | have two Mercedes Benz, and my lovely girlfriend. | don't know how life
could get better.

RESEARCHER: So the money you Have makes you happy?
W: It also makes her happy.
J: It does but ...

RESEARCHER: Do you have any other feelings about that, you're happy with
the material stuff cars

J: |'love all of it every single thing. | don't like the fact that he deals. | wish as he
gets older he could start going into business like a real business but | wish he's
stop selling to my friends cuz | just don't like it | don't like being around them
when they're on that stuff. | don'tlike dealing with them when they're coming
down. Maybe | don't have to be just don't hang around with them but they're my
friends so | want to be with them. ' _
RESEARCHER: So you two have been friends for a long time, Chris?

S: Three years

N: Three years

RESEARCHER: So it's affecting your relationship

S: Yeah but ...

N: At the beginning we were fine but

S: 1didn't do drugs back then

J: It's been in the past year

N: Well I see him more often than you do so that's ... he's a total mess

S: I'm not a total mess

N: Yes you are, you do drugs

S

: 1 can control myself

RESEARCHER: So Chris, why do you get high

S: It's fun
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RESEARCHER: fun

'S: | can relate to people better

RESEARCHER: How do you mean

S: As a um, you feel like a bond between you when ybu 're high. You just feel,
you're attracted to the person not sexually but friendship wise, you just talk a lot

and you bond It's a good feeling.

RESEARCHER But it seems like you and Lisa aren't bondlng now.because of
it.

S: She's so against it | don't know why

N: It's not the fact that I'm agamst drugs altogether or anythlng you can do
drugs but within reason, not like every single day

S: | don't do it every single day
N: Yes you do
S: Yes but it"s not that bad

N: | mean like you're phoning him at 8:30 in the morning, first thing when you
wake up

J: It wakes me up

S: I'm so sorry, I'm just so sorry, | need to support my habit
N: Yeah, no doubt | |

J: Where are you going to get the money for it

W: Well he does owe me a couple thousand dollars

N: Look‘at this yoU'r‘e in debt |

RESEARCHER: You have money problems added to it. Are there any
audience questions

K: Chris, how does your body feel when you'ré on cocaine

S: Numb, it feels great, energetic, well not energetic just ....
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K: Ié your nose sc.rewed up

S: | get sinué pain now. It and | have to go to the doctor, | don't know what it is
RESEARCHER:' quesﬁon, yes |

A: forget all this pain and everything,”it seems like you're losing your best friend.
Why don't you quit why don't you try cutting down or would you risk losing your

only friend to a drug that lasts 10 minutes

N: And it's not just that, he's also getting himself into debt, he's gonna have to
owe people so much money that should be a hint to quit

S: Well | want to quit sort of because | don't have the money to support it and |
realize that I'm losing friends but | don't see what the big hype is about, it's fine -

RESEARCHER: Question

H: Yeah, | was just wondering how did you get started

S: Uh a couple friends asked me one night and | said sure no problem and then
a month later they asked me again and | said sure and it just felt great so | did it
again and again and agaln

RESEARCHER: Question

RESEARCHER 2: Chris you say you owe a few thousand dollars to Rob here
S: Yeah

- RESEARCHER: You're giving him how long to get this and are you prepared to
help him get the money

N: forgét it

S: I'would never ask for help cuz | .don't need it | have a cheque coming in from
work that | did so | can pay it off

- RESEARCHER: Has he ever welshed on his money yet

RESEARCHER: Not Chrls he's been a good customer, he's always paid his
debts

RESEARCHER 2: What happens when he cannot péy this




142

RESEARCHER 2: We'll see when we get there
S: He knows I'm paying

RESEARCHER 2: .So problems are mounting. Lisa, you've got a lot of concern
for your buddy, Chris. Why do you think he's doing this? -

N: | think maybe he's a little bit um | think he's probably really self-conscious
about himself and he doesn't feel complete because this is wrong. And | really
think he's a great person and he doesn't need it to be the great person that he is.
RESEARCHER: Another question

RESEARCHER 2: for the gangster's girlfriend here ... Virginia, you say you don't
care if your boyfriend deals to other people but you care if he deals to your
friends. SO you'll just leach off him if it doesn't affect your friends?

‘J: No

RESEARCHER 2: SO why is it okay for him to sell to other people but not your
friends

J: Cuz | don't care about other people, just my friends

S: She's a good friends

RESEARCHER: So she's a good friend

S: Yes she is. All of these people are great friends to me. It's not their fault they
sell to me. It's just | asked for it | know they want me to quit. If | could get the
“help then | would. | know they want to help but | don't know if I'm ready

N: Maybe Betty Ford or something. | think that would work -

RESEARCHER: Question

S:: Hi, if you're Rob's friend no if you're Chris's friend then why do yiSu sell him
drugs, you know he's  addicted

W: We're not that much of friends he's just
J: He's a customer

W: Yep

S: 1think if | stopped buying from him then he wouldn't be friend because
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N: that was the only relationship

S: But with his girlfriend I've known her for quite a bit longer and we have a
friendship relationship. But I don't know if I'm ready to quit though

N: Well, I've known Rob for 6 years and he's changed a lot. He doesn't care as
long as he's making money

RESEARCHER: Rob, would you sell to your best friend

W: My best friend. I'd have to say I'm making enough money right now and |
wouldn't have to. | probably would

RESEARCHER: Why don't you use yourself?

