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ABSTRACT

This research attempts to raise self-awareness and articulate issues pertaining to adolescent peer pressure and drug abuse through the lens of process drama in South African primary schools. To focus the research, the target group for this project is grade 7C learners of St Theresa’s Convent Primary School in Coronationville, Johannesburg.

This study uses a case study approach within the qualitative action research paradigm to interrogate adolescent peer pressure and drug abuse. The research also brings into critical focus how process drama can be used to enhance adolescent self-esteem and develop healthy decision making skills as an antidote to peer pressure. The major reason for putting a possible cause and a subsequent effect on the same footing is that, more often than not, prevention intervention practitioners seem to concentrate on effects of social contentious issues whilst overlooking the root causes.

This analysis is situated against the predominant use of Theatre for Development to open out the possibilities for a more inclusive approach to awareness building. Thus, the works of Dorothy Heathcote, John O’Toole, Augusto Boal, Brad Haseman, Cecily O’Neill, Bowell and Heap among others provide this study with theoretical models against which its assumptions and arguments are based. The works of these authors are related in many ways. It is believed that through this study, Education authorities, learners, and drama practitioners will be able to reflect and critique their work for more appropriate solutions. Suggestions which will be made are not prescriptive, but rather conceptual frameworks which are open to modifications and further development.
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CHAPTER 1: INTRODUCTION TO THE STUDY
1.1 Background and overview of the Research
This research report reflects on a drug abuse prevention intervention research project which intended to raise awareness about peer pressure and drug abuse among adolescents at St Theresa’s Convent primary school in Coronationville, Johannesburg. Samantha Hartshorne, The Star of May 31, 2012 asserts that St Theresa's Convent school is one of Johannesburg’s oldest schools, which was first opened on October 1, 1887 in Fox Street. St Theresa’s Convent is a Catholic school established by the Holy Family Sisters in Johannesburg as a girls’ school, but boys were enrolled in the later years. The school was established with the vision of developing and accompanying children on their journey to responsible adulthood. The school also endeavours to inculcate Christian values and to create a pleasant learning environment in which to develop children holistically.
Due to changes in the land use in Johannesburg, a parochial school for Coloured and White children was opened for younger children in President Street in 1889, known as St Theresa’s. Denise Boardman, the school archivist says that the school was warned that Coloured children could not attend school in the inner city anymore, and in 1949 the school was moved to Coronationville where it is currently located. With the advent of democracy in the 1990s, the school’s intake was open to everyone. This has seen St Theresa’s Convent school’s sphere of influence stretching as far as Krugersdorp, Soweto and Fourways.
Coronationville is a place with many drug related problems. Despite being located a stone’s throw from Sophiatown Police Station the estate has become a hotspot of crime, social problems and drug abuse. Clifford (2010) points out that Coronationville is one of the joint communities which recently held a protest march through their suburbs under the auspices of the Johannesburg West Community Action Group (JWCAG). This followed the recent increase in adolescent suicides and drug-related crimes in the area. According to The Star of May 21, 2012, children between the ages of 12 to 21 have gone missing in the Coloured townships of Newlands, Claremont, Westbury, Sophiatown, Bosmont, Noordgesig, Riverlea, Eldorado Park and Ennerdale.The children, especially adolescents have been dragged into prostitution and drug abuse by being lured into houses called “Lolly Lounges”. This name is derived from the glass pipe / popper bottle used to smoke substances like crystal meth and tik which is shaped like a lollipop. The houses are used as drug hubs by criminals and gangsters.
Mpiletso Motumi (2012) in The Star of May 21 quoting Frazil Carrim, a former drug addict in Coronationville, asserts that such lounges have been around for over ten years in some areas. Different types of drugs including heroin and mandrax are smoked in these houses. Young girls are taken in and put onto drugs only to be used to “trap” men to spend money on drugs through prostitution. Frazil Carrim formed an Organisation in March 2012 with concerned Waterval and Sophiatown residents after being approached by people who told them about their missing children. They have since raided lounges in Newlands, Claremont, Westbury, Sophiatown, Bosmont, Noordgesig, Riverlea, Eldorado Park and Ennerdale. Four lounges have been closed down and they have rescued twelve of the fourteen girls who had gone missing.
There is an urgent need for the sincere sensitization of adolescents on drug abuse in Coronationville. This need has prompted this research to explore ways in which process drama can be used to enhance adolescents’ self-esteem and develop healthy decision making skills as an antidote to peer pressure and the subsequent drug abuse.
1.2 Research Aim
The research serves to examine how process drama can be used as a communication tool to raise the level of self- awareness about peer pressure and drug abuse among adolescents. The target group for this research is learners aged between 11 and 13 years from St Theresa’s Convent primary school as participants. This study also uses drama to explore ways of increasing self-esteem and enhancing healthy decision making skills.
1.3 Research Questions

The central questions in this research focus on how process drama can be used as a communication medium to raise self-awareness of adolescent peer pressure and drug abuse amongst the targeted learners at St Theresa’s. The study mainly asks:
1. In what ways can process drama be used as an effective communication tool to raise self-awareness around adolescent peer pressure and drug abuse?
2. How can process drama be used to enhance self- esteem and develop healthy decision making skills as an antidote to peer pressure?
1.4 Rationale
1 in 5 South African adolescents between the age of 10 and 21 years who are living in disadvantaged communities have used alcohol or other drugs inappropriately (de Miranda, Lee Rocha Silva and Erasmus 1999).Moleko and Visser (1999) argue that children as young as 10 years use drugs, hence, Langa (2005) contends that there is an urgent need to extend drug abuse prevention intervention projects to primary school learners. Robertson et al (1997) emphasised that prevention intervention programmes should also focus on substance abuse, such as the under-age use of legal drugs like alcohol and cigarettes. Hence, this study targeted a selected group of 20 learners aged between 11 and 13 years from St Theresa’s Convent primary school in Coronationville.

Parenting Today (2005) notes that with the development of “easy to manufacture” drugs such as ‘tik’ also known as speed, meth or crystal, children of all age groups in South Africa are at risk. Potterton and Northmore argue that, “there is an increase in substance abuse in all communities across South Africa” (2006:1). Cotton (1998), quoting Jill Stander a social worker and counsellor for the Drug Wise Campaign in South Africa assert that adolescents are experimenting with drugs at an earlier age than ever before. She estimates that 90% of the teenage population will experiment with drugs and most will try more than one narcotic. Stander goes on to reveal that as many as 40% of teens’ suicides and accidental deaths are believed to be linked to substance abuse. Lorraine Mitchell (2012), a social worker specializing in counselling suicidal individuals at Lifeline Johannesburg argues that suicide claims an average of 8000 lives a year in South Africa (The Star October 16). This means that in every hour someone takes his / her life. Mitchell (2012) notes that alcohol and drug addiction is one of the reasons people commit suicide.
According to Cotton (1998) South Africa is in a drug crisis and unless something is done one third of the next South African generation will be “lost” to drugs. Cotton (1998) further highlighted that although drugs and drug cultures are not a new phenomenon, it seems the availability and prevalence of drugs has never been so high in South Africa and the world at large. Police Colonel Vish Naidoo (2012) confirmed this when he reported that on July 25 the Crime Intelligence Unit confiscated drug manufacturing equipment and drugs with a street value of around R100 million from three houses in Johannesburg.
John Ngindi (2012) in The Sunday Times of September 9 asserts that Police in Thohoyandou arrested three Zimbabweans in August for allegedly smuggling cigarettes worth R1 million. In June (2012), South African police also intercepted contraband cigarettes from Zimbabwe worth about R2 million. Gauteng police spokesman Lieutenant-Colonel Lungelo Dlamini (2012) confirmed that drugs with a total value of around R60 million were seized from four houses in Centurion on September 12.Searll (1995) argues that many drugs that are problematic in South Africa are considered to be the “socially acceptable” drugs such as nicotine, alcohol and caffeine. As a result, drug use is now becoming recreational among a large number of adolescents and is not considered to be a deviant act.
Wagner and Waldron (2001) believe that during adolescence, drug use generally progresses both in terms of the frequency and quantity of use as well as the number of different drugs used. Vulnerable adolescents in hotspot places of drug abuse like Coronationville fall under the target market for these drugs. South African schools are vulnerable to substance abuse since drug use by learners is increasing in both rural and urban areas (Potterton and Northmore 2006).This is squarely against St Theresa’s vision of developing and accompanying children on their journey to responsible adulthood. Even this school’s endeavour to inculcate Christian values and create a pleasant learning environment in which to develop children holistically is at stake. Therefore there is an urgent need for the sincere sensitization of adolescents on negative peer pressure and drug abuse in Coronationville. The choice to work with adolescents was motivated by the fact that it is during this stage of human development that humans begin to form independent attitudes towards the world they live in. 
Botvin and Griffin in Wagner and Waldron (2001) note that, the challenge to prevention for researchers has been to identify promising intervention approaches. Borkum (1999) argues that current drug prevention programmes are not felt to be effective by adolescents particularly those in their early teens who express a need to be listened to and taken more seriously. Process drama can solve the challenges of the “top-bottom” communication strategy because it promotes the shifting of the power structure between the researcher/teacher and the learner/ participant. Hence, “listening” to those directly affected. Bowell and Heap hold the assertion that, “… process drama, particularly with teacher-in-role as a central strategy, is a powerful means by which teachers can empower learners” (2001:52). This is also substantiated by Gustave Weltsek (2005) who describes teacher-in-role as one of the most effective ways to distance the teacher from the position of authority and remove obstacles from student exploration.
Boon and Plastow (2004) share the assertion that, process drama, like theatre, has the power to engage actively, productively and meaningfully with a wide range of issues; from extreme poverty to AIDS, drug abuse, violence, sexual and racial intolerance and human rights .More often than not, researchers concentrate on the effects in an attempt to address contentious social issues ignoring the root cause.  This project intends to raise awareness of a possible cause (peer pressure) and the subsequent effect (drug abuse) among Coronationville adolescents using process drama as a medium of communication. Branden (2001) defines self-esteem as confidence in one’s ability to think, learn, choose, and make appropriate decisions to master challenges and manage change. The study used process drama to explore ways of increasing self-esteem and enhancing healthy decision making skills.
I was also motivated by my belief in experiential learning, believing this method to be more effective in changing beliefs than legislation (Itin 1999). To read or hear about the dangers of drug abuse is not the same as experiencing it, and it is often only through actual experience that understanding and change can come about. Goffman (1959) argues that through taking on a role, one is likely to experience a different perspective. 

Rooth (1995) posits that knowledge is never a concrete thing presented by an expert to the unknowing. Rather, true knowledge comes from experiential learning where learners are responsible for and active in the production of their knowledge and the power of learning lies in them. The reason for carrying out this study was to raise self-awareness about both adolescent peer pressure and drug abuse through interactive learning. Peer pressure and drug abuse awareness cannot be communicated to adolescents when the pedagogy used sees them as passive vessels waiting to be filled by an educator. Process drama becomes important because it aids learners to be active and responsible in considering ways of increasing resistance to negative peer pressure and drug abuse.
Research (Diemont 2007) indicates that there is insufficient evidence showing process drama being used in schools in the Gauteng province of South Africa. Educators are faced with challenges in implementing drama in their classrooms because drama is a specific subject that has its own framework, skills, and concepts. It is from this background that this project intends to explore how drama can be used to raise self-awareness about peer pressure and drug abuse among adolescents and to explore ways of combating the threat. Concurring with this, O’Mara (2002) argues that in a suitable space, process drama gives us the ability to take on roles and see the world from a different point of view. This speaks to the first research question of this study which addresses ways in which process drama can be used as a communication tool. Process drama workshops around drug abuse gave participants an opportunity to role-play several types of people involved in substance abuse, allowing them to vicariously experience and explore this reality before they came across them in real life.
“South Africans are standing on the brink of a national tragedy larger than apartheid” Cotton (1998:36). Although Cotton’s dramatic description of the adolescent drug scene in South Africa may be an exaggeration of the problem, the harsh reality is that the issue of adolescent drug abuse cannot be ignored. Taljaard (1996) argues with concern that there are no real fundamental prevention mechanisms which have been introduced in South Africa to reduce the rate of drug abuse. Hence, he argues that there is an urgent need to come up with alternative prevention intervention strategies to address the challenges posed by adolescent substance abuse. This study explored the possibilities of process drama as a prevention intervention strategy.
1.5 Literature Review
Concise Oxford Dictionary defines adolescence as, “…..that stage of the individual’s life that fits between childhood and manhood or womanhood” (1982:13). Louw (1993) argues that because of individual and cultural differences, the age at which adolescence begins varies from 11-13 years of age, and the end of this stage of life varies from 17-21 years of age. It is the 11-13 years age group that this study is targeting. Keene (2010) reminds us that peer pressure plays a fundamental role in adolescent drug abuse. She highlights that adolescents who have not tried drugs before are more likely to start during times of transition from pre-adolescence to adolescence, in order to cope with stress. Negative peer pressure may lead to drug abuse when adolescents use drugs during this transition in order to fit in with a desired group of friends. 

O’Toole, et al (2005)’s Cooling Conflict project used drama and peer education as a tool to manage conflict and bullying in Australian schools. Because of its success, the project was adopted in Sweden and New South Wales. Cooling Conflict puts the responsibility into the hands of the students themselves, thus empowering them, inviting them and challenging them to change the situation in their schools. Unlike Cooling Conflict which is a long term research project on the effectiveness of drama as a conflict management tool, this is a strictly limited project which focuses on using process drama to raise self-awareness about peer pressure and drug abuse among adolescents and to increase self-esteem and positive decision making skills. Blake, et al (2007) describe self-esteem as how we feel about ourselves and how in control of our lives we feel. This includes being able to stand up for what one believes in and live according to those beliefs. This study used process drama to explore Ross’s (1994) “road blocks to self-esteem” such as inferiority, fear, worry, guilty and anger.
Rizwi (2010) defines drug abuse as related to taking a performance enhancement drug for a non- medical effect. Use of the drug may either be licit or illicit. In most cases the drug interferes with a person’s ability to make sound life decisions with the result that the person is unable to be law abiding and self-supporting. In the same vein, Searll describes drug abuse as “…..the excessive or addictive use of mood-altering drugs for non-medical purposes” (1995:68). Thus, drug abuse refers to more than the use of drugs that are classified as illegal. Why adolescents wish to acquire particular drugs in order to experience a non- medical effect is the main focus for this study. Process drama was used as a medium through which to explore attitudes to peer pressure and the dangers of using illegal drugs in South Africa. 
O’Connor (2003) explored how process drama could assist people to reflect on attitudes and behaviours associated with mental illness in a Maori community in rural New Zealand. He used process drama to investigate how attitudes and behaviours could change mental health perceptions in communities. This paper rests squarely in the same conviction about human behaviour and attitude. Thompson (2001) posits that human behaviour is formed, enacted and relearnt. The research project used reflection as the relearning stage. Nevertheless, this study differs from O’Connor’s in that it conscientised adolescents about a possible cause and its effect using drama as a communication tool in the classroom.
Bolton (1998) asserts that Dorothy Heathcote’s pioneering work in drama in education in England was developed to stimulate student participation in the classroom. Heathcote’s (1995) teacher-in-role is used as a way to empower learners through active participation in their learning when they create roles for themselves. Bowell and Heap (2001) corroborate this when they note that process drama, particularly with teacher-in-role as a central strategy is a powerful means by which teachers can empower learners. The possibility that teacher-in-role could be one of the most effective ways of managing the power shift between teachers and pupils in the context of a fictional world is shared by this research project. 

However, for this study teacher-in-role was complimented by hot seating as a way of empowering adolescents to raise their awareness about peer pressure and drug abuse. O’Neill (1995) posits that process drama gives access to “dramatic elsewhere” in which students become empowered when they experience new roles and fresh relationships. This research focused on how the safety of process drama through the creation of “dramatic elsewhere”, distancing, framing and role playing, works towards raising self-awareness.
David Cameron (2003) notes that process drama is a framed activity where role creation allows participants to behave “as if” they are in a different context and to respond “as if” they are involved in a different set of interpersonal relationships. This pedagogy relies on imaginative creation to develop fictional lived experiences. The development of a fictional world allows students to explore ideas in a safe space of their creation.
Richard Schechner (2006) describes make-believe performances as those which maintain a clearly marked boundary between the world of the performance and everyday reality. On the other hand he notes that make-belief performances intentionally blur or sabotage that boundary. Make believe seems to be a process that eventually leads to make belief. Make belief becomes a state where a performer will find it difficult to differentiate between the world of fiction and reality. This normally results in some performers living entirely in the costume of a performance. For example, witchdoctors (sangomas) usually put on their ritual performance attire for much of their time.
In this case, a state of belonging actively to both the real and the fictional world becomes make belief. Augusto Boal in his “Theatre of the Oppressed” theory defines this as “metaxis”. This project explored this from a process drama perspective to establish how the subsequent shift from the state of make believe to make belief is linked to process drama’s ability to raise self- awareness around substance misuse among adolescents.
1.6 Theoretical Framework
The theoretical framework of this study is underpinned by and attempts to answer the research questions through the lens of Dorothy Heathcote’s drama in education principles. According to Bolton (1998), drama in education should aim for internal actions that have significance in order to bring about a change in understanding. The overriding objective of process drama is to encourage learners’ participation in their learning. The drama teacher must build the play using what children already know and select dramatic elements that suit the learners’ needs. A fundamental characteristic of process drama is symbolic or make believe play. Schechner’s (2006) performance theory describes make believe performances as those which maintain a clear boundary between the world of the performance and everyday reality. This kind of play is important in education in that it is representative of the real world that children should learn something about, in this case peer pressure and drug abuse. The creation of dramatic imagined worlds in which students experience new roles and relationships speaks to this project’s first research question which seeks to find ways in which process drama can be used as an effective communication tool to raise awareness about adolescent peer pressure and drug abuse.
Leading drama educators, O’Neill (1995) and O’Toole (1992) assert that role play is a central element in process drama. The philosophy behind process drama encourages learners to have a practical engagement with knowledge. It emphasizes the importance of a change in understanding through make believe. In order for this to happen, role play becomes central to drama education. This study is informed by process drama both as theory and practice. Elements of role play such as Heathcote’s (1995) teacher-in-role, mantle of the expert and Boal’s (1982) hot seating require role for them to take place. Bolton (1979) argues that learning should be felt for it to be effective. Knowledge should be connected emotionally enough to bring about a change in attitudes and a shift in values. In process drama, children need to adopt a set of attitudes from a distanced standpoint so that they will be able to reflect back to find any meaning behind the role’s attitudes. The principle of distancing in role playing is important to this project.
Wilkinson (1980) citing Needles corroborates that role play enables the development of flexibility, concentration and encourages appropriate responses. This seems to concur with the second research question of this study which addresses how process drama can be an effective pedagogy in addressing awareness of drug abuse.
1.7 Research Methods
Aykroyd (2006) defines methodology as the theoretical questions that inform our research and how it is done. Since this study falls within the qualitative action research paradigm, the methodology includes myself as the practitioner examining my own practice. Merriam (2002) describes qualitative research as a method of inquiry that seeks to understand social phenomena within the context of the participants’ perspectives and experiences. Hence, this study as qualitative action research was characterised by a series of workshops in the classroom with adolescents using process drama techniques to explore peer pressure and substance abuse.

