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Abstract 

This study provides a startïng point for using adult leaming p ~ c i p l e s  in 

developing a substance abuse prevention prograrn. The study was conducted with 

senior hi& school students in Nova Scotia. The first part of the study involved 

youth and adults h m  the cccmm1mit;. prescnting popular t h c a ~ c  aitiviiizs ividun 

the schools. The second, core part of the study involves the development, 

implementation and the preliminary evolution of a participatory approach to 

substance abuse prevention in senior high school. The students were brought into 

program decision making with two advisory groups, one fiom the school. and the 

other from the community. The resdts indicate that using participatory and 

student-directed methods are effective approaches to prevention programming at 

the senior high school level. This thesis serves as a conduit for an irnproved 

approach to substance abuse prevention and youth development that goes beyond 

the traditionai information-only approaches. 
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CHAPTER I 

INTRODUCTION 

Substance abuse, which includes alcohol, over-the-couiter medications, 

prescription medications, solvents, and a variety of illicit dmgs, is a major social 

issue in Canada. According to Moskowitz (1 986) and many others, the social 

costs of becoming addicted to any of these substances has been s h o w  to affect 

people in diverse ways, including highway and work-related accidents and death, 

lost time at work, loss of potential educational success, relationship difficulties. 

exacerbation of mental health problems, and farnily violence. Additionally, it is 

expensive to treat addictions. 

During the past 40 years the prevention of substance abuse has targeted 

children and young adults. The Nova Scotia Student Dmg Use Survey (1998) 

indicates that substance use by hi& school students has tripled since 1991. This 

same survey indicates that 65% of al1 hi& school students in Nova Scotia use or 

have used drugtontaining substances during the past year. Addiction Services 

uses an estimate that 1 in 10 casual substance users will become addicted to their 

substance of choice. This situation gives nse to question how substance abuse 

prevention and education is behg practised. 

The earliest h g  abuse prevention and education efforts at the high school 

levei were based upon the asmmption that a change in knowledge wiII lead to a 

change in behaviour. In the mid4970s, prevention education entered a period of 

rapid development. Programs based upon the social influence of peen 
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knowledge wiU lead to a change in behaviour. In the mid-1970s, prevention education 

entered a period of rapid development. Programs based upon the social influence of peers 

characterised this period. The most recent developments involve recognizing the 

importance of the social environment in shaping behaviour. 

However, high school students are rarely involved in the development of 

prevention programs. Furthemore, prevention programs that are directed by students are 

virtually non-existent. This thesis explores the application of severai principles of adult 

education, namely, participation and self-direction, and examines the process I used to 

implement a new approach to drug abuse prevention in high schools. 

Background: Fumbling in the Dark 

My interest in substance abuse prevention began in 1987 when 1 began working 

for an addiction agency in Nova Scotia (hereafter referred to as the Addiction Agency, a 

fictitious name). This interest became more focused when I was promoted to the position 

of Program Administration Officer in 1995. Concurrent with this promotion, 1 enrolled in 

the Master of Aduit Education Program at St. Francis Xavier University. The ongin and 

process of the study for this thesis took many twists and tums dong the way to 

completion. 1 did not start out with a precisely dehed  purpose; rather, the purpose 

evolved as the study evolved. 

From 199 1 through 1993,I represented my organization on a nation-wide 

research project called the National Link 1 was selected to represent the province because 

of my work on behalf of family violence fiom 198 1-1 987. This project was CO-ordinated 

by the Addiction Research Foundation in Toronto, and M e d  by Health and Welfare 

Canada. The research team included two representatives fiom each province in the 
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country, and an advisory group fiom the Addiction Research Foundation. Our job was to 

examine the Iink between addiction and violence. Our work cuiminated in the production 

of a manual (National Link, 1995) that summarkes the research fmdings and presents 

detailed workshop modules for cornmunity leaders. Essentially, the research findings 

indicate that although there is no cause and effect between violence and substance abuse. 

they have a significant coexistence. This CO-existence is captured in the adage widely 

used in addictions work: 

What you live with you leam, 
What you leam, you practice, 
And what you practice, you become. 

And so it is with me. 1 grew up in a violent aicoholic home. 1 also had many advantages 

that conuibuted to my ability to overcome these early life experiences. Nevertheless, I 

have focused my career and leaming on issues that are not ody  farniliar to me, but can 

have a life and death significance to today's youth. 

In 1993, I presented the fust of many workshops on the National Link to a family 

violence cornmittee in the northern region of Nova Scotia (hereafter referred to as the 

Interagency Cornmittee, a fictitious name). The Interagency Cornmittee has 

approximately 30 members who represent service agencies in the commuuity: Children's 

Aid; School Board; clergy; Addiction Services; and Transition House. From 1993 

through to the spnng of 1995, we used workshop modules to help improve seMces for 

people in three counties. As a resuit of the work on this project, I developed a clear 

understanding of the need to consider violence and substance use issues simultaneously. 

In addition, 1 was also assisting in the CO-ordination, training, and implernentation of the 

Peer Drug Education Program in 19 hi& schools throughout the region. 
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The orientation to the Master of Addt Education program left me disoriented. 1 

was reading profûsely fiom the foundation material of the field and h d i n g  myself drawn 

to the work being done in popular education. One of rny dificulties during the orientation 

penod had been in articulating what I wanted to study for a project. During a series of 

conversations with my fust advisor, I said things like, "1 dont think our prevention 

prograrns are delivering what we Say they deliver," and we stnick upon the notion of 

tramfer of leaming. 1 knew very iittie about it, but I was deiighted to have f o n d  the 

appropriate tems to begin researching in the field of adult education. 1 would like to Say 

that I had a very clear understanding of what 1 was doing and where I was going, but in 

fact I fe1t like 1 was standing on the edge of a precipice. 

D u h g  an Intengency Cornmittee meeting in October 1995, the Co-ordinator of 

Human Resources fiom the Regional School Board suggested that 1 develop a project that 

would target violence and substance use and codd be used in high schools. This appeared 

to be a simple solution to the project requirements of the rnasters degree and I met with 

him to discuss these ideas, which contributed to my decisions for this study. However, 

thematic concenis were exacerbated by four critical incidents that occurred during this 

period. These are important to understanding the ongin and extent of this study. 

In November 1996, the Province released the Nova Scotia Student Drug Use 

Survey (1996). This survey is conducted every 5 years in each province in Canada The 

resdts indicated that substance abuse had increased significantiy sînce 1991 in hi& 

schools across Nova Scotia and, in particdar in the Northem Region. One 

recomrnendation in the report was: "A demonstration project based on a spectrum of 

integrated school and community-based interventions should be developed, implemented 
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and evduated with meaningful participation and guidance fiom adolescents themselves" 

(p. 1 1). There was a great deal of public outcry to the results of this survey. Concemed 

citizens, cornmunit. groups, the school boards, and Addiction Services were struggling to 

find a solution. 

1 was beginning to receive negative feedback fiom the in-school CO-ordinators of 

the Peer Drug Education Program because, since 1985 the program used had taken a 

'bain the trainers" approach. Each year approximately 25 high school students in each 

participating school received training to deiiver dnig preventiun modules to students in 

grades 5 through 9. The negative feedback included complaints about the inadequacies of 

the program in addressing current needs, and about the "cream of the crop" students 

being the only ones involved in the prograrn. This feedback was consistent with my own 

expenence in delivering the program. The peer training takes an average of 16 hours per 

school to deliver; the materials are expensive; and the students who are trained only 

deliver one or two 45-minute presentations. Although peer education has been shown to 

be effective by Bangert-Drowns (1988), Benard (l990), Black, Tobler, and Sciacca 

(1998), and others, 1 believed that the Peer Drug Education pro-, as was currentiy 

packaged, was an ineffective and inefficient method of delivering prevention education 

within my region. 

The complaints anived concurrentiy with a provincial decision to devolve health 

care services to the regions. The Peer Drug Education program and al1 associated cos6 

were left to the regions. As it was an expensive program to maintain, and in light of the 

complaints, continuing the program was difficult to justify. I conducted a survey of the 

schools in the Northern Region and asked them to choose between seeking to maintain 
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the Peer Drug Education program or exploring a new alternative. Fifteen of the 19 high 

schools polled chose to explore a new alternative. 

1 decided to begin this project by trying to find out what senior hi& school 

students thought was needed to create an effective prevention program. In January of 

1997,I organized a series of discussion groups with grades 10, 1 1, and 12 snidents from 

across the Northem Region. We talked about the problem of violence and substance 

abuse in high school. What was being done? Why did it or did it not work? What might 

the alternatives be, and how would they conduct a prevention program if they were put in 

charge of doing so? Following the discussions, 1 asked them to complete a five-item 

questio~aire that asked: (a) how would you improve violence anaor substance abuse 

prevention programs in your schooi? (b) Why do you think your suggestion would be 

effective? (c) Would you be willing to participate in a program that used your 

suggestion? (d) Name the main substance abuse problem in your school, and (e) Name 

the main violence problem in your schooi. Even though they had been prompred by the 

earlier discussion with me, 99% said they beiieved programs could be improved by 

involving them in the process. In answer to why they felt this would be so effective, they 

gave variations on "because kids listen to kids." 

The Central Themet Out of the Darkness 

My main concem at the beginning and the eariy stages of this study was: How can 

1 improve this program so that prevention is more effective? 1 felt that the program's 

traditional approach to prevention was negative prevention in that the goal was total 

abstinence of substance use. 1 had heard the jokes that this approach had generated 

among -dents in high school. 1 aiso knew that 1 wanted to work with students to fbd a 
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more effective method for conducting a prevention program. At this point my acadernic 

goal began to rnove away fiom transfer of leaniing. Not only was 1 reading and leaming 

more about techniques and strategies used in adult education, but 1 was also putting some 

of them into action in my day-to-day practice. Being relatively new to adult education 

made me hesitant to trust my instincts and what 1 have leamed as an adult educator. 

However, this began to change as 1 witnessed the students' response to being active 

participants in helping me shape the design of the program. They were no longer passive 

recipients of information but animated, enthusiastic participants seeking solutions to 

problems in their Iives. Although 1 still did not feel that I had clarity, I was no longing 

fumbling in the dark. My reading, research, consultation with others, and general activity 

was narrowing in focus. 1 began to gather individuais and cornrnunity groups around me 

who shared my ideas. Aithough we have conûibuted in different ways and to varying 

degrees to the project, we have d l  leamed a great deal dong the way. 

As the study began to evolve, my main concern was if we could develop an 

effective method of prevention on our own. Popular opinion at the Addiction Agency and 

the Regional School Board focused upon proven effectiveness, outcome monitoring, and 

a variety of formal research jargon. 1 began to wonder if this was in fact a vaiid way to 

develop a program? Could 1 convince the people Uivolved to take this risk? M a t  data 

was 1 going to collect? How would 1 know if this approach was more effective than ones 

that we had tried before? Was 1 exposing students to a paradigm shift mainly to heIp me 

grow and l e m ?  The darkness may have been lifting, but there remained a number of 

plaguing shadows. These questions prompted me to record information about the process 

of developing the program. 
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Doubts: Shadows are MereIy Reflections 

I have kept an anecdotal journal of this process, and it includes observations, what 

1 have learned, what others have said about me, and also information collected during 

discussions with students. The content of this joumal provided not only a large part of my 

critical analysis about the study, but it also provided a large part of the information on 

this development stage because it influenced how 1 would deal with the plaguing 

shadows. It helped me understand and believe that my organization's attitude toward 

healing, teaching, and living, up until the past few years, has been based upon a negative 

orientation. Most of the prevention atternpts in my field that have been made are based 

upon the notion of stopping problematic behaviours instead of rnodifjhg them. For 

exarnple, 80 percent of hospital case is directly related to lifestyle-induced illness; much 

research money has been spent on developing a better treatment for a cirrhotic liver, but 

very little on preventing it from occurring in the fim place. School-based dmg prevention 

programs provided the facts about various dnigs and were based upon abstinence of 

substance use. The students 1 work with showed little interest in this information. They 

oniy becorne animated and engaged when 1 tak about what happens to the physical 

development of a penon who abuses substances. 