W: Well as you can see, I've seen what it's done to people and their lives. If |
start using then I'll have to support my habit with most of my money

L: If you see how much damage it does to people then why do you give it to
them? , :

W: The money that's the only reason I'm'in it

S: He doesn't need an education, he just needs the drugs to make a ton of
money

L: How long have you been doing it

W: Since I'm seventeen

Group 2. -

RESEARCHER: Now we've got a big group on , this group is facing a similar
problem to the last group. [I'll just have the panel introduce themselves and we'll
discuss it and let the audience ask questions

*2: I'm Shelly and she's my sister

*. I'm Laura and I'm on drugs

*. Betty, and she's my friend

2Due to poor sound quality of the audio tape, changes of speaker are signified by an asterisk.
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*. Lisa and I'm her drug dealer
*. Kelly and I've been clean for 6 months

'RESEARCHER: We have these people here because a friend was concerned
about another friend and called in the show and thought that maybe by coming
on the show a few things might get solved. That was you Betty, is that what
happened. How did you want to help her

*: | moved away about 6 months ago and when | did, she wrote me a letter and
told me she tried it once and she wrote again saying she's doing it all the time
and now she's trying to get me into it and | don't want that to happen. | dont want
- to get into it myself so I'm trying to get rid of this problem

RESEARCHER: You're worried about your friends habit. How does that make
you feel

*: Of course I'm worried about her and she's gotten me to try it a couple times
and | don't want to get sucked in but to be her friend | feel like I have to do it with
her

- RESEARCHER: Laura, do you feel she has to do it too to be her friend

* Not really it's just that we're always on a different level because she's always
straight and we don't bond as much anymore and | don't know if she's high with
me we can bond

RESEARCHER: You feel that if you're both high you can bond better and your
friend feels if you're not you can get along better. | just want to ask the person

-that's been off for 6 months, do you think that affected your friendships. Are your
friendships better now or ... what's been going on that way

*: Well, the first three months it was hard. We weren't getting along | hated her
pretty much but | think now our relationships are better like we can, we're not
distracted by the fact of like oh no, what are we going to do when we come
down, where are we going to get it. We just go out and do things and it's just
funner. Cuz we feel better about yourself and you know where you are

RESEARCHER: So does that mean anything to you guys that
*: | used to be really ignorant inconsistent, like one second I'll say to myself I'll

never do it again and then as soon as it's there it's like oh | do it but | don't know
if I'm addicted | can't tell

RESEARCHER: The counsellor, you've been working with the two friends
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*: Yés
RESEARCHER: Do you have any advice

*.

. | think Laura needs to stop doing drugé and the girl on the end | think she
should start hanging out with Laura

‘RESEARCHER: Where does that leave the other friend

: I think she needs to stand by and don't lend her money for it

* Well you only lend it to me cuz you're my friend and | need it and | always pay
you back

* Yeah why should she pay for your habit .
* Cuz she's my friend

* I'd rather her borrow it from me than some sort of drug dealer that would beat
her up if she doesn't pay up

* Where's the drug dealer

RESEARCHER: How does the little sister, how does it affect your life. Are you
worried about your sister

* Yeah it hurts my feelings and | don't know what to do My brother's not a good
role model at home

Aud: | was wondering are you friends with her?
*Yeah |

* why are you so close

* 1 don't know, cuz éhe knows

Aud: | think that the psychologist was totally wrong for her to start hanglng out
with her because she might go back into drugs

* that's why | said if she believes in herself and has willpower

Aud: One of you said you were on a different level when you were high, why not
be not high and be on the same level
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- * because she's in an awful mood, she can't be in a good mood unless she's
J . .

I8 high :
3

*and | don't need prozac cuz that's another addicting drug "

* but it would help |

* well, I'm not going to listen to her

Aud: Do you like being high

* well yeah, but | know what it does | can see what she's dding and | don't want
to get into it myself. We used to get along so well | just want to get that bond
back that we used to have

Aud: | think she should ditch her

* Excuse me

* She's only got.:oné friend

Aud: the sister, have you ever done drugs

* No> | never have

*It's a lie

* | don't want to end up like that

Aud: Do you plan on quitting ever

* I'm getting crabby now .... yeah but just not right now cuz I'm a teenager now |
think | should be able to have ....When I'm 30 | won't be on it. Well, you can
believe whatever you want to believe but ‘ -