The goal was to use process drama to create a safe environment so that adolescents are confronted with decision making, problem solving and team working to resolve the central dilemma of peer pressure and drug abuse. Action research methodology combines theory and practice and emphasizes the importance of reflective learning. This methodology is more flexible, responsive, and open to contextual interpretation.  Action and reflection played a fundamental role within this project as both the researcher and participants experienced, reflected and learned from the sessions of the research.
The research method is informed by MacTaggart and Kemmis’s (1998) action research model. The model involves planning and action, then acting upon those plans and observing the results. Taylor (2000) describes a researcher as a critical thinker, producer of knowledge, risk taker, theory generator, story maker, story listener, prepared to fail, open minded, flexible, working collaboratively, and continually revising the methods and approaches to drama. This definition and MacTaggart and Kemmis’s model informed this series of process drama workshops conducted by the researcher with learners. 
Hogan (2002) defines facilitation as a complex phenomenon that is concerned with encouraging dialogue among individuals with different perspectives so that diverse opinions may be explored. During the workshops the researcher worked as a facilitator who, based on the findings, reflected, re-planned, reviewed and re-organized the workshops. The goal was to improve the process drama workshops and make the environment conducive to interrogate peer pressure and drug abuse. 
Thus in my quest to ascertain ways in which process drama can be used as an effective pedagogy to raise self-awareness of peer pressure and drug abuse, my data collection techniques included qualitative video analysis, action learning/participant observation, research journal, hot seating and reflective writing.
1.7.1 Action Learning/Participant Observation
Reeler (2005) suggests the following structure to an action learning process: action, reflection, learning, and planning. Under action, the researcher-participant carries out a pre-planned interaction which encourages participation, during reflection s/he describes the events and looks for significant responses or activities of participants as well as choices made by the facilitator. Participant observation refers to the gaining of understanding of participants through first hand observation of their activities while participating in the process as facilitator or while in role. 
As for reflection, the following questions need to be addressed; why did it happen? What caused it? What was expected? What assumptions were made? Could there be any other experiences / thinking that might help participants to look at the experience? Part of learning requires answers for questions like; what was learned? What would have been done differently? What was confirmed? What new questions have emerged? Thus, action learning did not involve directing, teaching or telling. It facilitated participants to explore, learn and develop. 
Answers to the following questions constituted workshop planning for this research; so what does this mean for practice? What do we want? What are we going to do differently? What do we have to let go of or stop doing? How will we not repeat the same mistakes? What new steps will we use to build these new insights into practice? (Reeler 2005). Hence, planning ensured that participants were actively involved in the choice of what they would explore.
1.7.2 Hot Seating
This study used hot seating as an interview technique to gather information. Students and the researcher assumed roles of characters in the improvised performances and answered questions from others whilst in role. The data was gleaned from answers to hot seating questions. It was hoped that learners would live through the experience for them to learn from it. Yin (1994) argues that research should be combined with other qualitative research approaches for a better understanding of “the case” being studied. This project was treated as a collaborative process between researcher and informants or participants of the research. Participants were regarded as knowledgeable actors while the researcher could take different roles as facilitator, catalyst, observer, participant or both during hot seating sessions.
1.7.3 Research Journal
Taylor (2000) describes a researcher as a theory generator, critical thinker, risk taker and flexible facilitator. A researcher’s journal should be a very effective resource and research tool which helps the researcher to meet the above description. For this project, the journal documented my analytical individual response and critique to the work covered during workshops. I also recorded my observations, difficulties and individual developments in the classroom. The journal helped with the basic documentation to support future plans and actions in order to improve the processes of subsequent sessions. Based on reflections of previous workshops, process drama theory was consulted to support alternatives for blunders encountered during the course of the workshops. Description, analysis, theory and self-reflection were the major components of my journal. This journal was of fundamental importance during the research period because it assisted with future referencing and data analysis after the workshops.
1.7.4 Reflective Writing
This involves writing by participants as a way of reflecting on their dramatic experiences out of role. Neelands (2004) argues that, during a drama learners turn abstract ideas into concrete representations. Concurring with this, Jens (2007) notes that reflection helps participants to reflect on their participation and to formulate how the experience relates to other aspects of life. Therefore, reflective writing helped participants to translate lived experiences that were meaningful to them. Reflective writing enabled participants to deepen their understanding of real life issues derived from the drama in which they participated. 
1.8 Research Ethics
The Code of Ethics for research on human subject as outlined in the Graduate Studies Handbook 2012 was followed to ensure that the safety of the research team was guaranteed. Participants for this project were minors who were aged between 11 and 13 years. Hence, at the beginning of the research, permission to work with the adolescents was sought from the school principal, parents and other concerned teachers. It was acknowledged that every informant was supposed to be informed of all the processes of the research workshops apart from giving their consent. I also took cognisance of the necessity to obtain a human research clearance from Wits University research ethics committee before embarking on the project. 
Although confidentiality cannot be guaranteed in group research processes, I promised to respect principles of anonymity with the information that was gathered during the research. No names of any respondent were published without prior permission from the school authorities or parent and guardians of participants. Moreover, the research methodology was shared with participants through an explanation of how process drama workshops were going to be conducted in the participant information sheet. Protection of respondents was also ensured so that participants were protected from physical discomfort, personal embarrassment, intrusion or any other form of danger.
1.9 Chapter Layout

This report is divided into six chapters. Chapter one provides the background information to the study, research aim, rationale, research questions, literature review, theoretical framework and the research methodology.
Chapter two examines drug abuse in general specifically during the post-apartheid era in South Africa. This chapter also explores the different theoretical perspectives on adolescent substance abuse.

Chapter three introduces the context of the research participants making a deeper analysis of the adolescent stage of human development, placing it in the context of self-esteem and peer pressure.
Chapter four expounds on process drama which was the primary tool for this research. In addition, this chapter interrogates different process drama techniques as well as the arguments for using it as a communication tool to raise awareness around adolescent drug abuse.

Chapter five presents the research findings and critically analyses the data and the workshop sessions against the research questions. It explores how process drama techniques were blended with other applied theatre practices to facilitate the building of self-esteem as an antidote to peer pressure and the subsequent substance abuse. 
Chapter six summarises the ensuing issues, drawing conclusions from findings of the workshops conducted. This chapter offers some concluding remarks, possible recommendations about the relevance and limitations to process drama as a prevention intervention tool of adolescent substance abuse.
CHAPTER 2: HISTORICAL CONTEXT OF DRUG/SUBSTANCE ABUSE IN A POST- APARTHEID SOUTH AFRICA 
2.1 Overview 

Langa (2005) argues that, those involved in adolescent drug awareness campaigns need to take cognisance of the types of drugs used by school learners in order to develop effective prevention strategies. He goes on to emphasise that researchers working in the field of drug abuse prevention need to identify changing patterns in substance use amongst learners apart from being familiar with new names of drugs in the market. For example street names by which drugs are referred and other words associated with them. Drug abuse is an escalating phenomenon that is seriously affecting the lives of an increasing number of young South Africans. This chapter attempts to explore the historical context of drug/substance abuse in a post-apartheid South Africa. The chapter builds on and contributes to research on drug abuse (Rizwi 2010, Parry 1995, Keene 2010, Schuckit 2000, Wagner and Waldron 2001, Taljaard 1996, Mbuya 2002, Potterton and Northmore 2006, Robertson 1997, Baynham 1998, Cotton 1998, Moleko and Visser 1999). To contextualise this subject, this chapter takes a closer look at the theoretical perspective on drug abuse in general.

2.2 Why Post-Apartheid South Africa?

Today, drug use amongst school learners is recognised as one of the greatest health and social problems facing post-apartheid South Africa (Moleko and Visser 1999). “International research indicates a high correlation between political change and the increase in substance abuse” Taljaard (1996:1). Borkum (1999) asserts that it is important to acknowledge that the reality of South African drug situation is strongly linked to the legacy of apartheid and the country’s struggle to restructure itself. As a result there is a high rate of drug abuse among African adolescents. The South African drug scenario is an extremely volatile one which is very much in line with the general socio-economic and political situation at present. According to the South African Institute of International Affairs (SAIIA 1998), since the advent of South African independence in 1994, it has become evident that this country is being targeted increasingly by both international crime syndicates and local gang formations who are eager to expand their activities.   
2.3 Definitions

Before considering the theoretical perspectives on adolescent drug use, it is necessary to obtain a fuller understanding of a few key terms which will be referred to constantly in this study. Drugs that are included in the definitions are those which are, according to the literature, commonly used by South African adolescents. Although adolescent drug use is typically discussed as a single entity, in reality, it refers to many separate types of drugs each with differentiated patterns of behaviour and carrying different meanings to the user and to society as an observer.

2.3.1 Drug

Gonet describes a drug as “any substance that affects or changes the function of the living tissue in such a way as to produce emotional and behavioural changes” 1994:13).Potterton and Northmore (2006) categorise drugs into three groups; over-the-counter drugs, socially accepted drugs and illegal drugs. They describe over-the-counter drugs as legal drugs and medicines that doctors prescribe for patients or those which can be bought from a pharmacy. Cigarettes and alcohol are identified as legal drugs even if they can become illegal if they are abused. Thus illegal drugs are those which are not allowed by the South African laws like dagga, cocaine, ecstasy and heroin. Such illicit and licit substances influence or change the state of minds. They affect one’s moods, emotions, feelings and the thinking processes (Fields 2001).

For the purpose of this study the modern colloquial definition of drugs is the most appropriate in explaining how the adolescents in the focus group defined the term “drugs”. It was inclusive of illegal drugs such as marijuana, cocaine, LSD, ecstasy, and other similar substances except the legal drugs such as alcohol and nicotine. 
2.3.2 Drug use  

The term “use” can imply having tried a drug at some time in one’s life. This could refer to an adolescent who tries a drug once, or even one who uses on a regular basis (Gonet 1994). According to Gonet drug use refers to the experimental use of drugs without the individual developing a specific drug-use pattern. Edmonds and Wilcocks’s (2001) definition of drug use is appropriate for this study. They define drug use as having tried a drug at some time in one’s life without the individual developing a specific pattern. Stevens and Smith define a drug user as “….a person who intentionally takes legal / illegal drugs to alter his / her functioning / state of consciousness” (2001:20). 

Experimental use recognises that many young school learners try a drug once or twice then decide to stop when they do not like its effects. Many youngsters experiment with a variety of drugs and never get beyond this phase (Gonet 1994). Young learners drift in and out of experimentation, but never settle into a specific drug-using pattern. Gonet asserts that the term social or occasional use connotes going to a party and drinking or taking drugs for mood-altering effects. That is to get high. Some school learners like the way it feels and decide to use it again. As a result, some progress into daily preoccupation with drug use and this affects their academic activities (Gonet 19994, Hanson and Venturelli 1998).     

2.3.3 Drug abuse  

Substance abuse is recognised as one of the greatest health and social problems in South Africa. It has wide-ranging consequences which include; physical debilitation, chronic impairment, injuries, marital and family problems, child abuse, violence in families and communities, trauma, depression, crime, traffic accidents, social misery and economic misery (Draft White Paper for Social Welfare (1997:134). 

On the same note, Schickerling (1992) asserts that substance abuse is ever increasing and is costing South Africa more than R2 billion a year in fatal accidents, hospitalisation, crime, productivity loss and the break-up of families. This is substantiated by Potterton and Northmore (2006) who argue that in South African communities more and more people are turning to drugs and other harmful substances irrespective of wealth, education, or social standing. The term “abuse” indicates that the person’s use patterns put him or her at risk for life dysfunction, and often is to indicate drug use problems that have developed into the disease of chemical dependency (Gonet 1994). 

Drug abuse is also defined by Merriam (1994) as improper or excessive use of a drug. Therefore, substance abuse would be excessive use of a drug without medical justification. To abuse is seen as having an element of willingness to injure or damage. This is also echoed by Searll who defines drug abuse as “the excessive or addictive use of mood-altering drugs for non-medical purposes” (1995:66). Thus, drug abuse may refer to more than the use of drugs that are classified as illegal or prohibited by the South African laws.  Any person who misuses drugs is likely to end up being unable to abide by the law. 
2.3.4 Drug use prevalence among South African adolescents in Johannesburg
“Tik is easily accessible, it’s like giving a child sweets, especially for girls” (Guerio 2013). Such use prevalence of methamphetamine commonly known as “tik” in EldoradoPark, south of Johannesburg attracted the visit of South African president, Jacob Zuma and Nomvula Mokonyane, the premier of Gauteng province in May and June 2013 respectively (The Sunday Mail – Zimbabwean News July 7-13 2013). The visits were in response to a call by a group of concerned Eldorado Park mothers appealing for help against adolescent drug misuse. According to Le-Verge (2013), adolescent drug abuse in Eldorado Park is an offshoot of the clubbing culture which has shifted into Lolly Lounges. Le-Verge describes the situation in a single Lolly lounge, where with up to 20 people in a house, safe from police attention, girl tik addicts spend weeks swapping sex for drugs. Thus, adolescent girls trading sex for tik is the central part of the Lolly Lounges in Johannesburg (Pillary 2013). 
Nhlapo (2012) highlighted that learners from schools located adjacent to Wits main campus on Jorissen street in Johannesburg smoke during school hours outside the school premises. Nhlapo warns us that in South Africa, it is illegal to supply or sell cigarettes to anyone below the age of 18. Unfortunately, shops along Station street in Johannesburg are willing to sell cigarettes to learners (Nhlapo 2012).This could be linked to Stevens and Smith’s (2001) assertion that smoking is on the increase in children aged 12-13. These statistics and observations reveal that South Africa is a country not only rife with economic and political problems, but also with the societal problems associated with a well-developed and growing drug culture.

Parry (1995) estimated that South Africans consume approximately 4, 5 billion litres of alcohol in a year, 90% of it is beer. Despite the fact that in South Africa, it is illegal to buy alcohol if one is under the age of 18, alcohol remains the most popularly abused drug with 9 in 10 boys under the age of 13 years drinking secretly (Mbuya 2002). The increase in liquor outlets, shebeens in particular, and drug smuggling and selling as a means of income is a grave concern as it seems to be promoting adolescent drug misuse in Johannesburg. Tlhoaele (2003) noted that one of the factors which contribute to juvenile delinquency in South Africa is substance abuse. She further explains that, nearly all juvenile offenders were exposed to some kind of substance abuse in their family of origin. 

The first South African National Youth Risk Survey (2002) showed that one in three learners aged between 12-13 years reported ever having smoked cigarettes in their life time. One in 5 learners (around 20%) were current smokers, 47% of which had tried to stop smoking in the year preceding the survey. 49% of learners had consumed at least one alcoholic drink in their life time. 12% of learners reported that they had their first drink before the age of 13. 31, 8% of learners used alcohol on one or more days of the week, while 23% had been involved in excessive drinking in the past month. This is a testimony to how vulnerable adolescents are to drug misuse in Johannesburg. O’Malley and Bachman (1996) and Bosworth (1997) reveal conclusively that more drugs are being used by school children today than at any other time in recent history.   

Reporting the findings of South African Community Epidemiology Network on Drug Use (SACENDU), Parry et al (1998) describe how in Gauteng Province, which includes the metropolitan areas of Johannesburg and Pretoria, 2372 admissions to 17 treatment centres were recorded by the end of (1998). In the case of 68% of the patients, the primary substance of abuse was alcohol. For the drugs other than alcohol the most common abused substances were cannabis alone (37%), cocaine / crack (27%), and cannabis / mandrax (13%).

2.4 Common drugs abused in South Africa 

The following are some of the commonly abused drugs in South Africa

2.4.1 Crystal methamphetamine 

The other names for crystal methamphetamine in Johannesburg are; speed, meth, crystal and tik (Parenting Today 2005). Crystal meth is a powerful and highly addictive stimulant with a catalogue of adverse effect. Tik is a popular drug in South Africa, especially in Western Cape province where its use is described as having reached epidemic proportions (Oluka 2013). The biggest crystal meth bust that South African Revenue Services (SARS) has made at any port of entry was (150kgs) with an estimated street value of R42,6 million at OR Tambo International Airport outside Johannesburg in July 2013 (Muller 2013). This shows how the use prevalence of tik is spreading across South African communities.  
2.4.2 Marijuana (dagga)

Marijuana is the Spanish name for the plant cannabis sativa which is a green strong smelling plant which grows extensively throughout Southern Africa. According to Taljaard (1996), South Africa and some of her neighbouring countries are the largest producers of dagga in the world. An aerial survey around (1996) shows that nearly 83 000 hectares of land in South Africa is used for the cultivation of dagga (Taljaard 1996). Taljaard believes that this is partly due to the fact that in the African culture, dagga has historical, cultural and medicinal value. Feldman (1999) describes how in certain cultures the use of marijuana is routine. He details how in Jamaica people ‘habitually’ drink a marijuana-based tea. Moreover, Feldman posits that marijuana also has several medical uses: it can be used to prevent nausea from chemotherapy, treat some AIDS symptoms and relieve muscle spasms for people with spinal cord injuries.

Franke (1996) notes that dagga’s mental effects include; giddiness, euphoria, hallucinations, heightened sensory perceptions, conceptual changes, anxiety, paranoia, disorientation, confusion and short term memory loss. Physical effects can include; changes in depth perception, increased pulse rate, reddening of eyes, dryness of the mouth, hunger, sedation and nausea (Franke 1996). Alternative common names for Marijuana in Johannesburg are: has, dope, pot, grass, ganja, weed, shit, zol, boom, kif and bush, to name a few (Franke 1996). 

Research seems to suggest that although dagga does not produce physical dependence it can cause strong psychological dependence. Cannabis abuse has cannabis intoxication as its induced disorder. There is some evidence that heavy use at least temporarily decreases the production of the male sex hormone testosterone, potentially affecting sexual activity and sperm count (Jaffe 1990). “Regular use of dagga can eventually produce what is known as ‘a motivational syndrome’. Typically, this condition results in a loss of interest in hobbies, sports and occupational activities that were previously important to the person” SANCA (1998:8). The extent of the physical damage associated with dagga has been the subject of extensive research and although not conclusive, there are some researchers who believe that it can interfere with the activity of the immune system, as well as inhibit the production of substances such as DNA which are vital to cell division (SANCA 1998).

2.4.3 Tobacco/Nicotine

Apart from alcohol, tobacco is the most commonly used drug among young people in Johannesburg. World Health Organisation (2003) believes that throughout the world, 14% of people aged between 13 to 15 years smoke cigarettes and 25% them started this habit before the age of 10. The tobacco marketing in Africa is massive and many children start smoking as young as 8 years, despite the Tobacco Control Amendment Act of 1999 (Reddy 1996). The current smoking rate in South Africa is 24%, (Swart, et al 2003).

Oxford (2001) asserts that tobacco is the most addictive of all substances. Hence, the need for smoking cessation programmes for adolescent learners in schools to stop smoking. Langa (2005) argues that, currently, smoking cessation programmes are inaccessible to many young school learners in South African schools who wish to stop smoking. Langa goes on to suggest that there is a great need to do something urgently to assist many adolescents to quit smoking and maintain healthy life styles as part of the anti-smoking campaigns and preventive efforts. In the same vein, Reddy (2003) also argues that this area has been neglected. Currently, it is estimated that 22% of young people in South Africa are regular smokers.

2.4.4 Alcohol

According to Mbuya (2002 alcohol is an intoxicating substance made from fermented starches. Parry (1995) highlighted adolescents as one of the groups who are particularly at risk for alcohol-related problems. Though it gives drinkers an initial lift, it is usually a depressant drug. 
Drinking alcohol makes people feel like they are having fun and feel confident. Alcohol enhances people to forget their worries for a while and think they have the courage to overcome fear (Mbuya 2002). Excessive drinking of alcohol makes some people aggressive and violent. Bad hangover makes drinkers fragile with a pounding head and an upset stomach. Alcohol can damage a man’s fertility and potency. Mbuya (2002) goes on to highlight that, because alcohol lowers inhibitions, many teenagers have sex for the first time when they are drunk. 

2.4.5 Cocaine 

Ganeri (1997) describes cocaine as a white powder which is usually sniffed. Cocaine is categorised as a central nervous stimulant which is a naturally produced drug extracted from the leaves of the coca plant. Benshoff and Janikowski define stimulants as “those drugs that act directly on the central nervous system to create……..increased energy and alertness, increased sense of well-being and self-confidence and decreased fatigue and appetite” (2000:98). According to Edmonds (1993) cocaine has become so readily available in South Africa that its price has dropped considerably, changing it from a rich person’s drug to one that is accessible to school children. Edmonds goes on to describe how South Africa has become a transit route and a priority consumer market for cocaine from South America.
Cocaine produces euphoria and a feeling of energy and excitability (Franke 1996). Repeated inhalation of cocaine causes tissue death in the mucous membranes of the nose. Eventually, the septum of the nose may become perforated (Ganeri 19997). The euphoria produced by the drug often precedes an ensuing depression. Death from overdose usually occurs as a result of heart failure. Cocaine can also cause weight loss as it suppresses appetite. If the user snorts the drug continuously, a condition known as Cocaine Psychosis can occur. Symptoms include paranoid delusions, aggressiveness and homicidal behaviour (SANCA 1998).