Through journal keeping, 1 came to believe that addiction educators are asking the 

wrong questions and must l e m  how to approach healing and teachîng from a positive 

orientation. My journal became a refiection of thoughts, feelings, a&rmations, and 

strength. Reflecting upon the joumal entries illustrates that everyone 1 was involved with 

in this work were benefiting in some way. I could see that I was accomplishing 
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something. 1 may not have been sure exactly what that was, but it was positive. And to 

me, this was a clear indication that 1 was moving in the right direction. 

Purpose of the Study: Out of the Shadows 

Shortly afier revisions to the program began, 1 realized that something was 

working. As it evolved I realized that the 'how' of doing prevention was my focus. 

Borrowing techniques and strategies fiom the field of adult education became part of my 

practice. As the program took shape, 1 was able to articulate the purpose for this snidy: to 

examine how I can make my practice more meaningful through the development of an 

effective program that will reduce substance abuse in high schools. By "more 

meaningful," I mean that the students will become active participants in the development 

and implementation of the program and subsequently, that any ideas and actions are 

generated by the students. 

The critenon for demonstrating that a participatory approach to substance abuse 

prevention made my practice more rneaningful includes, substantiating an increase in 

participation levels and, an increase in the participants' overall satisfaction with the 

content of this approach over the previous approach. The project had three phases and 

each phase had an evaluation component. In phase one, the theatre component, 

participants completed a questionnaire b e d i a t e l y  following each performance. 

Selected participants completed a second questionnaire in a three-month follow-up 

evaiuation. In phase two, the first year of the student-led component, the -dents. 

teachers, and community volunteers completed a questionnaire in regard to various parts 

of the program. Because this is a work in progress, a M e r  evaluation is scheduled to 

take place in May 2000. 
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I leamed as each phase developed, and each phase served to inform the next. 

This point is noted again in chapter 3. This study is therefore a case study of my leaniing 

through the developrnent of a participatory approach for the Peer Drug Education 

program. The target group young adults between the ages of 15 and 24. This project 

demonstrates that there is a better way to give the message of substance abuse prevention 

using adult education learning methods. Therefore, as a case study, it may be of interest 

to other adult educaton dealing with substance abuse prevention. 

Scope and Limitations 

This study is in the area of substance abuse prevention; the focus is on a mident- 

driven approach to the planning process employed to create a studentdriven prevention 

program in senior high schools in the northern region of Nova Scotia, up to and including 

the preliminary fmdings. Popular education ideas were used during the planning stage, 

and were discontinued because 1 could not maintain the human resources they required. 

The study is confined to approximately 240 participating students, aged 14 to 18. The 

aduit support included 19 school staff, 34 community volunteers, and approxirnately 6 

school board memben. Al1 participants were from the 19 senior high schools and 

communities located in three counties in Nova Scotia This study began in January 1996 

and is scheduled to end in Iune 2001. Nevertheless, at the time of writing the thesis, i t  

was clear that there are conclusions that can be drawn. 

1 employed a participatory method to involve the students in this process. This 

strategy supports the principles of adult education that include the participatory process, 

and self-directedness. A limitation of this study is that the planning process was designed 

for this particular context It is not intended to represent the only way to conduct 
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prevention in the addictions field. It is intended to explore a different way to approach 

prevention programming with young adults, and to serve as a leaming expenence for 

myself. 

Assumptions 

During the development of the student-driven prevention program, I discussed rny 

assurnptions with the people involved. I assumed that the program would develop 

unevenly. Some schools had better access to volunteer cornmunity groups and the overall 

success of the program in each school was dependent on student participation. 1 assumed 

that 1 would be able to elicit the highest degree of participation fiom the snidents who had 

been part of the planning process. And finally, 1 assumed that most of the data gathered 

would represent the subjective opinions of the participants. Although I have used some 

quantitative measures, the core evaluations were qualitative. 

Definition of Terms 

The following dennitions are used to assist the reader in understanding this snidy. 

Substance use and substance abuse re fer alcohol, over-the-counter medications, 

prescription medications, solvents, and a variesr of illicit drugs. The temis are used 

interchangeably throughout the literature on prevention in the addictions field. They are 

aiso used interchangeabiy in this thesis and refer to behaviour that could lead to harmfbl 

involvement and, subsequently, to addiction. 

Studv/~roeram is used interchangeably throughout this thesis. This refers to my 

study and the students' prognun. They are essentially the sarne for this thesis. 

Student-driven means students helped create the program and were responsible 

for its development within their respective schools. 
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Self-cted means learners are expected to assume prirnary responsibility for 

their own leaming (Memam & Caffarella, 1 99 1 , p. 26). 

Participatory refers to a process in which the participants make decisions about 

program planning, implement activities in schools, participate in the evaluation process, 

and make decisions based upon the feedback the evaluations provide. 

Po~ular education refers to a form of adult education that begins with the 

expenence of the participant, and moves fkom action to reflection, and back to action 

again (Bates, p. 225, 1996). It is generally agreed that popular education is collective 

problem-solving to produce social change strategy, (e.g., Bamdt, 1989; Heaney, 1992; 

Kerkq 1997). 

Youth/voune adults are used interchangeably and refer to people who range in age 

fiom 15 to 24, and for the purpose of this study are enrolled in grades 10 through 12 of 

the public school system. Youth is the term traditionally used in prevention literature. 

They would be considered young adults in the field of adult education. They are also 

included in the group identified as Generation Y by Beale (2000) and Hill (2000). 

Adolescents refers to people who range in age fiom 1 1 to 14 and, for the 

purpose of this study, are enrolled in grades 7 through 9 of the public school system. 

Pian of the Presentation 

Following this introductory chapter, 1 examine the literature that influences the 

case study. The sub-sections of the literahue review include: adult leaming ideas, popular 

education approac hes, principles of program planning in adult education, dominant 

theories and models used in substance abuse prevention and education, planning 

programs for substance abuse prevention, the changing characteristics of young adults, 
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and a sub-section on common ground for aduit learning ideas and planning substance 

abuse prevention programs for young aduits. 

Chapter 3 provides a chronological description of the planning, irnplementation, 

and evaluation process that 1 undertook throughout the case study. Some sections in t h i s  

chapter include the addition of anecdotal information and feedback that is criticai to the 

evaluation process. The fourth and final chapter provides an analysis and interpretation of 

the sum and substance of the snidy. In this chapter, 1 discuss the significance of the study 

related to fields of adult education and drug abuse prevention. This chapter also includes 

a section that reflects upon my own learning from the case snidy. In the h a l  section, I 

make practice recommendations for others working in drug abuse prevention and 

comunity partnenhip situations. 



CHAPTER 2 

LITERATURE REVIEW 

ui this chapter, 1 review areas in the literature relevant to this study to 

provide a theoreticai fnimework for developing a prevention program with young 

adults using techniques and strategies from the field of adult education. There are 

h e e  major sections in h s  literature review. 'ïhe fmt section s r n a r i z e s  

selected addt leaming theories, provides greater detail on popular education 

approaches, and gives an overview of the p ~ c i p l e s  of program planning in adult 

education. The second section consists of aa o v e ~ e w  of the dominant theories 

and models used in substance abuse education, and a review of program planning 

for substance abuse prevention. The thkd section examines young adult leamee, 

with special consideration to the Iiterature on the changing characteristics of 

youth that has emerged during the past 20 years. The fmal sub-section considers 

the similarities b e ~ e e n  program planning in addt education and program 

planning for youth. 

Adult Learning Research 

Adult leaming research has been h e d  in the form of theoretical 

fisimeworks, principles of teaching and planning, and a body of literature that 

guides the practice of addt educaton. These have evolved fiom the practice and 

research of numerous educatoa. According to Houle (1992, p. 97), the most 

significant influence on addt educators is the nature and needs of the leamers 

they serve. The nature and needs of adult leamen are centrai to the adult learning 

titerature discussed in the foilowing three sub-sections. 



Some Conceptuai Frameworks within Adult Education 

A variety of theones have been advanced in the field of adult education that have 

served as conceptual fiameworks that guide adult educator's approaches to their practice. 

Knowles' (1980, 1985) theory of andragogy is perhaps one of the most cited hneworks 

in adult education. The andragogic mode1 asserts that five issues should be considered 

and addressed in adult leaming: letting the learner know why something is important to 

lem; showing learners how to direct themselves through information; relating the topic 

to the learners' expenences; recognizing that people will not l e m  until they are ready 

and motivated; and helping the learner overcorne inhibitions, behaviours, and beliefs 

about leaming. 

Knowles (1 985) concedes that four of these key assumptions apply in varying 

degrees to both adults and children. The main differences are that children have fewer 

experiences and pre-established beliefs than adults (and thus have less to relate to), and 

that children are legislated to leam, whereas adults are typicaily volunteer learners. 

C o ~ e r  (1996, p. 1 O), argues that the word andragogy, initially defined as the art and 

science of helping adults leam, has taken on a broader meaning. She asserts that the term 

defines an alternative to pedagogy and refen to learner-focused education for people of 

al1 ages. Nevertheless, Knowles' rnakes a valuable contribution to adult learning theory in 

that it helps to differentiate the field of adult education fiom other fields. 

In an o v e ~ e w  of adult leaming theones, Brookfield (1995) contends that 

attempting to build an exclusive theory of adult learning that is separated from leamhg at 

other stages in the lifespan is a grave error. He believes that culture, ethnicity, 

persodty, and political ethos have a greater significance in explainhg how leaming 
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occurs and is experienced, than does the variable of age. The term "adult" may need to 

be expanded in order to ciifferenthte adult learning kom leaming that takes place in 

c hildhood. 

Cross (1981) introduces two conceptual fiarneworks to describe various aspects of 

adult learning. The fint of these frameworks, the Chain of Response (COR) model, 

pertains to adult participation in learning. This mode1 includes seven elements (variables) 

and their interreiationships: (a) self-evaluation, interrelates with @) attitudes about 

education; (c) importance of making and meeting goals is affected by (d) life transactions 

and also is interrelated with (e) opportunities and barries, which in tum are affected by 

(f) information about the environment, and impact on (g) participation. 