2.4.6 Ecstasy

Ecstasy is a drug which has been closely connected to “rave culture” which is a popular dance music culture currently prevalent among the 16-30 year age group (Taljaard 1996). Ecstasy is a semi-synthetic compound called methylenedioxymethamphetamine or MDMA. Taljaard (1996) reported that seven out of ten phone calls received by centres which deal with drug-related counselling from parents of under aged children are ecstasy related.

Ecstasy is also known as; E, XTC, Pink Skuds, MZ5s or Adam from its chemical acronym MDMA (SANCA 1998). According to Rave Safe (1999) which is an organisation aiming at informing the youth about drugs, it usually comes in the form of small pressed pills, though it is also available as loose powder and sometimes in capsules. 
Physical effects include raised blood pressure with noticeable rise in body temperature, faster heartbeat, skin tingles and sudden sweating. Some people may also experience unsteadiness, nausea and possibly vomiting though these unpleasant effects usually pass quickly (Rave Safe 1999). Ecstasy has been linked by some drug sociologists to a shift in drug culture. It has been associated with love instead of degradation (Powers 1999). MDMA is a mood changing and dance drug. It can make one feel profoundly relaxed as well as energetic, happy, calm, exhilarated, warm and loving and sensitive to other people’s vibes. Ecstasy can also open up a person’s emotions. This can be positive but sometimes can cause panic and anxiety as a result. The peak effects can last two to four hours which is followed by a smooth, pleasant come down feeling lasting several more hours. After effects may include; tiredness or feeling spaced out for twenty four hours.

2.4.7 Crack             

Crack is a derivative of cocaine which resembles small irregularly shaped white or whitish stones. When smoked, a strong dose of cocaine is absorbed rapidly, producing intense euphoria within some seconds of smoking (Ganeri 1997). The name ‘crack’ refers to the sound produced when smoking the substance. Crack is much cheaper than cocaine, and a whole market has become available to people who cannot afford cocaine (SANCA 1998). “The euphoria produced by crack lasts from 5-20 minutes, and is followed by an intense crash which necessitates smoking more of the substance” (SANCA 1998:7). The side effects of crack include; respiratory collapse, stroke, heart failure, acute depression, paranoia and schizophrenic psychosis, (Ganeri 1997).

2.4.8 Heroin

Heroin is classified as a narcotic and further classified as an opiate. Initially, the drug was developed in the hope of being an effective pain killer (Benshoff and Janikowski 2000), but it was removed from the market shortly after being released because of its extremely addictive qualities. Short term effects of heroin use include euphoria, pain, suppression, drowsiness, relaxation and occasionally hallucinations. 

2.5 Drug Laws in South Africa

Searll asserts that “drug abuse impacts directly on the well-being of the society, as it is embedded in almost every social problem that is presented” (1995:20).This justifies that drug abuse can leads to life threatening behaviours such as youth suicide, crime, early pregnancy, unprotected sexual behaviours, family breaking up and drug abuse related ailments. As a result, there is need for national rules and regulations which govern the handling and use of drugs in communities.  
According to Mbuya (2002), the main laws in South Africa covering drugs are; Drugs and Drug Trafficking Act, No. 140 of 1992 and Medicines and Related Substances Control Act, No. 90 of 1997. The former prohibits use of, possession of and supply of certain substances.  Howzt MSN South Africa News (2012) October 11 quoting the Cancer Association of South Africa (CANSA) highlight that smoking in an indoor or partially enclosed public venue is banned in South Africa. Smoking in a vehicle containing a child under the age of 12 years can see offenders fined up to R15 000. On the other hand the latter controls the abuse of all medicines.

Bosworth (1997 and O’Mally et al 1996) reveal that more drugs are being used by school children today than at any other time in history. Hence, in December (2002) the South African government published its Policy Framework for the Management of Substance Abuse by learners in Schools and Public Further Education and Training Institutions ( Potterton and Northmore, 2006). The policy framework contributes towards effective prevention, management and treatment of drug use, misuse and dependency.  According to Potterton and Northmore the following principles underpin the National Policy: 

The possession, use or distribution of illegal or inappropriate use of legal drugs is not allowed in schools
All schools need to have clear policies that prevent the misuse of drugs and explain how to respond to drug misuse

Schools should monitor and evaluate the effectiveness of policies and procedures for managing drug-related incidents

Schools should treat all information related to drug use, misuse or dependency by a learner as confidential. Nevertheless, parents and guardians should be informed and involved as soon as possible (2006:1-2).

Because of the above rules and regulations, it is illegal to buy alcohol and cigarettes when one is under the age of 18 (Mbuya 2002). Regardless of age, any person found with illegal drugs can go to prison. At St Theresa’s the guidance and counselling teacher is in charge of all the drug-related issues among learners.

2.6 St Theresa’s Convent Primary School’s Policies on Drugs

St Theresa’s school vision is to develop and accompany children on their journey to responsible adulthood. This school’s endeavour is to inculcate Christian values and create a pleasant learning environment in which to develop children holistically. The school has a guidance and counselling teacher who is responsible for any drug-related issues among learners. The teacher works closely with the school security personnel who can search any drug-suspected learner within the school premises. If they confirm that the concerned learner is involved in drugs they refer the matter to the counselling teacher who handles the case in line with the (2002) South African Policy Framework for the Management of Substance Abuse by learners in Schools and Public Further Education and Training Institutions. This School has never had any drug prevention programmes so far, except for the workshops I have conducted with a group of 20 grade 7 learners.

2.7 Conclusion 

This chapter defines some of the critical terms which are vital to the research. Defining what is meant by “drug” and explanations of different drugs currently popular with adolescents were crucial in shaping the intervention project. The second chapter has highlighted the challenges of drug abuse in South Africa, speaking back to this study’s first research question that hopes to explore how process drama techniques can be used to create awareness. In summary this chapter has reviewed the distinction between drug use, drug abuse and dependence. According to Langa (2005) there is a thin difference between these concepts, thus drawing a line between them is not always easy. The next chapter will explore adolescence and its implications with self-esteem and peer pressure.
CHAPTER 3: ADOLESCENCE IN THE CONTEXT OF SELF-ESTEEM AND PEER PRESSURE 
3.1 Overview 

The essential motivation for this chapter is that, a prevention intervention that hopes to curb adolescent drug misuse needs firstly to understand those individuals that it aims to target. Hence, this chapter introduces the context of the research participants, focusing on a deeper analysis of the adolescent stage of human development in relation to its implications for self-esteem and peer pressure in the context of substance abuse. Chapter three interrogates peer pressure, self-esteem and theories about the adolescence stage of human development in order to provide a clear grasp of adolescent drug use and abuse. 

3.2 Adolescent Stage of Human Development 
Potterton and Northmore (2006) share the assertion that adolescence is part of the puberty stage of human development. They describe puberty as “a time in our life when our bodies change from being children’s bodies into adults’ bodies” (2006:32). On the other hand, Coleman and Hendry (1990) highlight that adolescence is a period of human development characterised by a dramatic increase in time spent with peers and a decrease in adult supervision, hence, exposure of some adolescents to peer pressure. 

Youngsters navigate their way through adolescence with strategies which may result in risk taking like the use of harmful substances. For many adolescents this period is marked by a conflict between peer and parental influences as individuals are flooded by a host of choices regarding drugs, sex, friends, and school work (Sdorow 1990).
Louw (1993) asserts that, because of individual and cultural differences, the age at which adolescence begins varies from 11-13 years of age. This study sought to borrow from Louw (1993)’s theoretical perspective on adolescence  to understand the stage of adolescence in greater detail since all the research participants were between the ages of 11-13 which Louw considers as the early stage of adolescence. During adolescence, life definitely becomes more complex as far as drug use is concerned as one attempts to find one’s own identity, struggle with social interactions, and grapple with moral issues. Jung (2001) argues that for many adolescents, the attractive promise of rewarding and exciting experiences from experimenting with alcohol and other drugs exceeds the threat of physical, social and in some cases legal costs. 
3.3 Self-Esteem

Branden defines self-esteem as “the experience of being competent to cope with the basic challenges of life and being worthy of happiness” (2001:252). Searll (1995) specifies that the reasons “users” decide to take drugs depends on the type of drug and the nature of use, abuse or dependency. Some common factors include: peer group pressure, poor self-esteem, excitement, boredom, curiosity and rebellion. Psychological factors include: low self-esteem, a low belief in personal control, higher dissatisfaction, pessimism, a greater need for social approval, less social confidence, anxiety, less assertion, more impulsivity, rebellion and impatience to assume adult roles (Botvin and Tortu 1988). This study explores how self-esteem has some implications in the decision making processes among the adolescents in the context of substance abuse.  

Branden goes on to argue that self-esteem consists of two components which are; self-efficacy and self-respect. Having to do with confidence in one’s ability to think, learn, choose and make appropriate decisions to master challenges apart from managing change, self-efficacy plays a pivotal role during adolescence. Of the entire judgements youngsters pass in life, none is more important than the judgement they pass on themselves (Branden 2001). This makes them more susceptible to the influence of their peers if they lack self-efficacy. 

“Adolescents take drugs to feel ‘cool’ or ‘fit in’ especially if they are pressured by their peer group” (Potterton and Northmore2006:50). Nevertheless, young people also tend to copy their parents whose point of view may be totally opposite to those of their peers. This puts adolescents in a dilemma as they are navigating their way from childhood to adulthood, even if they have healthy decision making skills. The other component of self-esteem is self-respect. Branden (2001) describes it as the confidence in one’s right to be happy and confidence that achievement, success, friendship, respect, love and fulfilment are appropriate for oneself.

Blake, et al. (2007) would like to define self-esteem as how people feel about themselves and also the way they control their lives. According to Blake, self-esteem includes a sense of worth /value, identity, being able to be assertive about what one wants and needs. There is also a need to be able to promote oneself, stand up for what one believes in. The idea of being able to stand up for what we believe in is of fundamental importance during adolescence. “Adolescence is a time of change and transition. This change can bring instability and stress” Potterton and Northmore (2006:6). Thus, positive self-esteem will assist youngsters during adolescence to withstand stress which is associated with many levels of transitions they encounter from the advent of puberty to adulthood. Their responses to events are shaped in part by who and what they think they are,how competent and worthy they perceive themselves to be. By and large, Branden (2001) argues that self-efficacy and self-respect are the dual pillars of healthy self-esteem. “......if either is absent, self-esteem is impaired” (Branden 2001:252). 

However, self-esteem is not a constant state of being in different individuals. At times people feel bad and other times they feel good enough about themselves. This is prevalent among adolescents during puberty when teenagers experience a lot of body changes which to some individuals are embarrassing. Potterton and Northmore (2006) quoting Robertson, et al (2003) assert that puberty can be a confusing and awkward time for all teenagers since it is a time of emotional changes associated with moodiness, concern about appearance, feelings of embarrassment and sexual arousal.  
During adolescence, without positive self-esteem, teenagers’ psychological growth is stunted (Branden 2001). Branden goes on to describe positive self-esteem as the immune system of consciousness which provides resistance, strength and a capacity for regeneration. Contrastingly, in low self-esteem, negatives have more power over a person than positives. Low self-esteem means being less effective and less creative. On the other hand, Ross (1994) highlighted that, inferiority, fear, depression, anxiety / worry, guilty and resentment prevent the development of self-esteem.

3.4 Peer Pressure
“Peer pressure is when your peers or people around you who are your age try to get you to do something that you might not do otherwise, like smoke, drink….” (Canfield et al 2006:213). Peer pressure can be hard to withstand among adolescents especially if the people pressuring someone are their friends or people one hopes to hang out with. 
According to David (2006) peer pressure may be positive or negative. Positive peer pressure is a good and constructive influence to conform to a group norm which comes from one’s friends or others of the same age in one’s grade, church, sports and community. On the other hand, negative peer pressure is the opposite of positive peer pressure. Some adolescents give in to both negative and positive peer pressure because they are curious to try something new that others are indulging in (Gonet 1999, Potterton and Nortmore 2006, Mbuya2001). David (2006) goes on to highlight that the need for acceptance, approval and belonging is vital during teen years. Nevertheless, not all adolescents react to peer pressure in the same way. Gender and age are factors which influence peer pressure. In high risk situations boys are more susceptible than girls to peer pressure (David 2006).
It is estimated that millions of South African school learners use alcohol, tobacco, cannabis (dagga) and other drugs (Parry and Bennets1998). In the same vein, Canfield et al assert that, “Every 24 hours, more than 15 000 teens will try drugs for the first time” (2006:208). The sociological theory cites peer pressure among other factors as a reason which influences adolescents to use alcohol and other drugs (Jung 2001, Parry and Bennets 1998). Peer pressure is a common reason given by adolescents for abusing alcohol and other drugs (Rocha-Silva 1995, Moleko and Visser 1999). 

Adolescents are pressurised into using alcohol and other drugs if they want to be part of a group that takes substances and behave in a similar way to the members of the group (Peltzer and Phaswana 2000). This is substantiated by Levine (1997) who asserts that there is a link between adolescent drug use and social influences. Levine describes how popular culture, particularly, that found in music, portrays drug use as normal and glamorous. The occurrence of pro-drug messages available on the internet which provide instructions on how to make drugs is also attributed to as a cause of drug misuse by adolescents. Levine further highlights the media aspect of ‘hero / heroine worship’ in fashion where models like the current Lady Gagas and Rihannas are made to look like drug addicts. In November (2012) South African Council of Churches leader led a demonstration in the country’s major cities against Lady Gaga’s plans to visit the country. It was feared that her “destructive impact” would influence the way South African youth behave apart from spreading the notion of Satanism in the country among teens (MSN South African News (2012). 
3.5 Theories about Adolescents Decision Making Skills

Between one’s impulses and what one does about them is a space, and in that space lies one’s freedom to choose (Covey 2006). The space of freedom of choice is located between one’s ‘stimulus’ and one’s subsequent ‘response’. A person’s freedom to choose forms part of the decision making process which is essential during adolescence. According to Covey, under one’s stimulus falls things that happen to us; our emotions, feelings, instincts and urges. On the other hand, response encompasses what we do about the stimulus and how we act. A “freedom to choose space” which I will call ‘a decision making space’ connects a person’s stimulus and his or her response. Covey (2006) argues that in the bracket of freedom to choose dwells a person’s self-awareness, willpower, conscience and imagination. “Yet, in the case of an addiction, one’s freedom to choose is pushed aside by the power of one’s addiction” (Covey 2006:230). This means that there is no longer a decision making space, hence the concerned person’s self-esteem will be low. Peer pressure just like addiction can have the same effect on a person’s freedom to choose. When a person is peer pressured, his or her self-awareness, conscience, willpower and imagination are blurred, hence one’s healthy decision making skills are at stake.
In the context of adolescent dug abuse, when teenagers are under the influence of drugs they lack self-control and self-respect. As a result, they do not make informed and sober decisions which eventually lead them to do things they will regret in future.     

3:6 Conclusion

In an attempt to pull together some of the theories that describe adolescence, it is possible to identify the recurring of drug misuse which is relevant to this study. Adolescence is described as a particularly difficult and vulnerable period of human development, both physically and psychologically. It is a time of change and transition which brings with it a number of changes and growth opportunities. Adolescence is often a period of arduousness and turmoil. The importance of this transition from childhood to adulthood is celebrated by many cultures through customs and ceremony. Keesing (1981) describes how in many of these rites of passage there is a symbolic rebirth of the initiates which emphasises the changes that are occurring as well as the vulnerability of the young adult. It has been noted that it is during this stage of development that human beings begin to form their own attitudes and outlook on the world they live in and therefore it becomes important that a culture of drug free lifestyle be nurtured at this early stage. It has also been highlighted that it is during this stage of human development that adolescents who have never indulged in drug abuse face a lot of pressure from their peers to try drugs. The next chapter will expound on what process drama is and how it was used in this study to create awareness around adolescent substance abuse.
CHAPTER 4: THEORETICAL PERSPECTIVES ON PROCESS DRAMA
4.1 Overview

Process drama informs the theoretical framework of this study. As a result, chapter 4 attempts to examine the concept of process drama, which Bowell and Heap (2001) argue has gained wide currency over recent years. Process drama is also the methodology used in this research project; hence this chapter provides a theoretical basis for the research as practice carried out in the case study. The chapter also makes a detailed account of process drama techniques and why it was essential for this study to use process drama as a communication tool to create awareness around adolescent drug abuse.  

4.2 The Concept of Process Drama

Process drama, as perceived by British drama educator Dorothy Heathcote, is a sequence of structured improvisations that explore a central theme or guiding concept. The process of improvisation means that a topic is under constant review, and every participant is author of their own work within a collective statement governed by cultural parameters (Taylor 2007). Cecily O’Neill (1995:xiii) expands this definition, calling process drama a “complex dramatic encounter”, proceeding without a script, lacking a separate audience, whose outcome is unpredictable. She goes on to explain that, in process drama, the outcome of the journey is the journey itself; the experience is its own destination. The dramatic encounters may include games and activities, individual role work, small group improvisations and role-play, and even full class improvisations. 
This redefinition aligns with Bowell and Heap (2001) who define process drama as a term used to describe the genre in which performance to an external audience is absent, while presentation to the internal audience is essential. This means that, in process drama, the onlookers are also actors in the event (O’Neill 1995). It is important to remember that process drama is not a play or a skit and that there is no audience. Process drama is much like a game, with all participants actively involved during the course of the process (O’Toole 2012).    Negotiating, renegotiating and reflection are the cornerstone of process drama (O’Toole 2012, O’Neill 1995, Bowell and Heap 2001). 

David Cameron (2003) argues that Process Drama draws on the work of Heathcote, Bolton, O’Neill, Augusto Boal and is role based (improvisational performance). It is also informed by a tradition of theatre (O’Neill 1995). Morgan and Saxton (1987) quoting Haydn (1983) assert that education is a process, and process inevitably means change. They go on to highlight that; “change is another word for learning” (1987:189). If process means change, and change is synonymous with the word learning, replacing the word ‘process’ in the phrase “Process Drama” with ‘learning’ will  shift this phrase to “Learning Drama”. Hence, O’Neill argues that, “Process drama is almost synonymous with the term drama in education” (1995: xv). Rigby concurs to this assertion when he posits that; 

Drama in Education is now often collectively known as ‘Process Drama’ as it concentrates entirely on the process, and there is no product in the form of a play to be watched by others (1996:24). 

Therefore, Process Drama is an offshoot of Drama in Education which borrows from principles of Drama in Education as propounded by Bolton (1979). According to Bolton, Drama in Education should aim for internal actions that have significance for change in understanding. The drama teacher should build the drama using what children already know, through a selection of the dramatic elements that suit the learners’ needs. 

This pedagogy relies on imaginative creation to develop fictional lived experiences (Bowell and Heap 2001). Students learn to think beyond their own point of view and consider multiple perspectives on a topic through playing different roles. Playing a range of roles encourages them to be able to recast themselves as the ‘other’ and to consider life from that viewpoint. Process drama allows the participants to ‘try on’ other people’s shoes, to walk the paths they tread and to see how the world looks from their point of view. O’Neill contends that the development of a fictional world, “a dramatic elsewhere” allows students to explore ideas in a safe space their own (1995:57).   

Process drama is a framed activity where role taking/creation allows participants to behave “as if” they are in a different context and respond “as if” they are involved in a different set of interpersonal relationships (Winston 1999). Winston goes on to describe the dramatically framed context of process drama as using Coleridge’s concept of the “willing suspension of disbelief”. Boal (1982)’s Forum Theatre describes this as “metaxis”. This is a state of belonging completely and simultaneously to two different autonomous worlds; the image of reality and the reality of the image. Thus, drama takes place in two worlds simultaneously. The imagined world does not replace the everyday classroom world, but rather it is created alongside the everyday world. The teacher/researcher and learners interact in both worlds simultaneously, and as necessary they move back and forth between them at will (Heathcote1975). 
Brain Edmiston presents this as follows; “Present (IS) + Drama World ‘what if’ = IS + IF” (2008:223). He further argues that, drama occurs in (IS + IF) and IS + IF activities affect the power relationships in the IS. This implies that the implicit power structure of the classroom, with the teacher or researcher’s status much higher in relation to that of the pupils, will be open to change within the fictional circumstances of the drama (Bowell and Heap 2001). For process drama’s imagined world, role is performance seen as a mental attitude, a way of holding two worlds in mind, the world of real life and the world of the fictional at the same time. The meaning and value of drama lies in the interplay between the real and the enacted world. 

Dorothy Heathcote, one of the “mothers” of process drama posits that the broad definition of educational drama is role taking to experientially explore and understand a social situation more thoroughly (in Johnson and O’Neill 1984). The philosophy behind process drama encourages participants or learners to have a practical engagement with knowledge (Mtukwa2010). A vital characteristic feature which is fundamental to both Drama in Education and Process Drama is symbolic or make-believe play. This kind of play is important in education in that it is representative of the real world and children engage in such play to make sense of that real world. For Bolton (1979), symbolic play in Drama in Education is vital in that as children are engaged in the external activities of the drama, internally, new insights are able to be achieved. Process drama emphasizes a change in understanding through make-belief. Bowell and Heap (2001) argue that human beings use drama to symbolically represent life experiences and to comment on them. 

Corroborating this, Chapman and Hough (1998) posit that human behavior is formed, enacted and relearnt. Learnt behavior is stored and transformed at a later date. Process drama borrows from a role theory which highlights that human beings are exhibitors of social types (Chapman and Hough 1998). It is hoped that if we rehearse something in one space it might be executed in another. This theory aspires to a form of human agency that could be aroused by drama and transferred to the real world. For this to happen, role becomes central to process drama. 
Leading drama educators assert that role is a central element in process drama (Heathcote 1975, O’Toole 1992, and O’Neill 1995). At some point in process drama, participants are going to be taking on a role. This helps them to explore what it feels to be in a conflict situation, enacting how this type of person behaved and why (O’Toole 2012). It is in important in process drama to ensure that participants have enough information and emotional orientation or empathy to be able to identify with the role. This allows them to role play authentically and instinctively. Elements of process drama such as teacher-in-role, mantle of the expert, hot seating, freeze frame/tableau all require role-playing for them to take place. In this study, process drama is treated both as theory and practice. 

Whereas in some other theatrical genres the meaning is made by the theatrical ensemble of actors, playwright, director and designers and after intensive rehearsal communicated to a watching audience, in process drama the participants, together with the teacher/facilitator constitute the theatrical ensemble and engage in drama to make meaning for themselves. One prominent feature of process drama is that it works in the absence of a prior literary document, or text/script that exists before the event of the work (O’Neil 1995). Process drama essentially operates from a discovery-at-this-moment basis rather than being memory based (Bowell and Heap 2001). This means that, it is process based. 
Process drama is not a smooth, continuous flow of drama like a play. Children in process drama, though deeply immersed at times, are also indeed conscious of the whole process since at the end of each scene the drama stops and the participants often change modes from empathic actor to playwright or designer (O’Toole 2012). This gives them an opportunity to stop and discuss or reflect on the action so far and even to be involved in deciding how the drama is managed or constructed. Participants have a lot of power within the process drama to change, adapt and shape action.  

However, this does not mean that participants in process drama never plan or rehearse aspects of the drama beforehand. Although process drama does not have a textual source for its action, it does not develop from a vacuum. It springs from the pretext, which provides the basis of the frame for the drama. Bowell and Heap (2001) describe pre-text as the context of a drama. O’Neill (1995) refers to it as an important feature of process drama that makes it work without a script. She further suggests that the pre-text must have a link with the drama and works as a ‘hook’ that activates the drama. 
In this research, the pre-text served as the foundation for the drama, thus, the dramatic context created by the pre-text provided the fictional world in which the participants explored challenges of adolescent substance abuse. In this case, the pretext gives learners the opportunity and impetus to create roles and adopt the situation of the fictional world. Taylor (2000) contends that the pre-text is not an isolated activity but an integral part within which the possibilities of pursuing any particular course in the drama is found. The choice of the pretext depends on the age of learners. The pretext for process drama can be a word, a gesture, an action, a location, a story, an idea, an object or an image, (O’Neill 1995). The pretext may suggest the present, past or the future. This study employed story as a pretext. 
Bowell and Heap (2001) go on to argue that participants in process drama will not normally be involved with learning and presenting lines from a pre-written dramatic text (play), but will be writing their own play as the narrative and tensions of their drama unfold in time and space and through action, reaction and interaction. Participants in process drama take on roles that are required for the enquiry, investigation or exploration of the subject matter of the drama. 
The task of the facilitator / teacher is to find ways in which to connect the learners with the content and enable them to develop responses to it through active engagement and reflection. The facilitator of process drama is expected to help participants with creative imagination for this action to take place. If the children’s imagination is not effectively cultivated, the process drama might not function to its maximum potential (O’Neill 1995, Bowell and Heap 2001, Mtukwa 2010). 
Hogan (2002) describes facilitation as a complex phenomenon that is concerned with encouraging dialogue among individuals with different perspectives so that diverse options may be explored. In a nutshell, the process drama facilitator/teacher is someone who liaises between the dramatic world of the characters and the real words of participants. Through process drama, participants can learn about the art of drama, personal and social learning (including moral and spiritual development), in addition to cross-curricular learning. 

Bolton (1979) contends that learning should be felt for it to be effective. His belief is that knowledge must be connected emotionally enough for it to bring about change in attitudes and enhances healthy decision making skills. For this to happen, learning needs to be participatory and a shared activity where participants have something to share and something learn (Rooth 1995). In process drama, children only need to adopt a set of attitudes from a standpoint, so that they will be able to reflect and to find any meaning behind the role’s attitudes. Mtukwa (2010) citing Needles in Wilkinson (1990) supports that role enables the development of flexibility, connection and encourages appropriate responses. 
Another important feature of process drama is reflective participation. Reflection is one of the key components of effective learning activities in process drama where learners make connections between plots, themes, characters and establishing relationships between drama and life experience (Kelso et al 1993). O’Toole (2012) defines reflection as the creation of distance so that the participants can scrutinize the action to find meaning and significance. This may be a discussion or de-briefing, but it may start within the action by creating a self-conscious theatrical image of some kind, or by pausing in the drama to negotiate the next phase. Thus, reflection can take place during and after the process. 
Reflection helps teachers/facilitators to plan the next session of the drama in relation to participants’ responses and in addition speaking back to the aims and objectives of the process drama (Taylor 2000). Jens (2007) maintains that reflection helps participants to reflect on their participation and formulate how the experience relates to other aspects of life. During the course of this research, in-role and out of role reflection was interwoven with different sessions of the workshops to enable participants to speak back to their experiences whilst they were still fresh in their minds. In this case, reflection was of fundamental importance to this research since it gave learners an opportunity to turn abstract ideas into concrete representations (Neelands2004).  

4.3 Process Drama Techniques

Since its invention by process drama pioneers, exponents of process drama have developed many process drama techniques for various purposes. This study will expound on those process drama techniques which have been of fundamental importance in the execution of this project.

4.3.1 Teacher-in-Role
This is one of the process drama techniques which played a pivotal role in the execution of this research. “In process drama, the teacher frequently needs to take a role in the drama herself. This is known as teacher-in-role….” (O’Neill 1995:46). Thus, teacher-in-role is a process convention and teaching strategy where the teacher manages a class from within a drama by taking a role to deepen and extend students’ inquiry and learning. 
In the same vein, O’Toole (2012) defines teacher-in-role as when the drama leaders or teachers take part in role themselves. He or she can help to control what is happening in a crowd scene by finding a way that will make the drama more tense and exciting. For example, one can come into a scene with an unexpected message. Put simply, the teacher / facilitator assumes a role in the dramatic world and relates to the pupils as that role in the drama rather than a teacher (Ahirirwe2012). 

Nevertheless, when teachers are using teacher-in-role, especially in the “hot –seat”, teachers need to make it very clear to the group the moment they stop being teachers and start to take on a role. It is a good idea for the leader to have a simple prop like a hat, bag or scarf to indicate this (O’Toole 2012). Gustave Weltsek (2005) describes teacher-in-role as one of the most effective ways to distance the teacher (researcher) from the position of authority and remove obstacles from the student (participant) exploration. 
Concurring with the above, Bowell and Heap share the same conviction that, “Process drama, particularly with teacher-in-role as a central strategy is a powerful means by which teachers can empower learners” (2001:52). Through teacher-in-role, the teacher / facilitator side steps her/his usual position of ultimate authority and fountainhead of knowledge especially by choosing a role which is vulnerable. This will leave children / participants confronted with the decision-making, problem-solving and team working necessary to resolve the central dilemma of the drama. Thus, process drama makes participants think and respond to the stimulus of the teacher-in-role. For this research, process drama equipped me as a facilitator to choose roles during the course of workshops which enabled me to throw the pupils back onto their own resources, decision-making processes about drug misuse because I did not have the ultimate say.

The possibility that teacher-in-role could be one of the most effective ways of managing the power shift between teachers and pupils in the context of a fictional world is a view shared by this research project. Teacher-in-role as a process and not an end product was used in this research as a tool to shift the power structure between learners and myself as a facilitator / educator during the exploration of drug abuse challenges among adolescents. As a power dynamic tool, teacher-in-role has proved to have the capacity to ease learners into roles of intellectual authority so that they explore solutions to the issue of substance misuse among themselves. 
Thus, through teacher-in-role, as a teacher (researcher), I created the role of “A presenter from the Education ministry” for myself. Being a “poor presenter”, I was more vulnerable as compared to learners who assumed drug abuse expert roles. In their roles, pupils were confronted with the problem-solving and team working necessary to negotiate how healthy decision making skills would be improved among adolescents as an antidote to negative peer pressure. Bowell and Heap (2001) suggest that, with teacher-in-role, the way is open for children to make contributions to the shape and direction of their learning.  Dorothy Heathcote (1995)’s teacher-in-role is said to have been developed particularly to stimulate student participation in the classroom.

The advantage of using this technique is that, “teacher-in-role enables the teacher to operate strategically from within the drama and so negotiate and renegotiate circumstances within the fiction in order to enhance learning opportunities” (Bowell and Heap 2001:55).  Hence, teacher-in-role changes the relationship of the facilitator to the participants and allows the facilitator to control the process from within (Ahirirwe 2012).

4.3.2 Mantle of the Expert

Some of this research’s workshops were also guided by Dorothy Heathcote’s (1995) “Mantle of the expert” theory. Ahirirwe (2012) argues that mantle of the expert just like teacher-in-role has its origins in Drama in Education and was coined by Dorothy Heathcote in the 1960’s.Through mantle of the expert; everything during the research workshops was achieved by means of situation, role and task (Heathcote 1984, O’Neill 1995). Each learner carries a particular body of knowledge, level of expertise, authority and responsibility (Bowell and Heap 2001). Mantle of the expert involves the creation of a fictional world where learners assume the roles of experts in a given field. 
The situation is usually task- oriented so that expert knowledge or understanding is required to perform the task. As the teacher (researcher), I created a ‘situation’ which was gradually claimed by the students (participants) as their own. My introduction of the workshop (pretext) was supposed to convince participants to believe that they were social and intellectual experts (role) of their own challenges. Thus, as a result, they were therefore expected to negotiate solutions to the challenges of adolescent substance misuse (task). Mantle of the expert means, as a researcher, rather than distancing myself, looking in and directing the flow of events from outside, I was expected to create a role for myself in the improvised “fictional world” School consultation day (O’Neill 1995).

Mantle of the expert is based on the premise that treating children as responsible experts in a designated field increases their engagement and confidence (Ahirirwe (2012). This is also complemented by Bowell and Heap who share the assertion that; 

Children are very astute in understanding social power structures and this is one of the reasons they take on adult roles in their own dramatic playing as a means of empowering themselves (2001:46).

Bowell and Heap further highlight that, children early in their life recognize that the power to control and change the status quo lies firmly in the hands of adults. Taking cognisance of this, they assume adult roles in their dramatic playing in order to understand and empower themselves. Usually, a problem or a task is established and learners are framed as a team of experts using imaginative role- play to explore a challenge. 
During the course of this research, pupils enrolled themselves as specialists in adolescent drug abuse in South Africa. The social positions learners chose for themselves support the fact that children appreciate that the power to control and change challenging situations lies in the hands of adults. Pupils created roles for themselves ranging from Drug Addiction Counsellors, Social Workers, Psychology Professors, Doctors, lecturers, Teachers, Health Ministers. As a facilitator, my duty was to guide the process, stepping in and out of character as necessary, providing encouragement and motivation to the ‘experts’ learners (Ahirirwe 2012, Heathcote and Bolton 1995).  
4.3.3 Freeze-Frame (Tableau)

O’Toole (2012) describes freeze-frame as where the class as a group or sub-groups creates a physical image to illustrate a particularly important moment in the drama that they can look at, compare and discuss. The tableau is also known as frozen picture or frozen frame (O’Neill 1995). It actually involves creating an image using participants’ bodies by a small group, who then presents it to the rest of the class. The function of the tableau is to arrest attention and demonstrate their perceptions of the drama world. O’Neill (1995) contends that the tableau helps learners at the beginning of process drama to picturize the theme of their workshop. The tableau enables the teacher to find the starting point or initial impulse for participants to engage with the drama.

The tableau does not have a specific meaning and does not commit participants to particular meaning as it is polysemous, or has multiple meanings and interpretations. Taylor (2000) argues that the tableau is an ideal tool in the initial stages of playmaking. For this research, the tableau was also a way of finding out how participants would project themselves into the drama. The freeze-frame also has value in enabling participants to reflect on their work. 
However, Neelands (1984) posits that the use of tableau lacks the tension of the ongoing drama, therefore making it less effective as a focus device. During the course of this research, I would argue that, using tableau served the purpose to break out of the frame of reality and act as a point of initial entrance. It helped the learners to become members of the dramatic world. The physical embodiment of the dramatic events deepens the experience of the drama. 
Chapman and Hough (1998) argue that, discursive frames can act to iron out confusions and doubts. The freeze-frame enlarges the meaning and exposes the events by focusing on a specific part of the drama. Through the act of translating their thoughts into a new material product, learners often develop new ideas about the object of their thinking (Smagorinsky1996). Smagorinsky further contended that students construct meaning through deliberation on the material they produce which the tableau form encourages.
4.3.4 Hot Seating

This is when players have to question or interrogate a role to find out information, ascertain why the role player behaved in a certain way, or to offer the role advice (O’Toole 2012). This is corroborated by Ahirirwe (2012) when he highlights that, under the technique of hot seating, a role is questioned by the group about his / her background behaviour and motivation. Ahirirwe goes on to assert that hot seating has its origins in Theatre of the Oppressed, which is a brainchild of Augusto Boal.
This study used hot seating as an interview technique to gather information. Students and the researcher assumed roles in the improvised performances and answered questions from others whilst in role. Roles may be hot-seated individually, in pairs or in small groups. For this research, the hot seated character would take the centre stage in a chair in front of the class in a semi-circle. Questioning at this stage is crucial and the type of questions asked should not be close-ended questions (Boal 1982). These are questions which can be answered by a ‘Yes’ or ‘No’ response. It is encouraged that the teacher takes on the role of a facilitator to guide the questioning in a constructive direction by posing open-ended questions which provoke the hot seated role player’s imagination in order to get more information. 

Much of the data for this research was gleaned from answers to hot seating questions. It is hoped that learners’ emotional engagement through this experience will enable learning. Participants were regarded as knowledgeable role players while the researcher took different roles as facilitator, catalyst, observer, participant or both during hot seating sessions.
4.3.5 Forum Theatre
Thomas Taylor (2007) asserts that “Forum Theatre” is a term coined by Augusto Boal in his “Theatre of the Oppressed”. Boal (1979) defines Forum Theatre as a process where theatre is emphasised not as a spectacle, but rather as a means of expression that fosters critical thinking through analysis and discussion of social issues. This means that Forum Theatre created space and distance which allowed grade 7 learners to explore sensitive issues like drug abuse in an indirect way. 

Taylor (2007) contends that in Forum Theatre, audience members or spectators replace the protagonist on the stage, replaying the action as they believe it should have been; either as a more accurate representation of reality or a rehearsal for change that has to come. This study used Forum Theatre as a tool for promoting self-expression, consciousness raising, personal development and collective empowerment about adolescents’ drug abuse. 
James Thompson asserts that a Forum is, “where the scene ends with one character failing to solve a problem and is then replayed with the audience being invited to take that character’s place and experiment with new responses” (2005:46). Audience invitation to assume the role of a character in trouble in order to suggest solutions to the former’s challenges enabled myself as the ‘joker’ to shift authority onto the audience so that they were confronted with the decision-making, problem- solving and team building necessary to solve the central dilemma of the character in question. 
Thus, in Forum Theatre, the rule to be quiet and passive has to be replaced by the rule to be active and participate. The way “spect-actors” suggested solutions on stage to drug related challenges young girls face in Coronationville may be a true testimony to show whether participants had gained any new insights or change in understanding of the challenges of substance abuse in their community. This speaks back to Philip Taylor’s (2003) central transformative principle around which applied theatre practice revolves.
Adrian Jackson in Prentki and Preston argues that; 
“the best Forum Theatre acts with a combination of seduction and provocation to release the innate dissatisfaction in its audience members so that, without coercion, they feel an overwhelming urge to make their thoughts and feelings known by taking action in the form of intervention” (2009:45). 
For this research, Forum Theatre was created to challenge adolescent learners so that they move beyond the role of passive spectator into critic or subversive participant around substance abuse. During the course of the project, participants had a transitional space where they could safely try on different roles of characters involved in drug abuse and test out new ways of behaving before using them in real life. The major objective of this study was to stimulate new insights or change in understanding of drug abuse for the betterment of adolescents’ lives.
4.4 Why Process Drama?

Chapman and Hough (1998), Booth (2000), Botvin and Griffin (2001), O’Toole et al (2005), Taylor (2007), Mtukwa (2010), Ahirirwe (2012) commend drama as an appropriate intervention tool. This study rests squarely in the same conviction, because process drama, like applied theatre practices has the power to engage creatively, productively and meaningfully with a wide range of issues, from extreme poverty to AIDS, violence, sexual and racial intolerance and Human Rights (Boon and Plastow (2004). 
Nevertheless, research (Diemont 2007, Mtukwa 2010 and Ahirirwe2012) indicates that there is insufficient evidence showing process drama being used in schools in the Gauteng province of South Africa. Educators are faced with challenges in implementing drama in their classrooms because drama is a specific subject that has its own framework, skills, and concepts (Diemont2007). Cole and Knowles pointed out that, in spite of their centrality in schools and classrooms, “Seldom have students themselves been asked about how they experience the educational process, schools, classrooms and teachers” (2000:95). 
Because of this, most classroom learning environments in schools within and around Johannesburg still involve learners sitting passively in their chairs during the course of their learning processes. Effective learning should strike a balance between theory and practice. Theory without practice suffers from verbalism/narration and practice without theory is unsubstantiated (Chinyowa2012). For most classroom situations in Gauteng, the teacher status, relative to that of the pupils is high. This can be perceived as a barrier to the realisation of the more open, creative learning relationship between pupils and teacher which is needed in a drama process (Bowell and Heap 2001). Bowell and Heap go on to highlight that; “At its worst, such relationships produce authoritarian teachers, resentful pupils, and sometimes open confrontation between the two” (2001:51). 

Much of South African educational practices operate at a safe neutral level without the space for emotional engagement, yet the notion that emotion plays a fundamental role in learning has been put forward by many educational researchers (Jensen 2008, Ahirirwe 2012). The reason for carrying out this research is a desire and commitment to empower modern learners. 
This study shares the same assertion with Bowell and Heap (2001) that process drama enhances the shifting of power structures in the classroom between the teacher/researcher and learners/participants in order to empower the latter. It is from this background that this study has chosen the pedagogy of process drama as communication tool to raise self-awareness around peer pressure and drug abuse among adolescents and to explore ways of combating the threat. By using process drama as a communication tool in a primary prevention intervention program with young learners who have not yet developed substance misuse problems, it is presumed that this will reduce the prevalence of drug abuse among these adolescents as they become older.