Cross's (1 98 1) second theoreticai framework is cdled Characteristics of Aduits as 

Learners (CAL) model. It is an atternpt to integrate andragogy, experientid learning, and 

lifespan psychology. It is considered to be one way to descnbe the differences between 

adults and children, and it also aids in developing alternative teaching strategies for 

adults. The CAL model consists of two classes of variables: (a) personal characteristics 

which include ageing, life phases, and developmentai stages; and (b) situational 

characteristics, which consist of part-time versus full-time learning, and voluntary venus 

compulsory leaming. According to this model, different leaming progmms may be 

necessary to accommodate the different personal and situational characteristics of each 

leamer. The main principles of CAL are: adult leamhg programs should capitalize on the 

experience of participants; adult leaming programs should adapt to the ageing limitations 

of the participants; adults shodd be chailenged to move to increasingly advanced stages 

of persona1 development; and adults shouid have as much choice as possible in the 
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availability and orgaaization of learning programs. Cross's (1 998) more recent work 

continues to encourage educators to observe the characteristics of learners in order to 

facilitate an understanding of how adults l em.  

ho the r  fiequently cited adult learning theory is Knox's (1980) proficiency 

theory of adult education. He identifies major areas of proficiency that cm be woven into 

strategies for helping adults l em,  such as understanding the field of continuing 

education, understanding adults as leamers, having a positive attitude toward lifelong 

learning, and obtaining effective interpesonal relationship skills. He also outlines 

specific area of proficiency for administrators, teachers, counsellors, and policymakers. 

Hiemstra (1993) says that anytime adult educators use techniques designed to gain 

knowledge about any one of these components (i.e., promoting self-reflection), they are 

actuaIly refining Knox's mode1 of proficiency. 

Houle (1 992) credits Mezirow with having the most developed theory of adult 

learning. Mezirow and Associates (1 990) theory of "perspective transformation" 

describes a process of becoming critically aware of how and why preconceived thoughts 

control the way people perceive, undentand, and feel about their world. Perspective 

transformation usually begins with a disorienthg dilemma, whereby a penon's old 

patterns of response fail to work, causing a self-examination and assessrnent of one's 

asstunptions and beliefs. He believes that this ability is unique to the aduit population and 

states: 

What we perceive and fail to perceive and what we think and fail to think are 
powemilly influenced by habits of expectation that constinite our frame of 
reference, that is, a set of assumptions that structure the way we interpret our 
experiences. It is not possible to understand the nature of adult le&g or 
education without taking into account the cardinal role played by these habits in 
making meaning. (p. 1) 
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Mezirow's theory forms the basis for tramformative leaming or learning which he 

describes as the Iearning process by which adults corne to recognize and reframe their 

culturally induced dependency roles and relationships. How this differs from other kinds 

of leaming has been described by Clark (1993) as leaming that produces more f a -  

reaching change in the learner than does learning in general. The learner is changed in 

ways that both the leamer and others can recognize. 

The criticai pedagogy of Paulo Freire forms one of the main strands in adult 

leaming theory known as popdar education. He is, perhaps, best known for his critique 

of education cailed Pedaeogy of the O ~ ~ r e s s e d  published in 1970. Here, he argues that 

any curriculum which ignores racism, sexism, the exploitation of worken, and other 

forms of oppression, is supporting the statu quo. He considered al1 education as either 

being for liberation or domestication. Consequently, education cm inhibit the expansion 

of consciousness and prevent social action for change from occurring. Freire also 

believes that dialogue is one of the most powerful tools in the transfomative leaming 

process. Accordhg to Elias and Memam (1980), Freire perceives knowledge as the 

process through which individuals become aware of objective reaiity and their own 

knowledge of this reality. 

Conscientization is central to Freire's (1 990) theory of learning and spans four 

Ievels of consciousness: (a) intransitive consciousness, which is the lowest level of 

consciousness where individuaIs are preoccupied with meeting their most elementary 

needs and are not aware of the outside forces that shape their lives; (b) semi-intransitivity 

or magical consciousness, where individuals have iritemdized the negative values 

ascribed to them; (c) naïve-transitiveness, where individuais begin to expenence reality 
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as a problem for them, but can still be manipulated by the dominate culture; and (d) 

critical consciousness, which leads to a new depth in the interpretation of problems, self- 

confidence in discussions, receptiveness, and an acceptance of responsibility. 

Conscientization is seen as a sociai activity that is brought about through praxis, or the 

union of action and reflection. This brief discussion leads to one of the more widely used 

methods for implementing Freire's theones. 

Popular Education Approaches 

Popular education is a form of addt education that seeks to empower adults 

through the practice of transfomative learning, critical reflection, self-directed learning, 

and cooperative study and action. The goal of popular education is to develop people's 

capacity for social change through a collective problem-solving approach -an approach 

that ernphasizes participation, reflection, and critical analysis of social problems (Bates, 

1996, pp. 225-226). Because popular education is comunity based, it takes many foms; 

however the primary objective is to snive toward a more just and peacefd society. 

Barndt (1989) describes popular education as a process that deveiops people's critical 

thinking, creative expression, and collective action. She sees it as a Iink between anaiysis 

and action, between theory and practice. Baez, (in Bmdt, 1989) states: "If the process is 

participatory, critical, and supports people in organizllig to change a situation, it is 

popular educatiodY (p. 16). Popular education can be differentiated fiom andragogy 

because social change is one of the main goals. 

Kerka (1 997, p. 1) believes that popdar education is best understood through the 

asnimptions that underlie the teaching techniques that are empfoyed by its adherents: 

(a) that leaming is most effective if participation is active; (b) that different leaming 
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styles must be addressed; (c) that leamers are treated as equals; and (d) that the learning 

process is enjoyable. 

InvolWig adults in the leaming process is a central element of popular education. 

According to Vedros (1985), when individuals participate in the planning and decision- 

making, they will have greater responsibility in the learning experience; and if he or she 

believes that the planning process involves as much leaming as direct instruction itself. 

Vella (1 994b) states: "When an adult learner feels excluded, littie or no learning is going 

to take place" @. 1 1). 

Brookfield (1 986) explains that participation is exemplified by using discussion as 

an educational method. He identifies two central featwes of discussion as purposefui 

conversation, wherein the discussion is directed and deliberate, and is concemed with 

cognitive purpose: and equal participation by al1 people involved in the process. He 

believes the value of the discussion cm be weighed using these critena. Veiia (1994a) 

similarly approaches dialogue as a very pnicticai approach to teaching adults. Houle 

(1972) regards discussion as the best medium through which addts can explore their 

experience; he dso claims that the exploration of experience is the essential purpose of 

aduit education. According to Brookfield (1 98S), two of the best exarnples of the power 

of discussion include the study circles of the Antigonish Movement, and the Living 

Room Leaming scheme in British Columbia 

The relationship between the educator and student and, in particuiar, the role of 

the educator, is also ernphasized in popular education. According to Johnson-Bailey and 

Cervero (1 997), and Rosenblum (1 985) educators must relinquish their control over the 

learning situation and the leamer, and act as faciilitators of learning. The ideal facilitator, 



2 1 
as described by Tou& (1979, p. 183), has four characteristics: they are warm, loving, 

caring, and accepting of the learners; they have a high regard for Leamers' ability to plan 

their own leaming process; they view themselves as equals with the students in the 

leaming process; and they are open to change and new expenences and seek to l e m  

fiom their helping activities. 

Cadena (1 99 1, p. 64) emphasizes the need for flexibility in the popular educator's 

approach to methodology: 

1 do not mean to irnply that popular educatos are ngid and that we do not try to 
comprehend and use techniques that mainstrearn organizations have developed. 
Indeed, we borrow whatever we believe may be usefui. 

Popular education prograrns are also charactenzed by their unique approach to program 

planning and delivery. One example is the 19th principle of program planning fiorn Vella 

(1994b), which states: "humor: no laughing, no leaniing" (p. 17). According to Vella, 

humor not only lightens the leaniing environment, but it also enlightens the learners as 

they struggle with new concepts and skills. 

Popular education is an approach that often draws upon popular culture in the 

form of drama, Song, dance, and discussion. According to Proulx (1993), these are 

cultural fonns that working-class adults recognize in their life and their values. As Houle 

(1992, p. 228) points out, the idea that ad& leam best through imaginative interactions 

is an old one, and has great potential as a means of achieving a better world. Epskarnp 

(1989) in a book cailed Theater in Search of Social Change, explores the relative 

significance of different approaches to theater. Citing numerous theater projects fiom 

around the world, he believes that theater bas a very strong educational component for 

tramferring required knowledge and skills, and of enhancing attitude change. He states, 
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T h e  highest possible yield fiom this medium manifests itself within the field of adult 

education" @. 171). He also points out that the distinction between leaming and being 

entertained is primarily a North Atlantic phenornenon (p. 36). 

Bertolt Brecht and Emin Piscator are credited by Epskamp (1989) and lnnis 

(1 972) with reintroducing theatre as a Ieaming tool in the 1920s. Brecht and Piscator 

created a form of theatre that changes audiences fiom passive recipients of entertainment 

into active participants in the outcome of the staged event. According to Epskamp (1989, 

p. 52), Augusto Boal shared Brecht's view that the audience m u t  be critical of what 

happens on stage. 

Boal is perhaps best known for his book, "Theater of the O~~ressed"  (1 985). 

Although learning through drama is relatively comrnon, theatre of the oppressed is 

distinguished as a very specific way to encourage social change and to prornote leaming. 

Boa1 was influenced by Freire's theories as seen in his design of the "joker" system of 

theatre of the oppressed. He called it, "forum theatre" or "image theatre." Fonun theatre 

is a theatrical play in which a problem is shown in an unsolved form. The audience is 

invited to suggest and enact solutions. As a type of theater in the round, the audience is 

seated in a circle around the actoa and the joker facilitates the action. The joker ailows 

the audience to see the conflict fkom many angles, and to contemplate why a conflict 

occurred and what could conceivably happen next. Boal (1985) brings the technique to a 

different level by the addition of ccspect-actors." Spect-actor is the word Boal uses to 

descnbe a member of the audience who takes part in the action of the play. 

Theatre troupes that teach and perform theater of the oppressed are available in 

most major cities in North Amenca. The themes are drawn fiorn daily life and always 
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involve a social issue, for example, Aids, drug abuse, violence, and political systems. 

Thus, it is a technique suitable for teaching youth and adults in a variety of settings. 

Different senings can present challenges. For example, according to Vallins @. 1 1, 1980) 

in secondary schools everyone iives by the bell, and it can be a challenge to deliver forum 

theatre in a 45-minute time span. In the following section consideration is given to the 

elements of program planning in adult education. 

Principles of Program Planning in Adult Education 

The principles of program planning in adult education are often tied into the 

theoretical literature because many of the dominant theorists also include prograrnming 

principles in their work. Thus, most literature on program planning for aduits is about 

how programs may be put together and what ingredients are necessary to ensure a 

successfûl outcorne. This sub-section inciudes a review of three of the centrai 

characteristics of adult iearnen that guide the prograrn planning process-narnely, self- 

directedness, cntical reflection, and expenential leaming-and a review of Vella's (1 994a) 

and Caffareila's (1 994) program planning models. 

A cornerstone of Knowles' (1 980,1985) theory of andragogy is that self-directed 

learning exists when the leamer plans and directs the learning. This establishes the 

leamer as a participant in the program planning process. According to BrookfieLi (1 986), 

there are several strategies that can enhance self4irected learning. He recommends 

learning contracts that involve adults in diagnosing needs, planning activities, selecting 

resources, and evaluating their progress. A second strategy is to speci@ clearly what is to 

be leamed and what the leamer expects. A third strategy is to strengthen the environment 

for self-directed learning by providing activities and techniques for sociahtion and 
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communication. Brookfield (1993) believes that although adults may want to manage 

their own Leaming, their pnor expenence with didactic, classroom-based instruction may 

not have prepared them well for self-management. Therefore, another strategy is to 

include coaching techniques that enable adult learners to feel confident in the new 

learning environment. These strategies are also considered to be part of the program 

planning process because they help to engage the learner in selfdirected learning. 

Critical reflection is not oniy understood as a characteristic of adult leamen, but 

also a central concem in programming for ad&. Mezirow and Associates (1990), and 

Brookfield (1993) are two influentid theorists in the area of critical reflection. According 

to Brookfield (1 993), critical reflection focuses on three interrelated processes: the 

process by which adults question and then replace or rehame an accepted assumption; the 

process through which adults take alternative perspectives on previously taken-for- 

granted ideas and other forms of reasoning, and; the process by which adults corne to 

recognize the authonty of dominant cultuml values, and understand how challenging this 

authonty can empower them. Using critical reflection is an important part of adults' roles 

and decision making, both personally and professionally. Challenging adult leamers to 

use cntical reflection has become recognized as an important part of program planning. 

The emphasis on experience as a defining feature of adult learners is a centrai 

concept of andragogy. Dewey (1933) provides a good example of some of the 

foundational literature on expenence and leaming. He focuses on reflective thinking as a 

type of thinking that occurs when there are no discernible solutions to a problem. Kolb 

(1984), Mezirow and Associates (1990), and Freire (1 990) each stresses that ail leaming 

lies in the way people process experience and, in pdcular, the way their critical 
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reflection upon that h e w o r k .  Freire (1 990), and Mezirow and Associates (1 990) 

spoke of leaming as a cycle that begins with expenence, continues with reflection, and 

later Ieads to action. Kolb (1984) refmed the concept of reflection by dividing it into two 

separate leaming activities: perceiving and processing. In the perceiving stage one tries to 

f i d  answers by drawing conclusions from one's experience. in the action phase, one tries 

the answer out. King and Kitchener (1994) built upon these earlier works by providing a 

seven-stage framework for developing reflective judgement. They postuiated that 

reflective judgement is the outcome of a developmentai progression, beginning in 

childhood and continuhg throughout the lifespan @. 17). The ideas put forth by King and 

Kitchener (1 994) have implications for developing these abilities for a broad cross- 

section of adolescents and adults and, thus for program planning. Experiential leaming is 

encouraged in programs by using methods such as games, role-plays, case studies and 

h a .  During the planning process, incorporating such methods into the design can help 

leamers connect the learning to their experiences. 

Recent attempts to develop a cornprehensive approach to programming for aduits 

have been published by Vella (1994a), and Caffarella (1 994). Using the basic assumption 

that adult leaming is best achieved in dialogue between a teacher and leamer, VelIa 

provides 12 principles to guide the program planning process including: (a) conduct a 

needs assessrnent with the Ieamer to guide the program planning process; (b) provide 

safety in the environment and process by showing respect for learners; (c) nutue a 

sound relationship between the teacher and leamer by showing respect, affuming, and 

listening carefully; (d) pay careful attention to the sequence of content and 

reuiforcement-for example in that material is presented fiom simple to complex, and 
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repeating the skills and facts in an interesting way; (e) include praxis or action with 

reflection, and l e k g  by doing; (f) respect the leamers as the subject of their own 

leamhg by letting them make decisions, and never do what a learner can do for 

themselves; (g) attend to the cognitive (ideas), affective (feelings), and psychomotor 

(actions) of adult learnen; (h) show the immediacy or usefulness of the new leaming by 

giving the leamers practical ways to apply what they have learned; (i) ensure clear roles 

and role development between the teacher and leamer in order for good communication 

to occur; 6) provide teamwork for learnen to make undertaking dificult tasks easier; (k) 

engage Iearners in what they are leaming; and (1) provide accountability by assuring that 

what was proposed to be taught was taught. Vella presents these principles within a 

practice h e w o r k  using examples fiom her own experience as a teacher. 

In contrast to Vella's diaiogical approach to programming, Caffarella's (1 994) 

interactive model is relatively complex. Her model contains 1 1 components, each 

containing a list of tasks to be addressed in developing a program. It is a flexible mode1 in 

that not al1 of the components and tasks need to be addressed for developing every 

program. There is a grrat deal of similarity in the basic principles addressed by Caffarella 

and Vella. However, Caffarella is more explicit than Vella on a broader range of issues: 

such as ethicai concems, and presents her mode1 in a highly structured format. Vella is 

more implicit; she assumes that if the educator follows each of the 12 principles, ethical 

problems will not occur. These two frameworks are good examples of how program 

planning for adults are linked with adult leaming theones. The next section of the 

literature review considers the dominant theories and program planning models used in 

substance abuse education. 
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Substance Abuse Edueation 

The earliest prevention programs were based on faith in hurnan rationaiity. They 

held an assurnption that if individuals were given accurate facts about the hm hl effecrs 

of alcohol and other dnigs, those individuals would avoid alcohol and other dmg use 

because it was in their own best interest to do so. Research has not supported this idea of 

rational self-interest, e-g., Bangert-Drowns (1 988); Hansen (1 992); Johnson (1 98S), and 

others. A progression of different assumptions can be detected underpinaing strategies 

developed in the last 30 years to reduce alcohol and other dnig use among young people. 

The fmt sub-section reviews the health belief model, social leaming theory, social noms 

marketing theory, systems theory, h m  reduction theory, environmental theory and data- 

driven theories and models in substance abuse education. The second sub-section 

provides an historicai overview of program pianning in substance abuse education. It 

includes a review of information-only programs, programs based upon social leaming, 

alternative pro grams, and social bonding pro gtams. 

Dominant Theories and Models in Use 

According to Rosenstock (1974), the health belief mode1 is based upon the idea 

that it is the individual's perception of the world that determines an individual's actions, 

not one's actuai physicai environment. According to this model, individuais will change 

theu behaviour to avoid a health problem, but frrst they must believe they are susceptible 

to the problem associated with their behaviour. Second, they need to perceive the severity 

of the risk to their heaith before they will take action. Third, the probability that an 

individual will act to improve his or her health is determined by one's perception of the 

benefits of an aitemative behaviour. 
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The health belief model is widely used to design focused cimg education and 

prevention programs (Albert & Simpson, 1985; Kleinot & Rogers, 1982). Programs that 

focus on student drinking and driving behaviours have been particularly successful. In a 

review of health belief model investigations published during 1974-1984, as well as from 

hdings of 17 studies conducted before 1974, Janz and Becker (1984) found that the 

perceived susceptibilitv dimension of the mode1 is particularly important for preventive 

health behaviour. This fuiding has important implications for using this model to design 

dnig abuse prevention programs. It suggests that prevention efforts should emphasize the 

personal susceptibility and risks associated with substance abuse. As pointed out by 

Cvetkovich, Ede, Schinke, Gilchrist and TNnbIe (1 987), these realizations are crucial to 

idornation-based programs that are designed to reduce harmfid dmg use. A small 

number of epidemiological studies conducted in high schools found that the perception of 

increased nsk was associated with declines in reported h g  use (Johnson, 1985). This 

indicates that the health belief theory needs to be given consideration in planning 

programs for prevention. 

The social learning theory developed by Bandura (1977) also has received a lot of 

attention in the dnig abuse prevention and education field. This theory is based on a self- 

efficacy paradigm. Here, behaviour change and maintenance are fùnctions of (a) 

expectations about the outcomes of engaging in a behaviour, and (b) expectations about 

one's ability to engage in the behaviour. According to Johnson and Solis (1983) alcohol 

and other dmg use is a socially leamed, purposeful behaviour based upon a combination 

of socio-environmental and personal perceptions. Therefore, they see such behaviours as 

part of social leaming theory. 



29 
Prevention approaches based on social learning theory emphasize the 

development of sociai and personal skills in young people to enable them to resist a pro- 

dnig environment and peer pressure (Botvin, 1983, p. 1 16). According to Botvin and 

Botvin (1992)' these "psychosocial" approaches to prevention fdl into two geneml 

categories: programs that focus on social influences, and training approaches designed to 

enhance personal and social cornpetence. According to Bangert-Drowns (1988), Benard 

(1990), and Black Tobler, and Sciacca (1998), the use of peers as a primary source of 

instruction is associated with statisticdly significant reductions in substance abuse. Fors 

and Jarvis (1 995) compared and evaluated peer-led, adult-led, and non-intervention 

groups in a dmg abuse prevention program. Their results indicate that peer-led prevention 

produced the most significant results. Therefore, prevention programs that include a peer 

component may lead to reductions in substance abuse. 

According to Haines and Spear (1 996), and Graham, Marks, and Hansen (1 991), 

the sociai noms mode1 for preventing aicohol, tobacco, and other dnig use is gaining 

attention as one of the most promising and effective strategies for the prevention field 

today. The Center for Substance Abuse Prevention (1992) describes social noms as 

people's beliefs about the behaviout expected of them in a particular social context. They 

also describe sociai marketing as the design and irnplementation of programs developed 

to infiuence the social acceptability of a social idea According to Haines and Spear 

(1996), the theory holds that if a penon perceives somethhg to be the nom, they tend to 

alter their behaviour to fit the nom, even if it is not reality. For example, Perkins and 

Berkowitz (1 986) published the first research focusing specincally on such 

misperceptions and their effects. Based on data collected in an alcohol use s w e y  of 
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undergraduate shidents at a liberal arts college, their study indicates that students 

perceived their peers' consumption of alcohol and other dmgs as much more extreme 

than it actually was. Subsequent surveys at the same campus over several years 

consistentiy found misperceptions of a similar magnitude (Berkowitz and Perkins, 1986). 

Baer, Stacy and Larimer (1 99 1) have also noted this fuiding. Berkowitz and Perkins 

(1986) believe that this misperception may cause students to drink more heavily, or use 

other dmgs to excess, because they imagine the n o m  to be more permissive than it 

acnially is. Hansen (1993), and Hansen and Graham (1991) conducted research arnong 

high school students that indicated that as students became aware that peer noms and 

h g  use were moderate they reduced their own consumption. nierefore, the social noms 

mode1 has implications for program planning and social marketing in prevention 

education. Clearly, if misperceptions about normative substance cause students to drink 

more heavily, or use drug to excess, then prograrns that a h  to correct the misperceptions 

should cause midents to reduce the amount they drink andor use dmgs 

Increasingly, cornmunity-wide, comprehensive efforts are being supported for the 

prevention of aicohol and drug problem, particularly in the United States. The 

theoretical foundations for this approach are drawn fiom systems theory. According to 

Benard (1997), the rationale for applying these models to the prevention of substance 

abuse is that multiple factors contribute to substance abuse, and that prevention efforts 

focused on a single factor wiil probably fail. One of the most influentid theories in this 

category is calIed problem behaviour theory, developed by Jessor and Jessor (1977). 

Problem behaviour theory focuses on three levels of analysis: the nature of the behaviour, 

the type of personality, and situations in the environment. This theory is based on 
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awareness that efforts to change behaviour can be based on any or d l  Ievels. Peny and 

Jessor (1983) advocated problem behaviour theory as the foundation for a cornprehensive 

approach to substance abuse prevention. They believe that weakenuig or etiminating 

behaviours that compromise heaith and strengthening, or introducing behaviours that 

enhance health, are the best practices in prevention. For weakening negative behaviour, 

they propose reducing dmg availabiiity, media campaigns to resist h g  use, and social 

and polic y sanctions for drug-related activity. For strengthening alternative behaviour, 

they advocate promoting positive peer relations, h g  ikee activities for students, and 

health and fitness programs. Their theory is the underpinning for a wide variety of 

community-based approaches for a variety of health related issues, such as the 

ParticipAction program in Nova Scotia; however, problem behaviour theory has not been 

widely used for prevention programming in the addictions field in this province. 