The function of drama is to simplify moments of life so that they can be comprehended on a stage/acting space. Nevertheless, Rigby (1996) identified that, drama is more complex than real life in that it engages three distinct contexts simultaneously; real life context, the fictional dramatic context and the context of the performance. In real life, participants for this research were 20 adolescent learners from St Theresa’s Convent Primary School. On a day-by-day basis their roles as children, family members and students were fixed. In the fictional dramatic context they take on roles of various attitudes towards the use of drugs, the roles then determine the nature and the narrative of the play. In this context, their real life roles are at least partially suspended to allow the dramatic narrative to unfold (Rigby 1996). Bowell and Heap define role as “who the pupils and the teacher are going to be in the drama” (2001:37). 
In the context of this study, participants assumed the roles of drug lords, drug addicts, counsellors, or those who needed help or otherwise were in conflict and of course because of the safe space created by process drama’s “dramatic elsewhere”, the consequences occurring in the imagined situation could be examined and reflected on with a freedom of debate and expression, because the conflicts and the roles were fictional (O’Neill 1995). In the context of performance (the drama lesson), participants had another set of roles. They became playwrights, directors, actors, and audience of the play they were engaged in creating together. Rigby (1996) reminds that, in the context of performance participants experiment in earnest with the notion of role. According to Rigby, this includes: the techniques of renegotiating aspects of the dramatic situation, role-reversal, experimenting with different actions to improve or change the role, and introducing new characters. The context of performance also engages participants with the reshaping of the audience’s point of view to provide more distance, more empathy, changing the physical parameters, and accentuating the dramatic irony. 
By and large, this research adopted process drama as the specific vehicle through which awareness around adolescent drug abuse could be conveyed precisely because, process drama allows participants to watch the action from inside or outside. This deliberately changes participants’ point of view on the situation, sitting down in the post-drama de-briefing, discussion and reflection, and even recreating the experience in another art form – writing, song, poetry, storytelling (Rigby 1996).
According to UNESCO-Co-ordinating Committee for International Voluntary Service project (2006), unlike other educational tools, applied drama within which process drama lies has the special ability to engage and connect with participants. Thus, applied drama is live and human in that it uses voice, speech, language, the body and emotion (UNESCO-CCIV project 2006). This research concurs with the notion that the experience through drama will be remembered because the tool involves the participants’ whole being and especially so if it is rooted in many people’s cultures (dance, storytelling, role playing).
Thomas Taylor (2007) argues that in order to use participatory drama practices effectively as a communication tool to influence behaviour/attitude change, they must be built on an existing cultural base. In this research, this understanding was utilised in the introductory phase of the practical component of this project where participants enjoyed singing and dancing one of the most popular dances in their community. Process drama arouses strong emotions; the whole person is involved when participating in drama – the mind, emotions, prejudices and passions, therefore the experience and learning is not easily forgotten (UNESCO-CCIV project 2006). At the same time, the element of reflection in process drama provides for intellectual engagement with the experience, questioning of prejudices, and creates distance from the feelings aroused enabling thoughtful decisions or conclusions to be articulated. 
Ahirirwe (2012) quoting Booth (2000) argues that literature and personal experience reveal that drama could be an effective catalyst for genuine emotional engagement with issues of human behavior which could in turn be the beginning of an emancipatory learning process. For this study, process drama encouraged participation and self-expression, especially from those who often go unheard when issues that affect them are dealt with (adolescents).
O’Mara highlights that “…..drama gives us the ability to wear other people’s shoes and see the world from a different point of view” (2002:30). The goal of all actors is to be so convincing in their roles that the audience is temporarily disengaged from the reality of their lives. In so doing, they create a new reality and extract empathy for the condition that they are portraying. This will give birth to a phenomenon called “the suspension of disbelief” (Gamwell (2005). Gamwell goes on to explain that, “the suspension of disbelief” provides such a powerful emotional experience that participants truly empathize with the character/role and the situation being portrayed, and for a period of time forget their own realities. 
Rigby (1996) argues that process drama provides empathy among participants. This is the ability of participants to step into others’ shoes to some degree, and temporarily see the world from a different viewpoint. Playing the role of the worst affected character (a leaner who is lured to drugs), threw participants into decision-making processes about combating the negative peer pressure which eventually led to substance abuse. Drama in Education exponents, Heathcote and Bolton (1995) have revealed that the use of drama techniques such as role-play as a learning activity has improved learner understanding and engagement particularly among adolescents. Role play which is a fundamental technique of process drama has as its primary function to bring about a change in understanding (Ahirirwe2012). 
In the context of this study, process drama was used as a communication tool to enhance young learners’ decision making skills so that those who were and are still involved in drug abuse may change their understanding of the choices they make- that far from being exciting and ‘cool’ drug taking leads to addiction, poor health and diminished economic opportunities. Heathcote suggests that if the role is well thought through, it will provide the participant with decision making situations that will challenge the existing attitude and help in forming a sensitive attitude based on the experiential process. 
The overriding factor which influenced the choice of process drama as the tool for carrying out this research is this pedagogy’s ability to create safe spaces for learners during the exploration of sensitive issues such as substance misuse.  Holley and Steiner (2005) define safe space as a classroom context that allows students to feel secure enough to take risks, express their views, and explore their knowledge. The safe space refers to the distanced or imagined world that participants enter into as they leave the real context (O’Neill 1995). On the other hand, O’Toole and Stinson (2009) describe drama’s safe space as an environment that is encouraging and non-threatening for learning, apart from enhancing students’ ability to learn by increasing motivation and encouraging risk taking. Moje (2000) emphasizes the importance of creating respectful and caring learning environments in which adolescents feel comfortable to take risks in their learning. Being bold, courageous and eventually having fun through creativity comes from a setting that is devoid of intimidating, prescriptive pedagogy (Shafer 2002). 

Cecily O’Neill (1995) maintains that if distancing in process drama is employed in an ironic approach to initiate role play, it will draw the participants into the dramatic world, challenge them to active response, and promote both judgement and interpretation (Ahirirwe2012). Process drama in this research created a fictional world which became a safe space for both the researcher/facilitator and the learners/participants to express their views freely without feeling ridiculed.
UNESCO-Co-ordinating Committee for International Voluntary Service (2006) project highlights that applied drama enables people to explore personal issues safely and outside taboos. St Theresa’s Convent Primary is a Roman Catholic owned private school whose vision is to inculcate Christian values to young children along their journey to adulthood. Nevertheless, besides the Christian values of the school, learners could freely play roles of drug lords, addicts and prostitutes because of the safe space created by process drama’s “dramatic elsewhere” (O’Neill 1995) . Within the parameters of their own culture and using its forms, St Theresa’s grade 7 learners found the power to express drug related views without offending their school’s Christian tradition. 
Since the scenes were created spontaneously through improvisation, each individual adolescent performer owned the play’s content. The participants assumed roles and became absorbed into the “dramatic elsewhere” as they resisted peer pressure which proved to be one of the main causes of adolescent drug abuse. They made the dramatic crisis and its possible solutions come alive. The act of allowing the voices of those who might not have been taken seriously, to speak out was empowering. 

Process drama was innovative within the school environment because it incorporated peer teaching as a technique. O’Toole et al (2005) argue that, peer teaching is a valuable learning tool in schools. The subject matter is mostly dictated by the students. In peer teaching, the content for this research was taken from those students who are subjects of the learning, their own stories and contexts of substance misuse (O’Toole 2005). For this study, participants were grouped according to places where they reside during the exploration of adolescent drug abuse. Each group of learners who live in the same neighbourhood would present their own understanding of adolescence substance misuse in relation to what is taking place in their suburbs in the form of an improvised dramatic process. The peer teaching through drama has the advantage of sharing commonality of experience, together with the novelty of the event (O’Toole 2005). During the course of this study, peer teaching through drama turned out for many students to be enjoyable, enlightening and empowering apart from being transformative in some cases.

Process drama like many other applied drama practices is cost effective (UNESCO-CCIV 2006). Process drama workshops for this research were carried out without any expensive and complicated theatrical props. There was no need for any special designers for light, sound, costume, acting or professional script writers. Every participant was an actor, director, teacher, playwright and designer (Bowell and Heap 2005). Workshops were carried out in the school dancing hall which had two chairs and did not require special lighting. Participants were not supposed to bring special expensive costume for the process; their usual school uniforms were enough. In process drama what matters most is the presence of participants with their bodies, voice and minds. This enabled the practical component of this research process to be carried out within the recommended time frame.

4.5 Conclusion

This chapter has explored the concept of process drama and the merits of different techniques of process drama in the execution of this research. This justifies that process drama was an appropriate communication tool for this primary drug abuse prevention intervention study. Chapter five will expound on each of the six process drama workshops which were conducted during the course of this study, highlighting how the above discussed process drama elements were employed and what effect they had on the 20 involved adolescents’ self-esteem and decision making skills as far as substance misuse is concerned. 

CHAPTER 5: PRESENTATION AND ANALYSIS OF RESEARCH DATA AND WORKSHOPS

5.1 Overview

The previous chapter explored the concept of process drama and its relevance to this study as a communication tool through which awareness around adolescent substance misuse could be raised. Chapter five serves to present and make an analysis of all the six workshops undertaken. Results and reasons for such results will be examined against the research aim and research questions. This chapter will also give a detailed outline of how the six process drama workshops were structured and facilitated within the classroom set-up. Chapter five expounds on what transpired in each workshop, how it happened, and what implications it had on adolescent decision making skills and self-esteem in the context of drug abuse. The data presented in this chapter was gathered through, journals, video and audio recordings and observations. This multiple source of data collection provided a means of triangulation (Gamwell2005).
5.2 Workshop 1

The overriding objective of the first workshop was to create group identity through knowing each other and the creation of rules and regulations for the process (outlining participants’ roles and expectations, in addition to what they expected of me). The second objective was to introduce the concept of adolescent substance misuse which was the theme of the workshop. By the end of this workshop, learners were expected to be able to define and describe adolescent drug abuse in the context of their community. 

5.2.1 Warm up Games and Exercises 

Warm ups were the starting point for all the workshops in order to prepare participants to engage in “the dramatic elsewheres” that were about to be created (O’Neill 1995). Warm-up games and exercises were of fundamental importance during the course of these workshops because they forged a connected group from twenty learners who attended classes together (Boal 1992). In the same vein, warm ups served to support group members apart from building group identity. Thus for this first workshop, warm up games and exercises were used as ensemble-building activities to encourage open learning and risk taking in the learning process.

After being introduced by the school principal to the venue and the class of twenty grade 7 students, I formerly greeted the participants and outlined what we were going to explore as a group. Our workshops were slotted on the school time table, replacing the Arts and Culture lessons which were conducted by the school principal with the same class. I was happy to realize that the class had some drama background. This would make it easier for me to highlight the few differences between process drama and the drama the class was familiar with from their Arts and Culture classes. 

As soon as the principal left the learners in my hands, three quarters of the class became out of hand. Their energy levels were visibly high once the principal was out of sight. This was a true testimony to the imbalanced power dynamics within the classroom environment of most schools in the Gauteng province (Diemont 2007, Mtukwa 2010, Ahirirwe 20112). Initially, this seemed to be an opportune time for my planned warm up games and exercises to channel the energy that participants were showing once the principal left into activities that were connected to adolescence drug abuse. 

Gamwell (2005) reminds that, students, especially adolescents are extremely sensitive to their social context so much so that any negative experience can have devastating and long-term effects on their self-esteem and learning. Hence, I did not shout at the learners who were over excited, because in learning, adolescents work hard at minimising risk to avoid shame and the lowering of self-esteem (Ingleton1999). Rather, after a while, struggling to get the attention of the class, I asked them what they wanted us to work on as a group for that day. Betty Jane Wagner, (1979) and Dorothy Heathcote (1995) suggest that if a facilitator does not know the group, he/she can start by asking what participants would like to explore. Participants’ contributions during the process influenced the course of this session to a large extent. Learners suggested that they wanted singing and dancing to a common local song (Shosholoza).
Taylor (2007) argues that in order to use applied drama practices effectively as a communication tool, they must be built on an existing cultural base. This was proved by the introductory phase of this project where the group enjoyed singing and dancing one of the most popular dances in their community. Instead of sticking to my planned warm up games, I incorporated the song Shosholoza, which I eventually manipulated to my advantage as a facilitator. I did not decline their request to sing, because Taylor (2000) argues that a researcher should be open minded, flexible and work collaboratively with the participants. Much to the participants’ surprise, I even joined them in singing Shosholoza to encourage their participation, ownership of the process and contribution to the learning process (Bolton 1995, Heathcote 1984, Bowell and Heap 2001, O’Neill 1995, O’Toole 2005). 

Because every song normally has a meaning, after warming- up with Shosholoza, as part of reflection, I asked the class what the meaning and context of the song was. Jens (2007) maintains that reflection helps participants to reflect on their participation and formulate how the experience relates to other aspects of life. In this case, I wanted the participants to link the meaning of the song to their situation in school so that I could find ways to align the meaning to the theme of this particular workshop. 
For this workshop, in-role and out of role reflection was interwoven with different sessions of the workshop to enable participants to speak back to their experiences whilst they were still fresh in their minds. In this case, reflection was of fundamental importance since it gave learners an opportunity to turn abstract ideas into concrete representations (Neelands2004). Participants linked the train journeys during which the song was sung during the apartheid era to their academic adventures which they claim have always been full of oppressive rules set by school authorities without their consultation as the concerned partners. This has been highlighted by Cole and Knowles (2000) who pointed out that, in spite of their centrality in schools and classrooms, seldom have students themselves been asked about how they experience the educational process, schools, classrooms and teachers. Such reflection was a reminder to me as the facilitator/teacher/researcher to position myself as a character in the events, not a superior who knows all (Clandinin and Connelly 1994).
The song enabled me to get participants’ attention, thus, I asked them to start exploring space with a natural extension of walking with an awareness of the self in the space, and the self within the group (spatial exercise Annie Loui, 2009). Such a spatial exercise sharpened participants’ focus on the game. The exercise further helped me as a facilitator to identify participants who were not active enough and perhaps needed some special attention. However, for the first workshop every group member was co-operative and in high spirits.

After realizing that participants were cooperative enough, I led the class into a circle for the ‘Name and Action’ game. Lepp and Zorn (2002) describe the circle as an old tradition of equality, and a democratic form of communication. In the same conviction, the workshop used the circular formation as a symbol of unity, harmony, fellowship and connection as participants explored adolescent substance misuse through the introduction of their respective names. 
This type of introduction promoted equality amongst us as group members, because individuals were introduced more cordially by a personal touch of identification of one’s real name and less by status identifiers such as profession or place of residence (Lepp2003). Every participant had an opportunity to make a body movement/sound which portrayed one’s feelings and understanding of adolescent drug abuse. Those fantastic body movements/languages and sounds were accompanied by individuals’ real names. The whole group would repeat the action of the leading person and shout out his or her name, before the next participant took over. Having been used to the ‘top-bottom’ learning environment where learners usually assume passive roles in their chairs, some participants were reluctant to take part in the ‘Name and Action’ game. We had to skip them and come back to them later when they were prepared to lead with their action/sound and names. 

From the mimes, sounds, gestures and other body moments, smoking dagga and cigarettes was the pre-dominant action from most of the learners’ perception of adolescent drug abuse. This aligns with research (Potterton and Northmore (2005, Stevens and Smith 2001) that smoking is on the increase in children aged 12-13 and that dagga is the most abused drug by adolescents in schools. Smoking was followed by alcohol drinking. This concurs with Mbuya (2002) who argues that, despite the fact that in South Africa, it is illegal to buy alcohol if one is under the age of 18, alcohol remains the most popularly abused drug with 9 in 10 boys under the age of 13 years drinking secretly. The increase in liquor outlets, shebeens in particular, and drug smuggling and selling as a means of income is also a grave concern as it seems to be promoting adolescent drug misuse. Parry (1995) highlights adolescents as one of the groups who are particularly at risk for alcohol-related challenges. 

This type of warm up exercise helped us to stretch our bodies, voices and minds, hence preparing participants’ listening skills, timing and spontaneity which are imperative in process drama (O’Neill 1995). The fact that this warm up game gave every participant an opportunity to lead the class during the session encouraged their participation, ownership and contribution to the learning process. Mtukwa (2010), quoting Chaplik in McBee (2006) posits that the more individuals are supported within a group, the better they can express themselves as individuals. “Name and Action” game enhanced participants to know each other in a unique way. The body movements and gestures which were executed alongside different names served as glue in the corridors of group members’ memory lanes. I personally found it not easy to forget some of the names however strange they sounded to me because of the amusing mimes and body expressions which even now reminds me who Mashudu, Zama, Nandi or Teryn are. 

The goal was not the exact imitation of drug abusing, but an understanding from the inside, of the mechanisms of each movement and the concept of adolescent substance misuse (Boal 1992). This playful participatory exercise made participants laugh and become relaxed. Such playing which also involved me as the teacher helped learners to develop a sense that “we are all in this together” and it made the learning environment democratic and welcoming. In such a unique class, the facilitator/researcher is not a teacher, but rather someone whom the learners can trust and identify as a sharer.

5.2.2 Dramatic Contract or Enrolment
The highest levels of energy that participants showed as soon as the school principal left them in my hands had the potential to be destructive to the workshop if some rules were not created to regulate the amount of participant freedom and power that comes with process drama. Adrian Jackson (2007) notes that just like in Forum Theatre, the effectiveness of a process drama workshop resides in the skill of the facilitator or teacher and his / her ability to solicit participation from an initially well-behaved group of participants. This then follows that there was an urgent need to have some guidelines which the group members would come up with for us to be in a better position to work together during the course of all the six workshops (Ahirirwe 2012).

Moje (2000) emphasizes the importance of creating respectful and caring learning environments in which adolescents feel comfortable and take risks in exploring substance misuse. Cecily O’Neill argues that, “the dramatic world cannot happen without agreement to the complicity in the creation of that world” (1995:57). Hence, there was need to set up a learning contract (Mtukwa 2010). Just as conventional theatre cannot take place without an agreement for the “suspension of disbelief”; a dramatic contract needs to be created as a way of striking an agreement with and cooperation from participants (Gamwell 2005). Neelands (1984) contends that a dramatic contract enables participants to prepare and deepen their response and experience of the process drama beforehand. 

For this workshop, the learning contract promoted the “suspension of disbelief” and enabled participants to break away from the conventional classroom setting as they entered into a “safe space”. It was an entry point into the dramatic world. There was a general consensus to create a new reality that would extract empathy for the conditions that were going to be portrayed. This phenomenon, “the suspension of disbelief” provided a powerful emotional experience that enabled participants to truly empathize with the roles and situations portrayed, and for a period of time, forget their own realities (Gamwell 2005). 
It was also vital to create rules and regulations on how to conduct ourselves before entering and exiting the space to protect those in it and outside of it (Mtukwa 2010). There was need to set a contract for regulating the use of power, freedom and spontaneity associated with the pedagogy of process drama. The dramatic contract was of fundamental importance because it outlined the rules of the space. According to Mtukwa (2010), the rules of the play/process do not destroy the fun and the freedom of playing. However, they help participants to engage in the freedom of spontaneity. The “dramatic elsewhere” space is a space where dead people are alive, the past becomes present, the future is today, duration is disassociated from time, everything is possible in the here and now, fiction is pure reality and reality is fiction (Boal 1995). It was a space where a day could be compressed into a few minutes and where participants as playwrights could create roles and kill them at will. 
This dramatic contract was meant to regulate participants’ amount of freedom and action that would have been delegated to them. By and large, as participants we were supposed to protect this “sacred” space and make it as safe as possible to become anything we wanted it to become. The following are some of the rules the group agreed on; respect, punctuality, confidentiality, participation, no teasing, tolerance, honesty, team work, reconciling, boundaries, considerate, empathy and reciprocity.
5.2.3 Survey of Participants’ Understanding of Adolescent Substance Misuse

Apart from the dramatic contract, for this workshop, the class was divided into three groups. Each group was expected to find common similarities in their individual actions or mimes from the “Action and Name” game so that they combined them to come up with one freeze-frame (Tableau) of their understanding of drug abuse. This means that each of the three groups was going to describe and explain their understanding of adolescent drug abuse through a freeze frame. 