Harm reduction is a public health approach to dealing with hg-related issues 

that places priority on reducing the negative consequences of substance use. According to 

the Canadian Centre of Substance Abuse (2000), and DeJarlais (1995), there is no 

agreement in the addictions literature or arnong practitioners as to the de finition of harm 

reduction. Ddarlais (1 993, and Riley (1 999) view harm reduction as an alternative 

approach to abstinence-oriented dmg policy and programming. In 1998, Nova Scotia's 

Addiction Services, Department of Health issued an internai policy paper on h m  

reduction that places it within a continuum of h e m ,  with high risk use on one end, and 

total abstinence on the other. Therefore, h m  reduction is seen as an oppominity to move 

people toward the abstinence end of the continuum, regardless of their Ievel of substance 

use. 
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The most fiequently cited examples of harm reduction practice include needle- 

exchange programs (e-g., Bardsley, Turvy & Blatherwick, 1990; Dole, 1989). According 

to Riley (1 999), and the Nova Scotia Addiction Services (1998), the harm reduction 

approach to education focuses on providing non-judgemental ùiformation about different 

drugs, their properties and effects; and about how to reduce risks. and where to get help if 

it is needed. According to Dimeff, Baer, Kivlahan, and Marlatt (1 999, p. 1 O), efforts to 

reduce heavy and hazardous drinking on college carnpuses have mushroomed over the 

pst decade. However, examples of harm reduction in prevention that targets high school 

students are not evident at this t h e  in the literature. 

Another recent development in prevention theory is the recognition of the critical 

importance of one's imrnediate environment in shaping and rnaintaining an individual's 

behaviour. As noted by Glanz, Lewis, and Rimer (1990), five distinct sets of 

environmental factors interact in complementary ways in this perspective: interpersonal 

characteristics of individuals themselves, such as theu knowledge, attitudes, behaviour. 

self-concept, leaming history, and skills; interpersonai processes and primary groups 

which include formal and informal social network and social support systems, such as 

families, living group, and £iiendship networks; institutional factors such as the 

characteristics of the institutions to which an individual belongs; community factors such 

as the relationships among organizations and institutions, and; public policy such as local, 

state and national laws and policies. This broad cultural approach towards prevention and 

education is also supported by Bruner (1996). However, as a workable theory, it bas 

remained largely untested in prevention programming. According to Moskowia (1 986, p. 

78), if prevention educators could create a social environment where positive social 
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innuences regardhg alcohol use predominated, then there would be little need to 

attempt the difficult task of trying to train people to resist social influences as is currently 

in vogue in many prevention programs. Similar to the sociocdturai theory, these 

environmental theonsts are thought to fail to recognize the value of culture-in 

particular, popular culture (Moskowitz, 1 986). 

Drawing upon sociological data, some researchen have attempted to develop an 

empirical science of prevention. For example, Coie et al. (1993) presented a conceptual 

h e w o r k  for the science of prevention, which they cal1 data-driven. They point out that 

the difference between data-driven and theoryslriven programs is that empirical evidence 

dictates the content of a program. Theory is not abandoned, but it is second in priority to 

empirical findings. According to Hansen (1 992), and Coie et al. (1 993), program design 

should oniy take into account variables that have a demonstrated effect on drug use 

behaviour. For example, self-reported drug use is more strongly correlated with dmg use 

by peen and siblings than it is with parental drug use. Therefore, parent drug use may not 

play as significant a role as was once believed, and more emphasis should be placed on 

peer and sibling drug use behaviour, in this approach. 

Aithough there is no evidence in the literature that any of this work is being done 

at present, the move toward a science of prevention is prornising because it provides 

measurable outcornes. According to Amatetti (1 987), the few applications of theory to 

prevention that exist in the literature apply mody to school-based programs and, 

according to Amatetti, the field suffers fkom the lack of a comprehensive, practicai and 

testable theory of alcohol and other drug abuse prevention. The curent cutbacks in 

funcihg for health care research in Nova Scotia are in contrast with increasing pressure to 



34 
use evidence-based programming. This creates a conundnim for prevention education 

that is not being addressed at the tirne of writing. 

Planninp Programs for Substance Abuse Prevention 

The historical development of alcohol and other drug prevention approaches 

relied heavily upon the informationsnly model, social learning models, as well as upon 

alternative progmmming. Although positive effects fiom each of these models have been 

documented, ironically, these prevention strategies are often found to be most effective 

with youth that are at the lowest risk for substance abuse (Botvin & Botvin, 1992). 

Furthemore, according to Price, Cowen, Lonon, and Ramos-McKay (1 988), fewer than 

20 percent of these focus on youth and adults. The recipients of most prevention 

intervention programs tend to be children and adolescents. An extensive literature exists 

concerning the antecedents and correlates of substance abuse. According to Botvin and 

Botvin (1992), the resultuig prevention strategies are based upon the complex interaction 

of a number of different factors including cognitive, aninidinal, social, personality, 

pharmacological, and developmental factors. In the following paragraphs these 

prevention efforts are discussed according to four generai strategies: information 

dissemination approaches; theoretical approaches; alternative approaches; and data- 

dnven approaches. 

Various approaches to prevention programming fall into the information 

dissemination o d y  category. Eariy efforts often focused on the consequences of drug use; 

having former addicts describe the horron of addiction, and teaching what drugs look 

like and how they are used. The majority of these approaches are poorIy documente& and 

were not presented in a manner that is amenable to evaiuation. According to Kim, 
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Crutchfield, Williams, and Hepler (1998), during the 1960s, prevention efforts were 

almost exclusively based on information dissemination models. The assumption was that 

public education would effectively deter dmg-using behaviour. During the 1970s and 

early 1 9 8 0 ~ ~  affective-humanistic approaches were introduced with the underlying 

premise that increased self-esteem and improved interpersonai skills would delay or 

reduce the onset of h g  use (Kim et al.. 1998). The existing evaluation literature shows 

rather conclusively that these are not effective prevention strategies for influencing 

behaviour, (e.g., Dusenbury, 1997; Tobler, 1986). 

Information-dissemination programs often are not subjected to rigorous 

evaluation (Hansen, 1997). One exception to this is the Drug Abuse Resistance Education 

( D M )  program, used extensively throughout the United States and Canada fiom the 

late 1980s to the present tirne. Ennet, Ringwalt and Flewelling (1994) conducted a meta- 

analysis of the DARE program by examining 17 published and unpublished evaluation 

manuscripts. They found no demonstrated evidence of outcome effectiveness. This 

finding is also noted by Hansen (1997). In spite of the lack of positive outcome measures, 

the program continues to grow in popularity. In Nova Scotia the DARE program is 

delivered by a variety of police agencies. The marketing of poorly researched and 

ineffective prevention programs is rarely mentioned in the literature. My personal 

experience while working in 92 schools in Nova Scotia is that school administraton are 

vulnerable to using ineffective prevention programs that are marketed in an aggressive 

fashion. 

Theory-dnven programs rely on a body of fomalized research which, in the case 

of prevention, has been mainiy based on social leaming theory. Evans et al. (1978) are 
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credited with a revised approach to dmg abuse prevention known as the social 

influence mode1 which was popular during the 1980s. Much of their work utilizes 

resistance training and information. These developments were followed by school-based 

and community-based prevention approaches that were popularized by Botvin and 

Botvin, (1992). According to Botvin and Botvin (1992), and Tobler and Stratton (1997), 

theory-driven programs are often research-based and depend on hanciai supporters. As a 

result, they are evaluated more rigorously. Most of the programs that fa11 into the theory- 

driven category are based upon social resistance skills that rely on interactive teaching 

techniques such as role playing, discussions, peer education, and small group activities 

that promote active participation of students (Bosworth & Sailes, 1993). There is a 

general consensus in the literature (e.g., Dusenbury, 1997; Hansen, 1992) that these 

techniques cm achieve at least modest reductions in dmg use by students. 

Minkler (1997) noted that community educaton often identifi the issues that they, 

the self-proclaimed experts, have determined to be important for consideration in 

p i o ~ ,  without input fiom the target population. Information-dissemination and theory 

dnven prevention programs are often designed by professionais, without participation 

and input fkom target populations. Although these programs have made a contribution to 

understanding the tield of prevention, it is important to remember that they have been 

delivered since the early 1970s. In contrasi, the growing problem of substance abuse in 

high schools indicates that alternative approaches to prevention programming are now 

cequired. 

Alternative programmiog has been defuied as programs that target specific 

populations with activities that are fiee fiom all fonns of substance abuse (Center for 
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Substance Abuse Prevention, 1998, p. 4). Alternative programs do not include content 

on substance abuse; rather, they focus on positive alternatives. Alternative programming 

is a 1970s initiative that grew out of the disappointing research fidings of more 

traditional approaches. Thus, researchers began to speculate that the initiation of 

substance abuse might be coming from changing social trends and popular culture 

(Cohen, 197 i ; Dohner, 1972). They suggested that the causes for substance abuse by 

youth were found in attitudes that drug use was a hardess diversion that was both 

enjoyable and satisfying. Consequently, the alternatives approach was conceived to 

develop attitudes that would diminish the desire to use alcohol or other dmgs. Alternative 

programs are widespread throughout Canada and the United States and include an 

extremely wide variety of programs. Some of these include "one-shot" events such as 

Safk Grad, athletic alternatives, prograrns that teach entrepieneurial skills, programs that 

promote volunteering at school and in the community, and artistic endeavoun such as 

youth theatre. 

As a prevention approach, alternative programs are poorly defmed; there are few 

if any guidelines available, and the evaluation processes are inconsistent. This situation is 

unfortunate because, as noted by the Center for Substance Abuse Prevention (1998, 

p. 21), alternative programs are popuiar. They are easily supported by rnost communities 

and are suitable for application to numerous sources of grant fünding. Meta-analysis such 

as those conducted by Tobler (1986), and Tobler and Stratton (1997) indicate that 

alternative programs do produce modest outcornes and are, therefore, worthy of 

continued research and funding. As with other prevention program trends, alternative 

programming has progressed atheoretically. As noted by GonzaIez (1 989), and Glanz, 
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Lewis and Rimer (1990), this fact has not provided prevention educators with a 

consistent direction to design effective prevention programs. 

School comectedness or social bonding is a promishg concept for prevention 

efforts (Resnick, Harris, & Blum, 1993). Although primarily school psychologists are 

conducting this work, it is included here because it is relevant to this thesis. Hawkins, 

Doueck, and Lishner (1988, p. 3 1) suggest that students who are socially bonded have a 

stake in society and have good reasons not to use alcohol, tobacco, and other drugs. 