During the course of this session, it dawned on me that, having participants work in groups on their projects allowed them to take their time to ensure that they aligned their choices of what was incorporated in their tableau to the specific interests and abilities of the group members (Gamwell 2005). On a practical level which comes with process drama, participants worked closely within the three groups to ensure that their work was good quality. It was noted that, this concern with quality was developed because once group members made decisions about the nature of their freeze-frames, they developed a sense of ownership amongst themselves. This ownership focused the three groups on the goal of successful and timely completion of the work. It was evident that participants worked from their areas of strength. 
Gamwell (2005) argues that, because in drama most participants work from their areas of strength, they meet with success. This was substantiated by the good quality of freeze-frames by all three groups. Through this process many participants said that they came to recognize and appreciate the strengths in each other that they have never previously known about. All the learners had an opportunity to have their moment in the tableaus and to have their peers recognize their abilities.

This finding supports research that emphasizes the important contribution of shared meaning making to the development of a positive environment conducive to learning (Carico 2001). When all three groups were ready to present, each group was given the centre stage to show their tableau to the class. As the presenting group was frozen, members of the class reflected on their tableau.During reflection, participants who were not part of the composers of the freeze-frame distanced themselves from the presented tableau so that they could scrutinize the action to find meaning and significance (O’Toole 2012). Thereafter, composers of the picture would describe and explain their picture against the findings of the class.
Participants from both groups were indeed happy to have a moment of speaking back to their work. This showed that the key to learning is not only the experience itself, but also the reflection related to that experience. Participants examined what emerged from their aesthetic engagement with the respective freeze-frames to see if they had gained any new insights or change of understanding. For this session reflection was interwoven between each group’s presentations. During reflection, participants pointed out the fact that their understanding of adolescent drug abuse shifted. They highlighted that, they later gained a new understanding about South African laws which forbid persons below the age of 18 to smoke cigarettes and consume alcohol from the proceedings of the workshop.
5.2.4 De-roling/Closure

By the end of a process drama workshop, participants will need to be brought back from the “dramatic elsewhere” to the real world. In the context of this session, the drug abuse freeze-frames made the grade 7 learners to “step into other people’s shoes” which entailed entering into a different state of consciousness mentally, physically and emotionally (O’Mara 2003). The closure for this workshop was the “Cat and Mouse” game.

The “Cat and Mouse” exercise emphasised the importance of listening to instructions and the idea that we were all equal even at the end of the session. The fact that even myself as the facilitator was being chased by the participants in the fictional world of Cat and Mice was a sign of the shift in the power structure between the teacher-facilitator and the participants. Such a closure enabled the participants to shift from the context of their tableaus into the classroom environment.    

5.2.5 Workshop Analysis 

After the three presentations alongside reflection from both groups, I personally realized that through freeze-frames, participants had the liberty to use their bodies to express feelings and emotions about adolescent drug abuse which could not have been expressed by speech or words (UNESCO-Co-ordinating Committee for International Voluntary Service project 2006). The three freeze-frames were a process of expression and discovery about adolescent substance abuse through the weaving together of different ideas into a unified and coherent creation (Eisner 1998). 

For this very first workshop, the tableau enabled me as the teacher/researcher to find the starting point or initial impulse for participants to engage with adolescent substance misuse (O’Neill 1995). Taylor (2000) argues that the tableau is an ideal tool in the initial stages of playmaking. For this research, the tableau was also a way of finding out how (surveying) participants’ understanding of adolescent drug abuse and the way they were likely to project themselves into drama. Through the act of translating their understanding of adolescent substance misuse into a tableau, learners developed new ideas about the object of their thinking (Smagorinsky 1996). Smagorinsky further contended that students construct meaning through deliberation on the material they produce.

It emerged from the discussions and reflection by both groups that the majority of the participants were involved in drug abuse at some point in their lives. However, all the three groups’ freeze-frames pointed out that participants had the belief that when they are dealing with legal drugs such as tobacco, beer and medical prescriptions from medical doctors, they would not be implicated into drug abuse. They believed drug abuse comes into play only when they are indulging in illegal substances. Reeler (2005) asserts that reflection helps teachers/facilitators to plan the next session of the drama in addition speaking back to the aims and objectives of the process drama. In the same conviction, such deductions from the class’s reflection helped me to plan the subsequent workshops.

5.2.6 Findings

From this first process drama workshop, I developed one major finding in response to my key research question: In what ways can process drama be used as an effective communication tool to raise self-awareness around adolescent drug abuse? It emerged that, freeze-frame as a process drama technique can be used effectively to express information around adolescent drug abuse. Learners managed to generate a better grasp of adolescent substance misuse for themselves through freeze-frame by means of, emotional engagement, focused attention and active engagement.

The second finding from this workshop speaks back to this study’s second research question: How can process drama be used to enhance self- esteem and develop healthy decision making skills as an antidote to peer pressure? The empowering qualities of O’Neill’s (1995) fictional circumstances essential to process drama had the ability to shift the power structure between learners and myself as the teacher-facilitator, so that the learners were empowered. This was revealed by some learners who reflected that they felt empowered by playing the role of a Cat during the de-roling exercise. Cecily O’Neill’s (1995) assertion regarding the empowering qualities of process drama’s “make-believe world” enhanced participant self-esteem by the creation of a safe space which was devoid of shame and pride. 
Ingleton argues that, “Shame and pride are powerful emotions in learning because they are part of social bonding, and the basis of self-identity and self-esteem….” (1999:9). Branden (2001) identifies self-identity as one of the pillars of self-esteem during adolescence. On the other hand, Ross (1994) posits that, inferiority, fear, depression, anxiety / worry, guilty and resentment are blocks to self-esteem. Hence, to get rid of shame, pride and all the above stumbling blocks to participant self-esteem the Dramatic Contract was used to create a learning environment which was free of Ross’ blocks to self-esteem. Most participants highlighted that words like; tolerance, considerate, honesty, team work and empathy which constituted the contract raised their esteem since nobody was going to be superior during the course of the workshops, including the teacher / facilitator.  
5.3 Workshop 2

Taylor (2000) reminds that reflection helps facilitators/teachers to plan the next sessions of the subsequent workshops. Taking cognisance of the fact that participants were expecting to play some roles in the first workshop, the main objective of the second workshop was to introduce the participants to process drama particularly situational role playing. Since participants attempted to describe and explain drug abuse in the previous session, by the end of this workshop, participants were expected to outline  causes of adolescent drug abuse and identify some of the most abused substances by adolescents in their communities. Learners were also expected to highlight effects of the identified abused drugs.

5.3.1 Warm up Exercises and Games

Following an exercise of exploring space, participants were asked to name the suburbs in which they lived. Most of these suburbs were within and around Coronationville, and thus participants identified suburbs which fall within St Theresa’s sphere of influence. From this warm up exercise it emerged that St Theresa’s Convent school has learners from the following suburbs: Newlands, Soweto, Fourways, Westbury, Eldorado Park, Bosmont, Sophiatown, Claremont, Florida, Ennerdale, Noordgeig, Krugersdorp and Southdale. 
5.3.2 Pre-text 

Using the identified suburbs, the class was divided into three groups. The first group had members from Eldorado Park, Soweto, Newlands and Westbury. The second group constitutes learners from Bosmont, Noordgeig, Fourways and Claremont, while learners from the third group lived in Florida, Krugersdorp, Ennerdale and Southdale. In their three respective groups, participants derived the definition of drug abuse from the previous session and wrote it on a large flip chat. Accompanying this definition was the names of suburbs where group members reside. On the same flip chart, each group drew a giant tree with well-defined roots, trunk and leaves/fruits. 
Bowell and Heap (2001) posit that, the key to a successful pretext rests on knowing which strategies to use at which point, in which combination and for which purpose. In line with this argument this workshop used a metaphor as part of the pretext. O’Neill (1995) reminds that, if distancing in process drama is approached metaphorically, it initiates role- playing and draws participants into the dramatic world. It challenges them to activate response and promote both judgement and interpretation. 
A number of suburbs under which participants from a given group reside were represented by the drawing (a giant tree). The roots of the giant tree symbolised the causes of adolescent substance misuse, while the leaves and fruits represented the effects of drug abuse among adolescents. Drawing an analogy from this, it was hoped that participants would have a better grasp of the root causes of adolescent drug abuse and its results in their respective communities. Hence, participants were in a better position to imagine the setting and roles in the story. Participants took ownership and enjoyed making contributions to the construction of the trees that were representing their communities. This was shown by the colourful of pictures and the amount of time learners took working in the groups. Two groups were so engrossed into their drawings that they did not break for tea. This exercise empowered participants by keying them into the imagined world of their suburbs.
The selection of pre-text is paramount to the effective empowerment of learners by teachers through process drama’s imagined environment. Bowell and Heap (2001) describe pre-text as the context of a drama. O’Neill (1995) refers to it as an important feature of process drama that makes it work without a script. She goes on to suggest that the pre-text must have a link with the drama. In this workshop the pre-text served as the foundation for the drama, thus the dramatic context created by the pre-text provided a deeper understanding of the roles and setting in which the participants explored adolescent substance misuse.  
Taylor (2000) asserts that the pre-text is not an isolated activity but an integral component within which the possibilities of pursuing any particular theme in the drama is found. The picture of a giant tree which symbolized adolescent drug abuse in a selected number of suburbs played a very important role in this workshop by setting up an impetus for the process drama. It created a clear purpose and task for the participants to explore substance misuse and enabled them to create a dramatic world (Taylor 2000). According to Cecily O’Neill (1995), the dramatic world can be derived from a word, a gesture, an action, a location, a story, an idea, an object or an image. Concurring with O’Neill, this workshop employed an image of a giant tree which served as a pre-text for the workshop’s process to activate the dramatic elsewhere and ease participants into the learning experience. 
Writing the names of suburbs in which participants live on top of the drawing was very crucial because it established a context where the drama was going to be taking place. The atmosphere, roles and situations became predictable. In a way, this type of pretext eased us into the world of substance abuse and we started to identify with some roles in the situations that were going to be improvised. The way the story was introduced opened up possibilities for participants to create, maintain and develop their roles.
5.3.3 Group Presentations and Reflection
Every group was asked to improvise a short drama that was supposed to epitomize the major elements of adolescent substance misuse as shown on their respective diagrams. Each group presented their tree to the class with a detailed description and explanation of the causes of adolescent drug abuse, a list of abused drugs in their respective communities, and finally the consequences of misusing drugs. This giant tree acted as the pretext for the short drama each group improvised. The short play for every group was supposed to have some roles to depict what they explained about from their respective giant trees. After each group’s presentation, there was a reflection during which members from other groups would mention one word from what they had seen in the process. In addition to this, members of the group who were taking roles in the improvised play would speak back to their roles.
Almost every group had the main role as someone who uses his/her social status in the society or at school to lure vulnerable roles into drugs. Because of low self-esteem and poor decision making skills, the influenced roles ended up dropping out of school, becoming addicts, committing crimes and losing their lives. One group with participants from Florida, Krugersdorp, Ennerdale and Southdale depicted a scenario whereby a friend from a very rich family convinced his two classmates to smoke dagga at school. They eventually drop out of school and become drug addicts committing all sorts of crimes like, house breaking, bank robberies, car high jacking and gang raping. One day, under the influence of drugs they robbed a bank and during a police chase, their car overturned resulting in two of them dying on the spot. The survivor was sentenced to 40 years in jail.    

From all the three processes it emerged that peer pressure is a main cause of substance misuse among adolescents. This is squarely in line with research that peer pressure is a common reason given by adolescents for abusing alcohol and other drugs (Rocha-Silva 1995, Moleko and Visser 1999). The other common cause of adolescent drug abuse which was prevalent from the group performances was stress. According to Bry (1983) and Sinha (2001), the stress theory suggests that young people turn to drugs to deal with feelings of frustration, hopelessness and worthlessness caused by their failure at school or conflicts at home. 
Thus, it could be inferred that teenagers may use drugs as a means of temporarily alleviating discomfort connected to life events which they perceive as being out of their control (Sinha 2001). This is because teenagers are faced with many conflicts of sexuality, identity problems, pressure to excel at school and adjusting to many bodily changes, hence, as a result adolescents use drugs to cope with these emotional conflicts (Sdorow 1990 cited in Borkum 1999). The individual use of drugs to counteract stress, anxiety, emotional tension and conflict qualifies the use of drugs as tension reducers. Overall, it emerged from group reflection that causes of adolescent drug abuse can be divided into; social, individual and historical/background factors (Wagner et al 2001).

Participants described the following as the most adolescent abused drugs in South Africa; crystal methamphetamine, marijuana, tobacco, alcohol, cocaine, ecstasy, glue, oak-pipe, heroin and crack.  The effects of adolescent substance misuse that were identified range from juvenile delinquency, death, addiction, ill health, imprisonment and joblessness.
By and large, the short plays complemented the diagrams by enabling a sustained experience since they were events in the social life of the learners and the concerned suburbs. The characters and the dramatic situations were discussed, hence remembered long after the performance.
5.3.4 De-roling

Because of the roles they played or witnessed during group improvisations, most participants were excited and might still play such roles with their friends well after the presentations. As a result, participants are supposed to be brought back from the “dramatic elsewhere” to the real world through a de-roling exercise. The drama enabled them to enter the worlds of “others” across cultures. Caroll (2003) describes this as the interactive nature of process drama that attempts to hold two worlds in the participant’s mind; the world of real life and the fictional world simultaneously. Through this learners had an opportunity to express the beliefs and feelings of people in real life situations regarding adolescent substance misuse.  Schneider et al (2006) describes this as entering the world of others through process drama. 
As a result, before dismissing them at the end of the workshop, participants need to be brought back from the “dramatic elsewhere” to the usual classroom context, (taking off other people’s shoes). The closure of the workshop was in the form of each participant giving an action and word which summarized one’s personal experience of the entire workshop. Hence, some participants gave the following words to express their feelings about the workshop; informative, educative, amazing and interesting. Although most words and actions revealed that some learners gained new insights about adolescent drug misuse, I was fascinated by one boy who was a little emotional as he shouted, “transforming” whilst taking off his school jacket from his body. It dawned on me that some participants could be traumatized by the work. As the teacher/facilitator I was keeping an open eye on participants who embodied roles of “perpetrators” or “victims” in conflict situations, in case, they needed a careful moment of de-roling.  However, all the participants were in their usual high spirits after the session.
5.3.5 Findings
Dorothy Heathcote and Gavin Bolton (1995) suggest that problem-solving is the basis of learning and maturation in role-playing. They further argue that, if the role is well thought through, it provides the participants with decision making situations that will challenge the existing attitudes and enhance healthy decision making skills during the experiential process. During the course of this workshop, role-play seemed to be an effective catalyst for genuine emotional engagement with adolescent substance misuse, which in turn might have been the beginning of an emancipatory learning process (Booth 2000). This was substantiated by the learners’ summery of their feelings towards the workshop. Words and phrases like:“will never do it again”, “educative”, “enlightening”, “edutainment”, “discovering”, “awesome”, and “pleasing” and some actions were a testimony to the above assertion. One girl’s action was unique and interesting. She mimed pulling a curtain to the side, looking through the window and removing a pair of spectacles as she shouted; “enlightening!” 

Through role-playing, participants from all the three groups managed to articulate the root causes of adolescent substance misuse and the effects in their respective suburbs. Reflecting on their roles, most participants could suggest solutions which should be used to alleviate the challenges of drug abuse in their communities. Role-playing gave participants the freedom to choose. This forms part of the decision making process which is essential in dealing with adolescent drug abuse (Covey 2006). This speaks back to this project’s second research question: how can process drama be used to enhance self-esteem and develop healthy decision making skills as an antidote to peer pressure? The positive and supportive emotional climate which was created in the classroom provided the necessary context for participants to feel comfortable to take the risk of sharing the sensitive private sides of the communities they live in, as far as drug abuse is concerned. 
5.4 Workshop 3
Reflecting on the previous session, participants reached a consensus that peer pressure is the main cause of adolescent substance misuse. As a result, the major objective of this workshop was to introduce the concept of adolescent peer pressure among the participants. The second objective was to facilitate a better understanding of self-esteem and develop a culture of healthy decision making skills as an antidote to peer pressure. By the end of this workshop, learners were expected to have a better grasp of hot seating as a process drama technique and be able to differentiate between negative and positive peer pressure.

5.4.1 Warm up Exercises and Games

During the course of the third workshop, I asked participants to lead the workshop with one game of their choice. One participant volunteered, and led the class in warming up with an exercise she identified as; “Do as I do”. Asking participants to lead in the warm up exercises was meant to encourage their ownership of the process and contribution to the learning process (O’Neill 1995, Bolton 1998, Mtukwa 2010). Thus, in a semi-circle, the volunteer commanded the class to imitate every action and sound she made, like; jumping, sitting down, shouting, clapping, walking fast and slowly. Apart from developing participant concentration and stretching muscles, this warm up exercise from the volunteer was appropriate to the theme of this particular workshop.  Peer pressure is when one’s peers try to get one to do something that he/she might not do otherwise (Canfield et al 2006). This warm up exercise served as a sign post to the theme of this workshop (peer pressure).
For the second warm up game, participants got into a circle and each was expected to name one drug of their choice and improvise an action that showed how the chosen substance was being abused by adolescents in their suburbs and townships. For each action, participants would repeat the name of the drug and the composer’s action. This exercise was very important because it gave each participant an opportunity to lead the workshop in acting out their challenges. Moreover, it also carried the main theme of this study (adolescent drug abuse) which was attributed to peer pressure by almost all the group improvisations in the previous workshop. 

When every group member had executed their improvised actions, the class reflected on the two warm up exercises. Linking the first exercise to their understanding of peer pressure, some participants who highlighted that they were Christians felt forced and abused in repeating some of the actions and sounds. Some associated the persuasive manner in which (Zama) who led the exercise implored them to join to what happens during peer pressure. For the second warm up exercise, the smoking of dagga and cigarettes were the most revealed actions. This corroborates with Wagner and Waldron (2001) who assert that, for most adolescents, tobacco and alcohol are the first substances to be abused. They further pointed out that, later, a proportion of these youth begin to use marijuana, stimulants, and cocaine.

5.4.2 Pre-text

After reflecting on the warm up exercises, I put a big flip chart in the centre of the classroom with the phrase “peer pressure” inscribed on it with bold letters. I asked each participant to position themselves around the flip chart in relation to their previous and present encounters with peer pressure. This workshop employed O’Neill (1995)’s fundamentals of process drama whereby the drama stems from a phrase. Thus, the phrase “peer pressure” provided the pre-text to the process drama. The phrase served as the starting point and provided the participants with a background to the theme of the workshop. Bowell and Heap (2001) assert that the right kind of building belief strategy allows the teacher to ensure that the “dramatic elsewhere” becomes of the highest quality possible. The phrase, “peer pressure” provided the participants with a framework within which the exploration of adolescent substance misuse would take place.

I was attentively watching how different participants placed themselves in relation to the phrase “peer pressure”, because I was going to ask them to do the same exercise at the end of this session. This was used to determine whether they would have gained a change in their understanding of peer pressure after the workshop. More than half of the class positioned themselves around the flip chart. This meant that they had, or were still experiencing peer pressure in their daily lives. The remaining members of the class placed themselves in different positions away from the chart. What this latter group had in common was the fact that, they were not associated with peer pressure in their daily activities. 

Each participant explained their encounter with peer pressure, and it emerged that most of the shared stories had something to do with drugs. It was interesting to hear from the majority of participants confessing that they were at some point in their lives involved in taking drugs. This was a proof that, the classroom environment was comfortable enough for participants to take the risk of sharing the private side of their lives (Moje 2000). Given the age range of the 20 participants for this research 11-13 years, the revelations concur  with the first South African National Youth Risk Survey of 2002 which showed that one in three learners aged between 11-13 years reported having smoked cigarettes in their life time. This is a testimony to how vulnerable adolescents are to drug misuse in South Africa. Because of this, Bosworth (1997) warns that more drugs are being used by school children today than at any other time in recent history.    

5.4.3 Group Presentations and Reflection

O’Neill (1995) suggests that in process drama, brief improvisations may involve only a few participants at a time while the rest of the group provides an audience for their experience. Taking this into consideration, I divided the class into two groups, so that those who were completely involved in peer pressure were the first group, while the remaining learners constituted the second group. Each group was expected to improvise a short drama where some members would assume main roles to show how they were involved in peer pressure. This means that each group presentation wove together different stories of peer pressure into a unified and coherent creation (Eisner 1998). 

Some roles were hot seated as an interview technique to gather information. Students and the researcher assumed roles in the improvised performances and answered questions from others whilst in role. Some of the roles were hot-seated individually, in pairs or in small groups. During the course of this workshop, the hot seated character would take the centre stage in a chair in front of the class in a semi-circle. Participants have to question or interrogate a role to find out information, ascertain why the role player was pressured by peers, or to offer the role advice on how best to negotiate the challenge of peer pressure (O’Toole 2012). 

Since questioning is of fundamental importance during hot seating, as the teacher/researcher, I treated hot seated participants as knowledgeable role players while I took different roles as facilitator, catalyst, observer, participant or both during the hot seating session. I deliberately assumed the role of a facilitator in order to guide the questioning in a constructive direction by posing open-ended questions which provoked the hot seated role player’s imagination so that maximum information around peer pressure could be gathered.

An interesting element recurred in the two group improvisations. This was the issue of “Lolly Lounges”.  Roles who were suffering from peer pressure ended up languishing in the so-called “Lolly Lounges”. Explaining what a “Lolly Lounge” is, one of the hot seated role players had this to say; 

Lolly lounges are houses like shebeens, where an initiation process into substance abuse takes place. It is where the drug Lords get the young girls hooked on drugs and then they have to start working for drugs by luring men in for money. 

It was evident during both in-role and out of role reflection by most participants that some adolescents give in to peer pressure because they want to fit in, or worry that their peers may make fun of them if they do not go along with the group. It also emerged that others may go along because they are curious to try something new that others are indulging in (Gonet 1994, Potterton and Nortmore 2006, Mbuya 2001). This goes hand in glove with David (2006)’s assertion that, the need for acceptance, approval and belonging is vital during teen years. Nevertheless, the majority of participants had a misconception of positive peer pressure. Before this session, for most of them, peer pressure was associated with the violation of rules and regulations with one’s peers trying to get a friend to do something bad that the former might not do otherwise, like smoking, drinking alcohol and absconding classes.

5.4.4 De-roling

After group presentations and reflection, I put two flip charts in the centre of the class so that participants were brought back from the “dramatic elsewhere” to the usual classroom world by placing themselves in relation to the phrases “Positive peer pressure” and “Negative peer pressure”. This rechecking exercise was crucial by the closing stage of this workshop because, the key to learning is not only the experience itself, but also the reflection related to that experience (Chinyowa 2012).  

At this stage of the session, there were varied shifts in the positioning of participants. Almost every participant changed their positions, but most notably closer to the phrase “Negative peer pressure”. A quarter of the class was placed within and around the positive peer pressure chart. The remaining participants were unique. They were the “in-between”, because they placed themselves between the two charts. When the “in-between” were asked the reason they chose to be in-between, most of them pointed out that, they were convinced by friends or family members to take drugs such as cigarettes or marijuana at some point in their lives. When the positive peer pressure group claimed that the “in-between” group was supposed to be part of the negative peer pressure group, one boy argued that it was very difficult for him to discover the bad part of smoking when his own uncle asked him to try it.  

At the end of the rechecking exercise, many participants revealed that because of this session, they had a better grasp of the concept of peer pressure. They could relate it to drug abuse in their respective suburbs in many ways. For example, negative peer pressure was identified as the main cause leading teenagers to run away from school and join the “Lolly Lounges”. Positive peer pressure was associated with constructive pressures like an encouragement by one’s friend to go to the library, doing sports, doing homework and being early for classes. 

Because of these major changes in participants’ positions, I personally discovered that the rechecking exercise helped learners to examine what emerged from their aesthetic engagement with the two group dramatic improvisations. In a nutshell, this de-roling exercise provided me with a unique window through which I gauged whether participants had gained any new insights about peer pressure. Overall, most of them gained a change in their understanding of the concepts of peer pressure. Shifting from their initial positions in relation to the same flip chart was a testimony to this.   

5.4.5 Findings

The key finding from this workshop highlighted that hot seating based learning experiences can contribute to participant engagement in their learning, critical thinking and problem solving skills (Boal 1982, UNESCO-CCIV project 2006). In the technique of hot seating, a role is questioned by the group about his / her background behaviour and motivation. In line with Boal (1982), the type of questions which were posed to participants in role was mostly open-ended. These are constructive, thought provoking questions which leave the role player confronted with the decision-making and problem-solving necessary to the promotion of adolescence self-esteem and healthy decision making skills. The following are some of the questions and answers provided during the hot seating session:

Facilitator’s Question:  Excuse me Maria, do mind to tell us where you are now?
Hot seated Role Player’s Answer: I am doing my homework at one of the biggest public libraries in Sophiatown.

Facilitator’s Question: Please, Maria, why did you not run away from your aunt’s house like your friend Gloria who is now enjoying herself doing drugs out there?

Hot seated Role Player’s Answer: Look, I am in grade 7 now and very young to indulge into drugs. Anyway, even if I were a grown up, I would not do drugs.

Facilitator’s Question: Oooh, really! You do not do drugs, so how do you spend your leisure time?

Hot seated Role Player’s Answer: Normally, I do sports or go to church.

Facilitator’s Question: Good for you Maria. Suppose you meet your friend who has run away from school and doing drugs, what advice will you give her?

Hot seated Role Player’s Answer: I will encourage her to come back to school, because drugs are not good for her health, most of them are illegal so she will end up arrested and charged.

These answers were of course given in role and cannot provide definitive proof of change of attitude rather than knowing what answers the facilitator would like to hear. The importance of this process is that it opens discussion and response from the group as a whole and encourages examples of reasoning and resistance to peer pressure. 
5.5 Workshop 4
Among the attributes of a researcher that Taylor (2000) puts forward is storytelling. A story revolving around adolescent substance abuse was employed in order to engage the participants with the theme of the workshop. Hence, the major objective of this workshop was to introduce the concept of teacher-in-role to the class through storytelling. The other objective of this workshop was to stimulate awareness around the dangers of drug abuse. Hence, by the end of this workshop, learners were expected to have a better grasp of teacher-in-role and storytelling. It was also the hope of this session that, participants would be in a position to decide and stand for what they believe in as far as substance misuse is concerned.

5.5.1 Pre-text

O’Neill (1995) asserts that an effective preliminary frame for process drama carries clearly accessible intentions for the roles it suggests, a task to be undertaken, decisions to be made and the challenges to be explored. She goes on to explain that; “The ideal pre-text rings up the curtain by framing the participants effectively and economically in a firm relationship to the potential action” (1995:22). In an attempt to hint at previous events and foreshadow future occurrences so that the participants developed expectations about the dramatic action for the session, this workshop used storytelling as the pre-text. The story was a newspaper article; Girls abused in drug dens, from The Star of May 21 (2012) by Mpiletso Motumi.

The reason for choosing storytelling as the pre-text for this workshop was based on Dickinson (2009) who reminds us that, the appeal of stories readily engages people’s attention if they are told well. Engaging target participants is a necessary first step for behavioural change (Bandura 1986). Since the main objective of this research is to facilitate adolescent drug abuse behavioural change, storytelling was the most appropriate pre-text to use for the young learners. 

After a warm up exercise designed to energise and create focus, I asked the participants to sit down since it was storytelling time. I sat in the centre of the circle, removed my cap and put on a pair of spectacles to signify that I was assuming the role of a storyteller. I did this in line with O’Toole (2012) who reminds us that when teachers are using teacher-in-role, they need to make it very clear to the group the moment they stop being teachers and start to take on a role. Putting on the pair of spectacles and the removal of my cap helped me in building the belief among the participants that it was now storytelling time. Most participants were surprised. Their curiosity helped me to draw their attention, and start telling the story of Dolly, a teenager who has recently transferred from a rural school in Limpopo to do her grade 8 at Westbury High School in Coronationville. Dolly has been reported missing by her aunt with whom she has been living since she joined Westbury High school. It is two weeks now since Dolly has gone missing. All along, the aunt thought she was at her sister’s place in Sophiatown where she used to visit. However, after confirming with Dolly’s school, the aunt is told that Dolly has not been in school for the past two weeks. Some of her class mates indicate that on the day of her disappearance, they saw her in the company of three friends who had been recently rescued from drug hub houses (Lolly Lounges), but who have since run away again from their homes to join the Lolly Lounges. The aunt is helped by the school to report Dolly’s case at Sophiatown Police Station. The police have raided two Lolly Lounges near Westbury High School, but Dolly is still missing.

After telling the story, there was reflection on what the story was all about. Dickinson  argues that; “Stories, whether they are claimed as true or not, are capable of encapsulating meaning beyond their literal content” (2009:336). Based on the few participants who retold the story, I was convinced that the learners had got all the major events in the story. The class was divided into three groups so that each group would choose an interesting moment in the story and come up with improvised scenes which they would present to the class. Thus, Dolly’s story was used to determine the first moments of each group’s action, establishing location, atmosphere, roles and situations (O’Neill 1995). In the improvisation, main roles like Dolly, her friends, her aunt, drug lords, police, and the school authorities were expected to be clearly shown.  

5.5.2 Group Presentations and Reflection
Before group improvisations, it was ensured that participants who happen to work in the same group during the course of the previous workshop worked with difference members this session. This was done to encourage tolerance for others and the ability to work collaboratively in groups among participants (Wolf 1999, Hanna 2000). During presentations, participants whose groups were not performing reflected on what the other group’s presentation was about. The improvisers were the last to reflect on their performance, describing and explaining the roles portrayed. Neelands (2004) argues that during an improvisational drama, participants turn abstract ideas into concrete representations. This was evident during reflection when participants who formed part of an audience managed to associate some roles from the drama with some aspects of their real lives. For example, most of the girls in the group managed to identify one house near St Theresa’s primary school which has been converted into a drug hub.  Two boys in the class highlighted that, most senior boys in surrounding high schools pass through the same house to buy drugs such as dagga and cigarettes. Corroborating this, Jens (2007) notes that reflection helps participants to reflect on their participation and to formulate how the experience relates to other aspects of life. 

It also emerged that innocent adolescents like Dolly were dragged into drug abuse by the drug lords so that they attract rich men to spend a lot of money in the Lolly Lounges for booth drugs and prostitution. Negative peer pressure was cited as the major reason for Dolly’s being missing. In addition, abuse at home was also shown as one of the reasons teenagers run away from relatives who are not their real parents.

Personal observations during the course of this workshop opened me to the belief that there are many building belief strategies (pre-texts) which a facilitator can use singly or in combination to ease participants into the dramatic world (Johnson and O’Neill 1984). For this session it was possible for me to combine storytelling and teacher-in-role as part of the pre-text. However, some participants revealed that they were confused when they saw me putting on a pair of spectacles as the teacher-in-role because they did not know the technique. Thus, I also learnt that, the employment of too many strategies can overshadow the overriding theme of process drama. There is need to select one appropriate strategy and then manipulate dramatic elements such as tension, time, irony, mime and space accordingly to ease participants into their respective roles. Hence, the effectiveness of a pre-text depends on its simplicity (O’Neill 1995).  

5.5.3 Findings
From this session it dawned on me that a combination of teacher-in-role and storytelling could be an effective tool through which awareness around adolescent drug abuse can be disseminated. Concurring with this, Wortman (2008) suggests that stories are ‘sticky’: they stay within the minds of the participants in ways that facts often do not. As such, storytelling has potential beyond being a tool to engage individuals’ attention, with the possibility to influence their behaviour. This power is recognized as a tool for social and individual change (Parkin 2004, Wortman 2008). 
5.6 Workshop 5
The major objective of this workshop was to introduce “mantle of the expert” as a process technique to the participants.  The second objective was to stimulate healthy decision making skills among the learners. By the end of this workshop, learners were expected to be able to be able to identify organizations and professionals who can help them during and after the bad effects of substance misuse.

5.6.1 Pre-text 

Elements of Dorothy Heathcote’s (1995) mantle of the expert guided the preliminary phase of this workshop. Through mantle of the expert; everything during the research workshop was achieved by means of situation, role and task (Heathcote 1984, O’Neill 1995). When I handed over the session to the first volunteer to lead the group in conducting the second warm up game, I started preparing the pre-text of this workshop. I pasted a big sticker by the door of the classroom written in boldly coloured letters, “DRUG ABUSE SCHOOL CONSULTATION MEETING”. This was going to determine the first moments of the mantle of the expert process. The poster was also going to establish our “school consultation meeting” venue, respective roles that learners were going to assume, atmosphere and expected situations during the whole process. O’Neill (1995) suggests that a preliminary frame for process drama will carry clearly accessible intentions for the task and roles to be undertaken. In conjunction with this, two posters, one on the classroom door and another in front of the chairs inside served as an announcement of the advent of a fictional world in which grade 7C learners were going to experience the shift of power structure. Through the mantle of the expert technique, I negotiated my way through individual learners’ attitudes, opinions and emotional responses to the issue of adolescent substance misuse in their community by establishing a group focus on the challenge via a group identity within a fictional dramatic world of a “School Consultative Meeting”.
As the teacher (researcher), I created a ‘situation’ which was gradually claimed by the students (participants) as their own. My introduction of the meeting (pretext) was supposed to convince participants to believe that they were social and intellectual experts (role) of their own challenges. Thus, as a result, they were therefore expected to negotiate solutions to the challenges of adolescent substance misuse (task). Mantle of the expert means, as a researcher, rather than distancing myself, looking in and directing the flow of events from outside, I was expected to create a role for myself in the improvised “fictional world” School Consultation Day (O’Neill 1995).
5.6.2 Group Presentation and Reflection

After the warm-up exercises, the group arranged chairs in a circle and went out of the classroom where each of them was given a name tag. On the tags, they were asked to write their names, occupation and age as South Africa’s best drug abuse specialists who were about to attend an adolescent substance misuse school consultation meeting. It was very interesting to note that all the learners chose ages which were over 25 years. This is in line with Bowell and Heap’s assertion that; 

Children early in their life recognize that the power to control and change the status quo lies firmly in the hands of adults. Having recognized this, they assume adult roles in their dramatic playing in order to understand and empower themselves (2001:46) 

Even the social positions learners chose for themselves pointed out the fact that children appreciate that the power to control and change challenging situations lies in the hands of adults. Pupils chose occupations ranging from Sociology professors, social workers, counsellors, doctors, lecturers, and teachers. After they had chosen their respective ages, names and occupation, I went into the empty classroom and removed my cap. I put on a formal jacket to negotiate my fictional role, as the “presenter from the Education Ministry”. I then welcomed them to their reserved seats in the class for the “Consultation meeting” to start. The second poster with the bold letters “DRUG ABUSE SCHOOL CONSULTATION MEETING” was well placed in front of the circle to make sure that pupils clearly understood that they were the “respected experts” in the fictional context. 

In addition, the poster was very important to the process drama because it carried an expression of the subject of concern (drug abuse).

Good afternoon Ladies and Gentlemen ….. I feel honoured to be part of South Africa’s respected intellectuals in the field of drug abuse……..  

This was how I introduced the opening of the process drama session to the class. Hence, immediately, the pupils knew who they were in the drama, no longer themselves as pupils, but “respected intellectuals” in the bracket of counsellors, social workers, lecturers, doctors, teachers and professors. I proceeded by commending every one for attending the “meeting” before revealing my own role as a “presenter” in the drama. During the process, my contribution as a “presenter” was slow, measured, authoritative but not authoritarian as various opinions about how the challenges of adolescent drug misuse could be improved were discussed.    
The “drug abuse school consultative meeting” clearly portrayed a type of behaviour which effectively shifted the power structure within the classroom. As the teacher (facilitator) I voluntarily yielded my power to learners by choosing to be a presenter from the Ministry of Education so that they could become the “teachers” and I the “taught”. It was not only my role that shifted through assuming a less powerful role. I also negotiated for the learners to become experts in adolescent substance misuse which they were more than happy to accept. I confidently stepped into the role of a mere presenter and deliberately denied my own knowledge in order to empower the children with drug abuse knowledge and allowed them to have an upper hand during the “drug abuse school consultative meeting”. 

During the workshop, each learner carried a particular body of knowledge, level of expertise, authority and responsibility as the most brilliant minds in the field of adolescent drug abuse. My task as a “presenter” was one of guiding and balancing the discussion. By being a presenter, I put myself in a position to be able to mediate between the “intellectuals” (learners) and my “superior” (Minister of Education). From this position, I was able to throw the learners back onto their own resources and decision-making processes because the final say on the measures which were supposed to be put in place to improve adolescent self-esteem and healthy decision making skills  was in their hands. My role had further advantages because by becoming a presenter rather than a professor, I ensured that I did not have the expertise within the fiction of the “drug abuse school consultative meeting”. From my position of ignorance I could challenge and support learners in their roles as social intellectuals so that they could learn as experts.   

The fact that I shifted my usual power to the class did not cause me to lose control of the participants during the workshop. I continued to guide the process by posing thought provoking questions about measures which could be put in place to effectively disseminate awareness around adolescent drug abuse as a presenter. The pupils clearly understood the nature of the structure of the game and were happy to follow the rules, apart from enjoying their new powerful positions, and offer solutions to the challenges of substance misuse which were being negotiated. Learners never lost the sense that they were operating within a fictional context and kept focused on the problem. Even though learners knew that I was pretending to be a presenter (someone else), their ready suspension of disbelief (make-believe) was complete. 

Most participants who role played social workers suggested that drug addicts need to be advised about available rehabilitation centres like Walter Sisulu Rehabilitation Centre where they can be helped. On the other hand, those who assumed roles in the education field generally highlighted the need for the construction of more youth recreational centres and libraries to keep learners occupied during their spare times so that they would not turn to drugs. One speaker, a “teacher” cited some school which do not have enough sporting facilities and libraries within their premises, including St Theresa’s school. Some encouraged tight security in schools so that learners are searched for drugs as they get to school. After a lively discussion on the measures which need to be taken to protect adolescents in as far as drug abuse is concerned, I signalled the end of the “meeting” by thanking them all for coming and their contributions. Participants’ grasp of how teacher-in-role and mantle of the expert work was also shown after I summarised the solutions they suggested as “experts” when they were prepared to slip back into the usual teacher-pupil relationship when the process was over.

In a nut shell, the following are some of the measures put forward by the “experts”: more recreational facilities for adolescents, public libraries for youths, awareness about drug addicts rehabilitation centres, constant drug checks on learners in schools and the improvement of dialogue about drug abuse between parents/guardians, educators and the learners. 

5.6.3 Findings

The key finding from this workshop suggests that if teacher-in-role and mantle of the expert are well combined, they are able to throw the learners back onto their own resources and decision-making processes (O’Neill 1995, Bowell and Heap 2001). During the course of this session, because of the fusing together of teacher-in-role and mantle of the expert, the measures for improving adolescent self-esteem and healthy decision making skills were debated on and decided by the participants.  This was stimulated by creating roles for each learner which carried a particular body of knowledge, level of expertise, authority and responsibility (Bowell and Heap (2001). Mantle of the expert involves the creation of a fictional world where learners assume the roles of experts in a given field. Participants become characters endowed with specialist knowledge relevant to the situation of the drama. The “drug abuse school consultation meeting” was task- oriented so that expert knowledge/understanding was required for the roles to perform the task. This addresses the second research question of this report: how can process drama be used to enhance self- esteem and develop healthy decision making skills as an antidote to peer pressure?

5.7 Workshop 6

The major objective of this workshop was to introduce forum theatre to the group. The workshop was aimed at using forum theatre to raise participants’ awareness around adolescent drug abuse in order to prevent life threatening behaviors such as drug addiction, prostitution and youth suicide. By the end of the session, learners were expected to gain new insights or a change in their understanding of adolescent substance misuse.