Resnick, Harris, and Blum (1 993) conducted a study of over 36,000 students in grades 7 

through 12. They utilized a health survey that contained variables that measured the 

major morbidities of adolescents, e.g., dnig use, delinquency, emotional stress, as well as 

protective factors such as f a d y  co~ectedness, school comectedness, and low fami 1 y 

stress. The most salient protective factor was found to be school connectedness. One of 

the conclusions drawn by Resnick, Harris, and Blum (1993) is that youth who are at high 

risk for alcohol, tobacco, and other dnig problems benefit fiorn prevention efforts that 

focus on creating conditions to enhance cornmitment to school and education and regular 

involvement in school activities; and in particuiar, activities that promote a sense of 

belonging. Werner and Smith (1 992) and Seifer and Sameroff (1987) have found similar 

results. The implication is that prevention programs should include variables that enhance 

school connectedness. The complexity for planning prevention programs is M e r  

cornpounded by the changing characteristics of young adults, which is discussed in the 

following section of this literature review. 
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Young Adults as Learners 

The field of adult education is based upon the premise that teaching aduits needs 

to be approached differently from the way educators teach chilcireen and young adults. The 

different teaching techniques and strategies are well documented and there is general 

agreement about their effectiveness. However, questions have begun to anse about the 

need for a new approach to teaching young aduits because of changes in the way they 

expenence their lives. My interest lies in gaining a better understanding of what has been 

practised in adult education that may be beneficial to teaching young adults. in the 

following sub-sections I provide an overview of the changing characteristics of young 

adults as learners, and look at the comrnon ground among adult education approaches, 

and popular education approaches in particular, that lend themselves to teaching young 

adults. 

The Changing Characteristics of Young AduIts 

Although it is beyond the scope of this paper to provide a historical review of the 

physiology and stages of childhood, it is important to consider the various phases and 

changes the concept of childhood has undergone. According to Aries (1 962), the modem 

concept of childhood began during the 16th century with the rise of the middle class, and 

the need for their children to be formally educated. As the social structure and economy 

changed, so did the concept of childhood. As late as 1866, every child over the age of 

nine was seen as a productive part of the labour force (Muller, 1973). Between 1880 and 

1930 the idea that childhood was a state of innocence and that children needed to be 

protected gahed in popuianty. Children had more contact with their parents and were 

more dependent on them. Accordhg to Muller (1973), fiom 1930 onwards, children were 
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more closely supervised and strictly disciplined. This kind of information, while 

focusing on children, helps to set the context for considering how North Amencans view 

youth today. 

Do the youth of today need new approaches to leaming and teaching compared to 

youth prior to the 1970s? According to Brown (1997), who examines the characteristics 

of what she terms "Generation Xers," the answer is yes. She believes that life experiences 

shape the way people l e m ,  and that Generation Xers (born between 196 1 and 198 1) 

have radically different experiences fiom the generation before them. She identifies seven 

charactenstics that set thern apart: growing up with both parents working, therefore they 

are used to getting things done on their own and are independent problern solvers and 

self-starters; because they grew up with cornputers they are technologically literate; they 

are responsive, in that they have been conditioned to expect immediate gratification, and 

therefore need more stimulation and feedback; because they are sceptical of society and 

its institutions, they are goal-focused and insist that work m u t  be purposeful and 

meanin@ to them; knowing they mut  keep learning to be marketable, they are life- 

long learners; they are ambitious in that they crave success on their own terms; and as 

illustrated by their involvement in extreme sports such as sky surfing, they are fearless. 

Based upon these charactenstics, Brown (1 997) and Caudron (1997) offer the 

following suggestions for targeting learning to Generation Xers: focus on outcornes 

rather than techniques, because students need to be able to put information to work; make 

leaniing experiential by engaging them in participatory Iearning experiences; give 

students control over their own learning; respect their ability to engage in paralle1 

thinking that develops fiom working with cornputers; give attention to the format of 
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instructional materials because they are surfen and scanners rather than readen and 

viewers; give them a role in establishing learning goals, and: engage them in projects that 

demand the application of existing skills to new situations. 

Generation Y, also known as  "miIlennitun kids" or "echo-boomers," are the 

children of Generation X, and are al1 under the age of 24 in the year 2000 (Center for 

Substance Abuse Prevention, 1999, p. 1). According to Tirne magazine (1999), the 

hallmark of Generation Y is their focus on educational and career ambitions and their 

sense that they will be the most powerful group of people to iduence society in the 

beginning of the 2 1 st century. Beaie (2000) bas created an internet site to promote a book 

about Generation Y that he is in the process of writing. He believes that Generation Y is 

distinct fiom Generation X, and has difl'erent leaming needs, e.g., most Generation Xer7s 

use e-mail and the intemet, but that is fundamentally different fiom growing up in a 

setting where the intemet is used for social entertainment and educational reasons. 

Hill (2000, pp. 1 1-1 2), believes that Generation Y is being raised in a more 

numving and Iess cornpetitive environment that focuses on effort rather than 

accomplishments. As a result, the natural connection between ability and performance is 

not clear, and business managers will need to focus on individual development plans that 

dlow Generation Y to become involved in their own evaluation and mesures of 

performance. Involving Generation Y in their own leaming is exemplified by the 

Generation W . Y - P r o j e c t  (Harper, 2000). This project is dedicated to the 

improvement of student leaming through the use of educational technologies. Middle and 

high scbool students are the centrepiece of this project. The mode1 provides 18 weeks of 

training that focuses on teaching students how to act as partners and research assistants to 
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teachers, administrators, parents, community members, and teacher trainees. The 

implication of these developments is that Generation Y is more likely than Generation X 

to be given opportunities to participate in their own learning. Generation Y is the target 

population who play a central role throughout this thesis. 

In the prevention field, some of these characteristics are identified as the 

ioundation for a paraaigm shli  in prevention. According to Kim, CrutcMeld, Williams 

and Hepler (1 998), the relative demise of the two-parent family structure, the social 

deficit in parenting due to work demands, increasing social fragmentation, and a variety 

of erosion in institutional structures have resulted in an histoncally unprecedented 

separation of youth and adults. They believe that youth need to participate and be 

involved in the socio-economic and public &airs of the comrnunity. Instead of thinking 

of youth as community problems, they need to be seen as assets and resources. They 

state: "The organizing concept of this new paradigm is: sociai, economic, and public 

opportunity denied to youth is equal to sociai problems imposed on youth by adults" 

(p. 6). These kinds of observations about the changing characteristics of youth have 

implications for how we understand and teach young adults. They also provide a usefùl 

framework for examining the principles of aduit education that may be usefid in teaching 

youth. 

Common Ground for Adult Learnin~ ldeas and Planning Substance Abuse 

Prevention Programs for Young Adults 

Explanations of what happens when learning takes place are called learning 

theories. Memam and Caffarella (1 99 1, p. 125) find linle consensus on how many 

leaming theones there are, or how the theories should be categorized. They seek to credit 
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the various leaming theories for the influence that they have had on adult learning 

practice. They consider the theones fiom four orientations: behaviourist, cognitive, 

humanistic, and social learning. By comparison, the theoretical foundations of substance 

abuse prevention have not relied heavily upon leaming theories, with the exception of 

social learning theory. That is not surprishg given that the adult education field focuses 

on learning whereas the prevention field is more focused on behaviour. In adult Ieaming, 

the value of social Ieaming theory is that it accounts for the social setting in which 

leaniiog occurs. In contrat, in prevention the value of social learning theory Lies in its 

contribution to practitionen' understanding of alcohol and drug use as a socially learned 

Locating common ground for adult leamhg ideas and substance abuse prevention 

is speculative. However, a common ground becomes more evident by carefully 

examining some of the underlying themes in both bodies of literature. According to 

Rosenstock ( 1  974)' the health belief mode1 is based upon the idea that it is the 

individual's perception of the world that determines the action they will take. This is very 

similar to Mezirow and Associates (1990) emphasis on becoming cntically aware of the 

preconceived thoughts that control the way people perceive their world. If King and 

Kitchener's (1 994) theory that adult learning, and in particular reflective judgement, 

occurs on a continuum, then it wouid follow that this would provide some common 

ground. It would seem that both ernphasize the importance of the individual's perception 

of the world and subsequently, how that individual learns and behaves. 

There are also similarities betsveen Glanz, Lewis, and Rimer's (1990) prevention 

theory and Cross's (198 1) CAL theory. They both emphasize knowledge level, personal 
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attitudes, learning history, and skills as characteristics of the Ieamer that need to be 

taken into consideration in the leaming situation. Another source for cornmon ground is 

the attention to the active participation of the learner in both bodies of literature. As noted 

by Tobler and Stratton (1 997), participation is a hallmark of alternative progmnming in 

prevention. 

The one area where similarities between the two fields can be ciearly identified 

lies in the techniques used in popular education in adult leaming, and alternative 

programming in substance abuse prevention. Both programming fields rely upon creative 

approaches to learning and changing behaviour, such as theatre. The Alberta Alcohol and 

Dmg Abuse Commission (1983) is reported to have used theatre widely for prevention 

purposes ftom the mid- 1 970s to the rnid- 1980s. Although this program is poorly 

documented, they produced a booklet to provide educaton with ideas for incorporating 

participatory theatre into school curriculum. Epskamp (1989) also notes poor 

documentation of the use of popular theatre in adult education as well. Both fields focus 

upon the importance of popular culture and participation. There is a subtle philosophical 

difference, however, in that popular education seeks to empower adults through the 

practice of transfomative leaming, critical reflection, self-directed leaming and 

cooperative study, and; alternative programming seeks the participation of youth as a 

means of involving them in decisions that a e c t  their lives. A review of the literahire on 

the theoretical and program practices in prevention reveals no direct reference to addt 

leaming techniques, however. 



In the first section of this chapter, I reviewed the conceptual frameworks within 

adult education: Knowles' (1 980, 1 985) theory of andragogy, Cross's (1 98 1) 

characteristics of adult leamers, Knox's (1980) proficiency theory, and the critical 

pedagogy of Freire's (1 990) conscientization. A sub-section that focused on participation, 

cntical reflection, and the role of the educator followed this. 

The second sub-section focused on a variety of theones and models used in 

prevention education, and included the health belief model, social leaming systerns, h m  

reduction, environmental theory, and data-dnven research. The third sub-section 

reviewed program trends in prevention. The trends noted included a move toward 

alternative and h m  reduction approaches to programming. In the final section, I drew 

attention to the gap between theory and practice, and the lack of evaluations and 

documentation in substance abuse education, and in popular education, and noted some 

of the cornrnon ground that could build a fùture foundation for a comrnon body of 

research literature between prevention and adult education. 

The next chapter âiscusses the project that 1 undertook to engage students in a 

prognim to reduce h g  and alcohol use. The study provides an opportunity to explore the 

variables that need to be considered in the design of a student-driven program. It also 

provides an example of community partnership building in three counties in Nova Scotia. 



CHAPTER 3 

DESCRIPTION OF THE PREVENTION PROGRAM 

The Peer Dmg Education program in Nova Scotia evolved due to a variety of 

factors during the mid-1980s. In this chapter, I detail the collaborative process undertaken 

to establish a student-dnven, 3-year pilot program designed to reduce substance abuse in 

scniar high schaols. The firirst seciion describes the popuiar theatre aspecr of the program. 

Due to the relative cornplexity of phase two of the project, the next section presents a 

chronology of the planning process up to the implementation stage. The third section 

contains a description of the student conference that was part of the first year of the 

project, and, is followed by an oveMew of the £irst year evaluation. The next section 

contains a description of the student conference that was part of the initiation of year-rwo 

of the project, and an overview of the activities and findings to date. 

The Evolution from Idea to Program 

The evolution fiorn idea to program begins with a conversation that leads to the 

steps I followed to implement the popular theatre component of this program. n ie  theatre 

component was designed to engage high school hidents in a problem-solving process 

that focused on violence and substance abuse. 

Decisions About the Use of Theatre 

in Chapter 1,1 referred to a senes of conversations with the Co-ordinator fiom one of the 

district school boards. From these conversations the idea arose for using Boal's (1985) 

method of popular theatre to raise awareness about violence and substance abuse in high 

school. As a first step I contacted the Irondaie Theatre Ensemble to see if they were 

willing to teach a group of cornmunity volunteers how to perfonn Boal's method. 
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They were very enthusiastic and encouraged me to draft a proposal and stay in contact 

with them. I drafted a proposal to the Interagency Comminee called "Partners in 

Peacemaking." The proposal involved having volunteers trained to deliver theatre pieces 

in the community and schools about violence and substance abuse. The Interagency, in 

partnership with the district school board, agreed to support the project as a tearn, and 1 

was appointed project CO-ordinator. 

1 established an advisory group that was comprised of seven membes fkom the 

Interagency and members of the "Fear Not" cornmittee (a fictitious name). The Fear Not 

cornmittee is a Council of Churches organization, whose mandate includes reducing 

family violence. The advisory group identified and recruited 1 1 comrnunity volunteen to 

participate as actors in the Partners in Peacemaking project. The volunteen consisted of 2 

senior citizens, 3 high school students, and 7 people who worked for community agencies 

such as Children's Aid and New Leaf (an organization that provides support and 

counselling for men who have abused their partners). The 7 people who worked for 

community agencies worked full-time and al1 of the volunteers had families. The 

advisory goup aiso soiicited donations of food and lodging for volunteers during the 

training penod, contacted each school to set a performance date, CO-ordinated the public 

performances, and administered the evaluations after each performance. The volunteers 

(12 persons including myself) participateci in a very intense 6day, 5-night aaining penod 

with M f?om the Irondaie Theatre Ensemble in Febniary 1996. During this physically 

and mentally demanding period, we leanied how to perform the joker system of theater of 

the oppressed. Irondale 4 1 s  this kind of theater "image fonun." In image forum theatre, 

the audience is seated in a circle around the actors. Members of the audience are cded  
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bbspect-actos" because they are able to be spectators during the first half of the 

performance and acton during the second half. The joker is a facilitator who engages the 

audience in the dilemmas that are an inherent part of the play. 

Initial Training of the Voiunteer Actors 

We were taught how to think and act about violence and substance abuse using 

exarnples from our own lives. This is a hallmark of Boai's work. The drama must center 

on themes that are drawn on human expenence so the audience cm identiQ with it. We 

spent the first 4 days and nights participating in exercises that were designed to expand 

how we think, feel, and act about violence and substance abuse. On the 5th day. the group 

had to identifi two scenes fiom the previous 4 days that epitomized situations that 

everyone in our communities could identify with. Using these two scenes, we developed 

a theater piece with five acts. There are few props used in this kind of theater; instead, we 

were taught how to use our body and facial expressions to convey a sense of time and 

space. Five chairs and one textbook were the main props, although the different 

characten in the piece wore clothing that was useful for idenwing their role. 

The first scene opens in a kitchen. A mother and teenage son (or daughter, 

depending on who played the role) are discussing the new "zero tolerance" for violence 

policy at the school. The father arrives home from work and is angry and argurnentative. 

The teenager asks if he can get a drive to a concert that is coming up and the father erupts 

into an abusive tirade about how undeserving the teenager is, and storms out of the room. 

In scene two, the teenager is outside a school, smoking a marijuana cigarette with a 

tnend. They are t a h g  about the upcoming concert and how they might get a drive to it. 

Ln scene three, the teenager has a nasty =-in with the iibrarian in the school and is given 
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a detention. In scene four, the teenager is in detention class with a teacher who insults 

and degrades hlln. In the h a 1  scene, two teachen are whispering about how inept the 

detention class teacher is and how someone ought to do something about it. 

Unfortunately, these scenes are perceived as comrnonplace by the actors and the audience 

members. The five scenes last approximately 20 minutes. 

In image f o m  theatre, the joker gives the audience instructions. They are told 

that they will be watching a 20-minute theater piece that has elements of violence and 

substance use in it. They are asked to pay close attention to how each act might be altered 

in order to change the outcome, because the piece will be s h o w  a second t h e .  Durùig 

the second showing, members of the audience have an oppominity to shout, "Stop," if 

they thllik they can take the place of the centrai character (teenager) and change the 

outcome. In image forum theatre, the central character is called the protagonist and the 

other characters are called antagonists. The acton have been taught how to play these 

roles. When the audience member is trying to change the scene, the remahhg audience 

membea are told that if they feel that the new peaon is making the scene unredistic, 

they cm shout "Magic!" When the joker hears the word magic, he/she stops the action 

and asks the audience to discuss why this scene will not work. This process is repeated 

over and over, scene by scene for approxhately 1 to 1.5 hours. When the piece ends, the 

audience breaks into smdler discussion groups that are facilitated by the acton. Each 

group explores how violence and substance use are part of their own lives and what they 

might do to change i t  The entire emphasis of image forum theater is on meaningful 

discussion. 
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On the 6th day of eaining, the volunteer actors invited approximately 50 family 

members and friends to a practice performance. This performance was videotaped and it 

gave us an opporninity to use our new skills and gain some confidence in our ability to 

make this a meaningful exercise. The actors met every other Sunday for the next year to 

practice each other's parts so that they could play any role in the event that someone 

could not attend a performance. The videotape was used to guide our work, and to remind 

us about important elements in this kind of teaching strategy. There were 16 

performances delivered between March 1996 and February 1997, to approximately 2000 

snidents and community members. 

Evaluaîions were conducted immediately following the discussion groups that 

were held at the end of each performance in the schools and cornmunity. Each audience 

was divided into groups that were facilitated by the actors. The actors asked the group 

they were responsible for 5 questions: (a) Did you think the theatre piece was redistic? 

(b) Why or why not? (c) Do you think this kind of presentation is an effective way to 

learn? (d) Why or why not? (e) What did you learn today? The actors compiled a 

summary of the responses fioom their group and the summaries were discussed at the 

weekly meetings. In addition, we (the actors) conducted a. 3-month follow-up evaluation 

with teachers and students in selected schools. This evaluation consisted of a form that 

asked 5 questions: (a) Did you discuss the "Partners in Peacemaking" play after the 

performance? (b) In your opinion, was this discussion longer than would occur after a 

traditional lecture on oppression? (c) Did you personaily think about the play aftenuards? 

(d) Would you Like to see "Image Fonun" plays utilized more ofien in educationai 

settings on a variety of topics? If yes, explain why? (e) Please feel fiee to offer any 
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comments you might have on theatre as a teaching strategy andlor your reaction to the 

"Paraiers in Peacemaking" presentation. These f o m  were given to the teachers who had 

attended the performance and, in tum, they distributed them to the students who had 

attended the performance for completion. 

I was most interested in the quality of class discussions following the 

performances and what students remembered. It was gratifjmg to learn, fkom the 3- 

month follow-up evaluations, that the Partners in Peacemaking performance had left a 

lasthg impression with the *dents. Volunteers from the Fear Not committee called the 

teachers in each school where we presented and conducted a short telephone interview. 

They asked the teachers about the quaiity of the discussions that took place following the 

presentations. Most teachers rnentioned that they were surprised to hear students still 

tallcing about the performance several weeks afler the perfonnance. However, the 

volunteer actors in this project became exhausted. Along with our full-time jobs, school, 

and families, we found the demand for performances and performing to be 

overwhelming. Several of the actoa were expenencing resistance from their employers, 

and were hearing cornplaints about the amount of time it was taking away from their jobs. 

M e r  much discussion, it was agreed that we would officially disband. 

Converghg the Program with the Peer Drug Education Program 

Converging the program with Peer Drug Education was a complex process. It 

hvolved the decisions that were made to involve students, a program planning process, 

securing approval for the program, and planning the student conference that would 

launch the program. These are descnbed in the following sub-sections. 



Decisions to Involve the Students 

Although the first phase of this project was a success, 1 did not want our efforts to 

end. We had done a great deal but I believed the project had only just begun. ui May 

1997,I met with the Co-ordinator fkom the school board to discuss the successes and 

limitations of the Partners in Peacemaking project. 1 explained to him that, because of my 

expenence with the project and the changes that were happening in the Peer Drug 

Education program, I was convinced that shidents needed to play a more central role in 

the prevention of violence and substance abuse in schools. Because of a recent 

amalgamation of the school board, the Coordinator was concemed that any work in the 

fiinire must be extended into adjacent counties. He suggested that 1 contact the Assistant 

Co-ordinator of Specid Services for the school board to explore some ideas 1 had M e r .  

She was very receptive and supportive of my ideas and suggested that 1 develop a 

concrete proposai. She agreed to help me through the bureaucratie Iayers that are needed 

to irnplernent new programs if 1 couid design an appropriate alternative. 

1 began designhg an alternative program by using an inventory of eight factors 

that 1 had extracted fiom what 1 had learned about adult educational techniques, my 

personal teaching experiences, and the current social and hancial atmosphere with 

regard to funding prevention programs. These factors were: the program must be Ied by 

students; it had to include activities that wouid increase discussion and participation; it 

had to involve the community; it had to be implemented with a minimum of financial 

resources; it could not place m e r  responsibility on teachers; it had to have an 

evaluation component; it had to be impiemented at the beginning of the school year; and 

it had to be region-wide. 
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As the coordinator, I had to overcome the challenges presented by the large 

geographicai area that was covered by this project. There are 7 Local CoIIlIRittees on 

Drug Awareness and 3 Interagency Committees on violence, in each of the three counties 

in the region. There are 19 high schools, 8 Local Cornmittees on Dnig Awareness, and 

four interagencies in the region. Furthermore, it is a 3.5 hou. drive fIom my home to the 

most distant high school; therefore, having one penon to CO-ordinate a project over this 

vast geographical area was going to be a challenge. I describe the program planning 

process in the next sub-section. 

Proeram Planning 

1 began by sending a letter to the administrative staff and Peer Drug Education 

advisors in each of the 19 high schools in the region. Peer Drug Education advisors are 

teachers who have been appointed by the principal to CO-ordinate the Peer Dnig 

Education program with the Addiction Agency's staff. In the letter, 1 addressed the 

negative feedback that had been received from Peer Education Advisors and hi& school 

administraton concernhg the Peer Dnig Education program. I also introduced the idea 

that 1 was working towards an alternative to the cunent program, and requested that they 

complete an enclosed form. The form asked them whether they were interested in 

participating in the Peer Drug Education program during the current academic year and 

whether they were interested in an alternative approach to violence and substance use in 

their schools. I explained that if we did pilot a new program, 1 was willing to run the two 

programs-theirs and the new one-concunentiy. This codd give them the benefit of 

examining the relative merits of the two dBerent approaches. Eighteen schools 

responded in writing, and the one that did not respond was contacted by telephone. Of the 
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19 schools, 5 asked to continue the current Peer Drug Education program, and every 

school was interested in exploring the new approach to violence and substance abuse. 