5.7.1 Pre-text

This workshop used forum theatre’s “model play” as the pre-text. James Thompson asserts that a forum is, “where the scene ends with one character failing to solve a problem and is then replayed with the audience being invited to take that character’s place and experiment with new responses” (2005:46). The storyline of the model play which was used as the pre-text introduced a grade 7 girl connected to drug dealers looking for more young girls to be recruited into drugs and prostitution at the “Lolly Lounge” which is a house turned into a drug hub. The well connected girl influences the other three young girls including Dolly who are on their way to school to abscond from classes and accompany her to the “Lolly Lounge”. At the “Lolly Lounge” the new three youngsters are dragged into prostitution with old men as payment for drugs and to lure rich men to spend more money at the “Lolly Lounge”. After introducing the “new recruits” to the drug lord at the “Lolly Lounge”, the girl is paid with a lot of money and drugs for a job well done. She is promised more rewards if she could bring more beautiful young girls to the “Lolly Lounge”. 
The audience were invited to assume the role of any character they think was in trouble in the scenario and suggest solutions to the former’s challenges by becoming spect-actors. The “model play” as the pre-text hinted about the past and suggested the future, but within a firm dramatic present. It offers the task and implied roles for participants (O’Neill 1995). It actually enabled me to assume the role of a “joker” so that I could shift authority as the teacher onto the audience who were confronted with the decision-making, problem- solving and team building necessary to solve the central dilemma of the role in question. Thus, in forum theatre, the rule usually applied to an audience to be quiet and passive was to be replaced by the rule to be active and participate (Jackson (2007). 

Adrian Jackson in Prentki and Preston (2009) argues that the best forum theatre acts with a combination of seduction and provocation to release the innate dissatisfaction in its audience members so that, without coercion, they feel an overwhelming urge to make their thoughts and feelings known by taking action in the form of intervention. Group one from the fourth workshop was asked to present their previous improvisation to the class because it had a scenario where the drama ended with (Dolly) the main character failing to solve her challenges. The idea of asking group one from the fourth session to perform their drama for the second time is also corroborated by Thomas Taylor (2007) who notes that the process of improvisation means that a topic is under constant review, and every performer is author of their own work within a collective statement governed by their cultural parameters.

The model play chosen from group one of workshop 4 was created to challenge adolescent learners into moving beyond the role of passive spectator into critic or subversive participant around substance abuse. During enrolment, because of the pre-text (model play), participants were eased into the “dramatic world” by the model play so that they had a transitional space where  they could safely try on different roles of characters involved in drug abuse and test out new ways of behaving before using them in real life. The major objective of this workshop was to stimulate new insights or change in understanding of drug abuse for the betterment of adolescents’ lives. Learners explored collective solutions to drug abuse and seemed to have enjoyed the chance to express their views through role playing. New ways of communicating difficult emotions and experimenting with different behaviours and social situations around substance misuse were shared during the process in an attempt to transform the learners into responsible youngsters along their journey to adulthood.

5.7.2 Group Presentation and Reflection

After the warm up game, I asked the class if they could remember the group presentations from the story of the missing girl, Dolly. The majority of the participants could vividly recall their presentations. This substantiates Wortman (2008) who suggests that stories stay within the minds of the participants in ways that facts often do not. I further asked them which one of the two presentations they would like to watch again.  The entire class indicated the one from Zama’s group. Zama was one of the most active girls in this group of participants who was in the first play. The class started clapping for them to perform. Because of the high levels of energy shown by the participants, I suggested that one of them should lead the class in the singing of the song Shosholoza, as group one was preparing the present their drama.
After the first run through of the model play, as the “joker” I told the spectators that it was their turn to help our characters in the play to find solutions to their problems. I asked the audience the following questions; what happened in this play? What do you think are the main problems in the play? Who is in the worst situation in the first scene? Which character was most oppressed? What point in the play do you think the three girls who were threatened by negative peer pressure could have done something different? What would you have done if you were in their situation? The group tried three interventions: avoiding socialising with strangers, turning away the drug lord connected girl’s offer to abscond from school and accompany her to the “Lolly Lounge”, and reporting the connected girl to the teacher in charge.

Volunteers from the spectators replaced the actor whom they wanted to help out of a bad situation. They took one element of the replaced character’s costume or prop. This was done to help the spectator get into character. Playing the role of the worst affected character (a leaner who is lured to drugs) in order to suggest solutions to the challenge threw participants into decision-making processes about negative peer pressure which eventually lead to substance abuse. Each volunteer’s suggestions was seen and then discussed for its relative merits to find out whether it was useful, successful, possible or realistic. 

Reporting the girl connected to the drug dealers at the “Lolly Lounge” to the teacher was the most approved of the three options. Participants highlighted that, just like in many other South African schools, teachers at St Theresa’s school are seen as disciplinarians. As a result, the teacher on duty was the rightful person to deal with the drug lord connected girl. Thomas Taylor (2007) believes that post-performance discussions and occasional audience interventions from Boal’s forum theatre open up the play for scrutiny. Without this there was going to be only performers’ views in the model play, rather than having views of the whole group and their immediate analysis of adolescent drug abuse. By using forum theatre as a language, adolescents were collectively able to express and analyse their social reality which is substance / drug abuse, and also collectively address the problem apart from participating in the finding of solutions.

Being the “joker” who was liaising between the dramatic world of characters and the real word of the spectators I could not prescribe or take sides about the suggested options. Rather I encouraged the spect-actors to act out their suggestions and helped the replayed scene advance through questions and comments. I personally felt that after being involved on stage, acting out solutions to the whole group, participants could have had a change in their understanding of drug abuse. This is precisely because the forum theatre play was an event in the social life of the school which learners could not quickly forget as they usually do with a speech on the radio or during a class lesson. The main characters, (a girl in grade 7 who is doing drugs) and (the “Lolly lounge” owner) and the dramatic situations could be discussed and remembered long after the performance. More often than not, some characters become prototypes in the common conversation of the group.

Bowell and Heap assert that how the roles will be framed involves, “….which view point will the roles have in order to create tension in the drama and how distanced do the roles need to be” (2001:58). The workshop’s model play presented real drug abuse situations to the group through the protagonist (the role/s who are most intimately affected by the central conflict) who were the three young girls influenced by the connected girl, the antagonist (the role who blocks the protagonist from getting what he/she desires through an abuse of power). When a spectator chipped in during the replaying of key scenes to act out a solution, the role player tried to maintain the plot of the initial performance while taking into consideration the changes proposed by the spect-actor. All the three spect-actors who volunteered to go on stage played to bring the play to a different ending where oppression was broken while the actors made every effort to bring the play to its original ending with oppressors succeeding.

While the scene was being replayed as the” joker” I kept my eyes open on the spect-actor to help when he / she runs out of words. I also took cognisance of the fact that drug abuse is a sensitive area which could have traumatic effects on some of the participants who could have victims of the topic in their families. Thus, learners were not forced to assume roles which they were not comfortable with. By and large, after the group identified drug abuse as their topic, the context of the model play, participants’ roles and the joker’s role were framed in such a way that stimulated partners to gain new insight about adolescent substance abuse.
5.7.3 De-roling
In a circle, each participant gave one word which summarized their feelings towards all the six workshops.  The following is a list of words that were suggested by participants; awesome, educative, funny, interesting, friendly, collaborative, peacefully, accommodative. The fact that Forum Theatre involves so much discussion thereby engaging intellect over emotion meant that de-roling did not have to be emphasised.
5.7.4 Findings
Boal (1995) asserts that during a forum theatre performance a spectator is split into two; who we are and who we would love to see ourselves being. Thus during  replaying of the major scenes participants who volunteered to suggest solutions for characters in problems came to belong actively to both the real and fictional worlds (metaxis). In this case the spectators accepted their drug-related challenges and penetrated the fictional world by taking over as participants. The three participants who assumed the roles of the connected girl’s friends got absorbed into the “dramatic elsewhere” as they resisted peer pressure which proved to be one of the main causes of adolescent drug abuse. They made the dramatic crisis and its possible solutions come alive. The act of allowing the voices of those who might not have been taken seriously, speak out proved empowering, hence, through Boal’s forum theatre, process drama was used to enhance self- esteem and develop healthy decision making skills as an antidote to peer pressure among the participants. 
CHAPTER 6: GENERAL CONCLUSIONS
6.1 Overview 

This study has focused on ways in which process drama can be used as an effective communication tool to stimulate self-awareness around adolescent drug abuse. It is a case study of a group of 20 grade 7 adolescent learners from St Theresa’s Convent primary school in Coronationville, South Africa.The research was motivated by the fact that, although there have been efforts to conscientise primary school adolescents about substance misuse in South Africa, more drugs are being abused by school children today than at any other time in history (Bosworth et al 1997). This study has shown that, where adolescents do not have a better grasp of substance abuse, they easily indulge in drug related life threatening behaviour. It emerged that, the pedagogy of process drama serves to leave participants confronted with the decision-making and problem- solving necessary to negotiate the central dilemma of drug abuse. Various process drama techniques were used in the classroom to find out how they can be used to enhance self-esteem and develop healthy decision making skills among the adolescents. The choice to work with primary school adolescents was motivated by the fact that, it is during this early stage of human development that humans begin to form independent decisions towards the world they live in. 

6.2 Summary of the Research Findings
I developed the following findings in answer to my key research question: In what ways can process drama be used as an effective communication tool to raise self-awareness around adolescent peer pressure and drug abuse? Through the use of its various techniques, process drama has vast potential to be used as an effective communication tool around adolescent substance misuse. The capability of most of process drama techniques to elicit empathy and allow for the exploration of situations from different perspectives has a major bearing on the enhancement of self-esteem and the development of healthy decision making skills. The democratic and inclusive atmosphere created by drama encourages communication as does the various modes of communication – verbal debate, and questioning, non-verbal embodied modes, and drawing.
With the belief that action, as opposed to intellectual theorizing is the way to constructive social change, this research showed how the safety of process drama through the creation of “dramatic elsewhere”, distancing, framing and role playing, works towards raising self-awareness around adolescent substance misuse. Metaphorical and symbolical roles were used to distance the subject of drug abuse from the participants both in time and space, but at the same time represent participants’ reality. Metaphor protected the adolescent learners, and also served to increase their involvement in the learning process, especially when it was used as a process and not as an end product. 
Suspension of disbelief set participants free from their real life worries, hence learners were free to engage with the drama. Boal’s (1982) “metaxis”, a state of belonging completely and simultaneously to two different autonomous worlds enabled participants’ engagement with the process drama. Sustaining two different worlds simultaneously enabled participants to role play and watch themselves at the same time. Process drama’s simple role taking was used to give participants ownership of the process and a set of attitudes towards drug abuse that they were able to question at a distance. Ownership meant the shift of power structure within the classroom, so that participants were able to question and negotiate things without fear of violating the teacher’s authority. This ownership was stimulated by process drama techniques that worked to engage participants at an emotional level.

This research found mantle of the expert and teacher-in-role as the overarching process drama techniques essential for participants to be able to negotiate, make decisions and solve challenges in difficult circumstances. It was through the use of these process drama techniques that most participants started to develop positive self-esteem and healthy decision making skills during the discussions that role play aroused. These techniques stimulated reflection and the gaining of new insights in as far as substance abuse is concerned. Because participants assumed some roles in the drama, they were going through an internal process of change which ushered a change in their understanding of drug abuse.

Findings indicate that most process drama techniques require the presence of a facilitator for process drama to have a major impact in stimulating awareness around substance misuse and the enhancement of positive self-esteem. It was noted that the successfulness of all the six process drama workshops resided in the skill of the facilitator and his ability to solicit participation and encourage dialogue among individuals with different perspectives so that diverse options could be explored (Hogan 2002). Rooth (1995) warns us that, facilitation is not merely a technique for running workshops, but a belief that knowledge is gained through participation in the workshop. 
Due to the complex nature of role play within process drama, the facilitator took cognizance of ethical considerations so that participants were not exposed to any physical harm or psychological embarrassment during and after the workshop. The ability of the facilitator to notice the mood and energy of the group and decide on the appropriate tasks called for high levels of attention and flexibility during this study (Ahirirwe 2012). As a result, this research noted that, transformation is not an event. Rather, it is a process and is dependent on encounters, relationships and learning which this research’s workshops provided.

6.3 Implications of the Research Findings

The major findings of this research have implications for the role of process drama not only as a communication tool around adolescent substance misuse in the classroom set up, but on a broader perspective about education in general even outside the walls of the classroom. Findings call for efforts to address adolescent substance misuse engaging the wider population (parents, guardians, and teachers), not just empowering the concerned adolescents. This provides greater understanding of the adolescents involved in drug use in South Africa and to assess their needs on a larger scale so that more can be done to meet their needs.
This study also points to the educational role of process drama for a deeper grasp on the part of participants, not only about substance abuse, but also their response to the broader community which exposes them to drug misuse. There is an urgent need for parents and other people to have a better grasp of the implication of adolescent drug abuse on the society at large. Most times, when adults know about adolescent substance misuse, they are more likely to guard against it.

It emerged during the course of this research that there is a need for more human rights education in South African communities, especially the right to a drug free life style. Research (Mtukwa 2010), has it that South Africa has one of the most comprehensive constitutions as compared to other countries, but it appears as if this does not correspond with the violation of drug use on the ground.  The findings call for a shift in policy towards regulating the use of drugs by adolescents in South Africa. There is need for specific mechanisms to be put into place that are within the reach of adolescents, both within schools and the community as a whole. This is relevant in communities that have high levels of adolescent drug abuse such as Coronationville.

6.4 Limitations of the Study

Just like many other arts-based prevention intervention projects, this research was concerned with bringing about a change of understanding with a small number of participants rather than with setting up a quantitative research process. The pedagogy of process drama tends to assume that a change in understanding should happen within the learning context. There are no indicators to point at tangible outcomes after the project, when the objective is dealing with social transformation of a given group of participants. Knowledge acquiring does not amount to behavioural change. There is a possibility that, perhaps participants may have enjoyed a good time during the “edutainment” process rather than a serious and committed engagement with the learning of substance misuse.

Generalising results from a case study might be misleading. The fact that this research was carried out with a group of 20 adolescent participants does not mean that its findings may be generalised to the broader population of adolescents in a different environment and time frame (Ahirirwe 2012). The adolescent drug abuse situation in Limpopo province, for example, may be different from the one in Gauteng province. The qualitative process drama analysis of the focus group has the potential weakness that misinterpretation (bias) may occur.
Moreover, another limitation was that the study did not allow time for impact assessment and project follow-up workshops. There was limited time within which this research had to be carried out with some workshop meeting times re-scheduled owing to clashes of commitment with the school authorities. The research workshops which were of fundamental importance to this study were carried out in two weeks with 50 minutes per workshop. Since transformation is a process and not an event, the social interaction needed ample time so that new insights could take effect among participants. This time was initially meant for the class’s Arts and Culture classes, thus it might not have been enough to stimulate self-awareness around substance abuse for some participants. However, even if there is need to take cognisance of the limitations of this study, such limitations were acceptable especially, in terms of the overall aim of the research.
6.5 Recommendations
With regard to drug prevention intervention programmes which use process drama in schools, there should be a greater need for enough time to allow for project impact assessment in form of follow-up workshops.

The current available statistics about adolescent drug use in South African schools are inadequate, especially when compared to countries like Britain and the United States of America (Borkum 1999). The recommendation is to improve the statistics by making better use of organisations such as “Drug Wise” who are already working in the schools to facilitate the collection of accurate and relevant data that might help in the better understanding of adolescent drug use situation. 

Although some of this study’s workshop plannings were based on cautionary stories of adolescents who ended up in Lolly Lounges and dying, the use of scare techniques with regard to substance use prevention intervention programmes has been found to be largely ineffective with adolescents in South Africa (Borkum 1999). The use of drugs by adolescents is a dynamic phenomenon which requires strategies that are not stagnant. A further recommendation which is linked to this changing pattern of adolescent drug use is that, needs analysis should be done in the schools to assess the needs of the learners so that they can be met.
Although there are drug abuse prevention intervention programmes that do empathetically listen to the adolescents they are trying to help, it is recommended that process drama be further emphasised because of the dynamic and constantly changing nature of adolescents and the drugs that they use. It is vital that a greater effort is made not only to remain up to date with the latest trends in youth drug use culture, but more importantly, to use communication tools such as process drama that engage in open dialogue with the youth and do not negate the importance of their contribution in resolving their own issues and adversities.

Findings indicate that role play gave participants experience in practising a variety of social skills and in discussing, analysing and identifying effective and less effective behaviour strategies (Rooth 1995). Positive signs of change of drug abuse understanding among participants were shown through sharing their private experiences of drug misuse freely. This freedom of communication also indicated that the pupils were invested in the process of learning through drama and appreciated the opportunity to contribute to their own growth in understanding.
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APPENDIX 1
UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG

Wits School of Arts, Division of Dramatic Arts
8th August 2012 

LETTER OF INFORMED CONSENT 

I, …………………………….am the …………………………………of…………………………………………………………………. In signing this consent form, I agree to let my students be part of this Research Project titled: Through Role Play to Self Awareness: Using process drama as a communication tool around adolescent peer pressure and drug abuse, being conducted by, Isaac Chidaura, a Master of Art in Dramatic Arts Student, No. (500760). The research project will be carried out with grade 7 pupils of St Theresa’s Convent Primary School between 15th August 2012 and 15th September 2012.
I understand that the research being conducted relates to Drama for Life - a Capacity Development Program in HIV & Aids Education through Applied Drama and Theatre that is aimed to empower young people to take personal responsibility for the quality of their own lives. I also understand that Drama for Life is being hosted by the Division of Dramatic Art within Wits School of Arts. 

I understand that extracts from written transcripts, tape-recorders, verbal communications and any other form of information shared with the researcher will be studied and may be quoted in Long Essays / Research Reports and in future papers, journals, articles and books that will be written by the researcher. 

I grant authorization for the use of the above information with the full understanding that the anonymity and confidentiality of my students will be preserved at all times. I understand that their full name or other identifying information will never be disclosed or referenced in any way in any written or verbal context. I understand that transcripts, paper and audio tapes, will be secured in the privacy of the Wits Drama for Life Monitoring & Evaluation files.

I understand that their participation is entirely voluntary and that they may withdraw their participation in this study without explanation or penalty.

……………………………………


               …………………………..
Signature 







Date
APPENDIX 2
PARTICIPANT INFORMATION SHEET

I am ISAAC CHIDAURA, a researcher/student at the University of Witwatersrand, Johannesburg. I would like to invite you to participate in a study on adolescent drug abuse entitled; Through Role Play to Self-Awareness: Using process drama as a communication tool around adolescent peer pressure and drug abuse. If you decide to participate in this study, you will require being part of series of workshops. 
It is important for you to know that your participation in this study is entirely voluntary. You may redraw from the study at any stage and you can choose not to answer any question if you decide to participate. In order to ensure your anonymity, your identity will never be disclosed to any third party. Nevertheless, since this is group research project confidentiality cannot be guaranteed. Moreover, any information collected during this study will be kept at the Drama for Life office for academic reference. I will submit a report to St Theresa’s Convent Primary School for the benefit of all Participants and Guardians. You should also take cognizance of the fact that there will be a video recording of some of the workshop sessions.

If you are interested in this study, below are my contact details please contact me for further clarification;

Name of Researcher:              Isaac Chidaura
Researcher’s Email:            zecopower@yahoo.com
Researcher’s Cell Number:     0843529810

Name of Supervisor:         Prof Hazel Barnes

Supervisor’s Contact Details: 0763342231 (Email: barneshaze@gmail.com) 
Am looking forward to hear from you soon ISAAC CHIDAURA.
APPENDIX 3
PARTICIPANT CONSENT FORM

ISAAC CHIDAURA is conducting a study on adolescent drug abuse entitled; Through Role Play to Self-Awareness: Using process drama as a communication tool around adolescent peer pressure and drug abuse. I, the Participant have read the Participant Information Sheet. I understand that though confidentiality cannot be guaranteed in group research, anonymity will be observed to protect any personal information. I know that no information will be published without my permission or my guardian’s permission. I also know that there will be a video recording. 

I am aware that I can withdraw from this study at any stage. I know that I am free to ask any questions during the drama workshops and I can choose not to answer any question when I feel like.

By signing this form, I certify that ISAAC CHIDAURA has explained the research project and I consent to participate in it under the conditions described above.

.

Name of Participant ……………………..

Date ……………………………………….

Name of guardian …………………………..

Date …………………………………………..
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