The next step involved meeting with students to explore their ideas about violence 

and substance abuse prevention. 1 drafted the foilowing statement; "Our mandate is to 

provide activities and opportunities that contribute to reducing violence and substance 

use in our school," and took it to the schools. 1 met with groups of gracies 10 and 1 1 

students (over 800 students) across the region and asked them, "If you had the 

opportunity to start your own program, and you had complete control over that 

program-the ody  thing you could not change is this mandate statement-how and what 

would you do?" 1 listened and recorded some of their responses. 1 dso asked them how 

they felt about receiving some help from people in their community, and if they were 

interested in participahg in a pilot prograrn. The responses were overwheimingly similar 

fiom al1 across the region. Following are examples of what students said: 

Education c m  not be improved without the direct involvement of the students. 
(Grade 12 Male) 

We need more discussions on problems we face today, instead of overheads, stats, 
etc. (Grade 10 Male) 

1 don? think posters on walls help. It makes our school look iike a dump with kids 
who have drug problems. Paper and glue is not the answer, we are. (Grade 10 
Fernale) 

Textbook definitions are useless because you can't relate to them. We can relate 
to eacb other because kids Listen to kids (Femaie Grade 10) 

We've been preached at for years, but it doesn't make any difference. We're the 
only ones who can change things (Femaie Grade 1 1) 

One female student who was in grade 1 1 took the the  to write me a very 

provocative, Wo-page letter. in the letter she expressed her low opinion of prevention 
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programs, and said she is a 'Cresponsible cimg-user" and therefore not suitable to 

participate in a new program. She also enclosed some medical facts about cannabis for 

my information. Since she included her name, I contacted her through the school to 

arrange a meeting to talle about some of the things she had said. She was a remarkable 

young woman with many leadership qualities and, at the tirne, was the head of a drarna 

cornmittee. 1 told her how impressed I was with her letter and in particular the part about 

responsible drug-use. 1 asked her what she meant by that, and she said, cc I do not rnix 

drugs, nor do 1 drink and dnve and 1 know my limits." 1 asked her if she knew people 

who did mix h g s ,  drink and drive, or who went beyond their limit, and she said she did. 

I said, "Couid you influence those people to use responsibly, as you do?" She hesitated, 

then nodded yes, and said, "Probably." 1 told her that I thought that could be a form of 

prevention in that it helps to keep people safe fiom hann. She said she had never thought 

of it that way before. 1 invited her to j o b  the team of students who were interested in a 

new prevention program. She declined, but said that she would "give them a hand fiom 

time to the." This is an exarnple of the kind of response that helped me guide the 

planning process. 

It may appear at this point, that 1 have cornpletely forgotten what 1 had Iearned 

fkom the theatre component. It is Unportant to understand that the theatre component was 

deiivered to 7 schools in one couaty, and this curent component was being delivered to 

19 schools in three counties. Therefore, it was possible to tdk with teachers and students 

in one county about how the theatre component had influenced this current component, 

but not possible for the others. 
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Next, I attended meetings of the Interagency groups and the Local Committees 

on Dmg Awareness in each of the three counties to descnbe what 1 was doing. 1 aiso gave 

them feedback about what the students were saying, and asked them if they would 

commit to helping the students achieve their goals. 1 received enthusiastic approval fiom 

every mernber. 

I began to create a model for this project based on the following: what students 

had said; what 1 had learned from reviewing literature fiom adult education and 

prevention and education in the addictions field; and the inventory that was outlined in 

the beginning of this section. Working with the Special Services Co-ordinator fkom the 

school board, 1 designed a model that contained al1 of the elements that we believed 

would lead to an effective program. Essentidiy, each school would have a studentdriven 

cornmittee who agreed to fuifil the aforementioned mandate; two represenlatives from the 

community groups would meet with the students as required and a teacher advisor would 

help CO-ordinate the in-school needs. 

I developed the roles of the community representative, the principal andor vice- 

principal and the teacher advisor with the help of the Special SeMces Cosrdinator from 

the school board. A community representative's role was to meet with the student 

cornmittee on a reguiar basis, and to offer advice and expertise on the ways in which the 

students could access support fiom the cornmunity. The role of the p ~ c i p a l  andor vice- 

principal was to support the work of the student cormnittee by appointing a teacher 

advisor to work with the students, and to provide guidance to the cornmittee with regard 

to their in-school activities. The teacher advisor's role was to meet with the student 

cornmittee on a regular basis, and provide in-school support such as classroom space for 
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meetings, and help negotiate with other teachers to arrange for students who may have 

to miss regular classes. 

in ternis of accountability, the student committee had to report to the principal, 

and the community representatives' had to report back to their committees. As part of the 

monitoring process, 1 contacted each school representative and each community 

representative by telephone, on a monthly bais  to check on the progress of the 

committees. The school advisors, wbo had previously been the Peer Drug Advisors, 

selected the students in the following way. The advisors were asked to identiQ a 

minimum of 12 students who had leadership qualities, whether positive or negative. I 

asked the advison to ignore academic standards and concentrate more on students who 

had significant influence throughout the student body. This was an attempt to include a 

broad cross-section of students, as opposed to the statu quo students normally recmited 

for Peer Drug Education. The teacher advisors selected the students fiom grades 8 

through 1 1. 

With the help of the advisory group, 1 began planning a conference that would 

bring 12 students h m  each of the participating schools together. in order to accomplish 

this, 1 established a school board advisory group. This group was comprised of four 

penons. The basic features of the program included: a 1-day student conference where 

the students met with their teacher advisors and cornrndty representatives to narne the 

program and to outline their prionties and activities for the coming school year. In 

addition, the shident committee members, the general school student population, the 

teachea and school administrators, and the community representatives evaluated the 
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prionties and activities once a year. 1 included the results of the evaluations in my 

report to the school board advisory conmittee. 

The official sta.tt date was September 1998, at which time the students who were 

recruited wodd be in grades 9 through 12. Because 1 was the only CO-ordinator, and 

considering the number of schools in the region, it was not possible to target more than 

one school level. But, which level would be chosen? The advisory group had many 

discussions about the relative ments of introducing this project at the various school 

levels (e-g., elementary, junior or senior). Uitimately, they agreed that senior level 

students have the rnost influence in schools that include grades 7 through 12-a situation 

that describes 17 of the 19 regional high schools. The community representatives for each 

school were selected h m  the Interagency Cornminees and Local Cornmittees for al1 but 

one of the schools. This school, Iocated in a remote area does not have access to these 

cornmittees. With the help of a teacher who works at the schooi, 1 was able to recmit a 

representative fiom the Royal Canadian Mounted Police, a public health nurse, and a 

retired schoolteacher. 

Securing A ~ ~ r o v a i  for the P r o m m  

1 prepared a detailed presentation of the mode1 for the school board 

administration. The process for acquiring school board approval to impiement a new 

program cm be a harrowing expenence. When 1 was fortunate in getting a space on their 

agenda, I was given a very specific time frame, and the board chairperson used a dock to 

t h e  my presentation. 1 was told that they were generous in aliowing me 25 minutes to 

present the project proposai. I was fortunate in having established a good working 

relationship with seveml members in the past and they were able to convey to the 
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remaining members their belief in my expertise, and also their confidence in the design 

of the project. The presentation was well received. The complete board process took 

approximately 2 months and involved school board discussions and a voting process. 

Ultimately, they unanimously agreed to support the project and my work. The next step 

involved securing fiuiding for the project. This took approximately 6 rnonths and ran 

concurrent to other planning work. 

Immediately after achieving school board approval, I contacted the supervisor for 

each of the "family of schools." For example, one school board is divided into five 

families of schools, and the supervisor of each family is a principal who is in charge of 

organizing monthiy meetings for the principals and vice-principals within that family. 1 

contacted the supervisors with a request to be put on their next agenda. This was the most 

arduous part of the planning process in tems of mental and physical çtamina. Over a 

period of 3 months, 1 was able to present the proposal to each family of schools and 

receive their input and feedback. The process of addressing al1 of these different 

administrators in so many diverse communities required a high level of public speaking 

skills, diplomacy, and interpersonal skill on rny part. 

Of the 19 high schools, 2 posed a problem. One administrator simply did not 

believe that the issue was significant enough to wamint a new project, and another took 

personal issue with the field of addictions in geneml and, in particular, with the hami 

reduction approach to prevention. Fortunately, the chairman of the school board wrote to 

these administrators asking them to cooperate with me M y .  1 asked these problematic 

administrators if they wodd be willing to appoint someone on staff whom they thought 

might be more d i n g  to cooperate with the implementation of the project I aiso 
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provided them with a file folder of documented research on harm reduction as an 

approach to prevention programming. 

Several other administrators had expressed concem that this project would be 

replacing the Peer Drug Education Program. 1 allayed their concem by explainhg that the 

province was no longer sponsoring this program, and that 1 was willing to run the two 

programs concurrently. 1 aiso explained that one of the merits of this current design was 

that it accommodates and complements existing services and programs. Having obtained 

the necessary bureaucratie approval, it was time to meet with the students in each school 

and aiso the community volunteers to plan the conference. 

Planning the Conference 

Although 12 students fiom each school were invited to the conference, the actual 

number participating in the project at the school level varied. At one remote high school 

for exarnple, where there are only 100 students f?om grade primary through 12,1 met 

with 8 students who were keen to participate. In larger schools 1 met with over 30 

students. 1 presented the 3-year proposai to the students, gave them an o v e ~ e w  of the 

conference, and asked for their cornmitment. Once 1 had their cornmitment 1 gave them 

some homework to do for the conference. 1 asked them to meet with their school advisor 

and to generate some material that could be vital to the success of the conference. 1 

suggested that this material might include: suggestions for a regional name for the 

program, identifying priority issues around substance use and violence in their school, 

and some ideas for activities that they could implement. 1 encouraged them to make 

whatever they do as much fun as possible. I asked them to remember that if they would 

not attend, participate, or think an activity was fun, then it probabiy was not a very good 
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idea This process started in September 1997 and continued through March 1998.1 now 

had a core group of committed -dents and staff fiom each high school. 

Concurrently, 1 was meeting with the various volunteer community groups to 

identify appropriate representatives for each school. 1 had explained to the students that 

because of our geography and tirnelines, 1 was selecting their community representative; 

however, in the future they would be involved and have more control over this selection 

process. 1 told the students that they would be meeting their community representatives at 

a conference in April. 1 M e r  explained that because 1 was not a member of their 

cornmunity, they wodd be given an oppominity to Say whether or not they felt they could 

work effectively with the representatives 1 had selected. 

The selection of community representatives was a source of concern for the 

school board as well. They womed about the possibility of an inappropriate or dangerous 

person having access to the students. The criteria that I used to select the community 

representative were: they had to have a background in addictions or family violence; they 

had to be interested in working with youth; they had to have a professional affiliation 

with a recognized service agency or cornmittee in the community; they had to be willing 

to accept that the students might not want to work with them; and they had to attend the 

coderence to leam what their role in the project would be. The community 

representatives for each school were selected fkom the Interagency groups and the Local 

Cornmittees for al l  except two of the schools. In those two communities I recniited the 

community representatives from the R.C.M.P, clergy, Public Heaith nurses and retired 

teachers. This was a somewhat tedious process in that it was thne consuming and 

required a great deal of networking; however, it has proven to be weil worth the effort. 
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I wanted the students in the program to have a source book of ideas for 

activities that they could draw from that have been used by other students. However, 1 

also knew that I was running out of t h e ,  and would not be able to do the necessary 

research and development work myself. 1 met with an instructor for the Human Services 

Core Program at the Nova Scotia Community College. I made a proposal to her for four 

students in that program in the form of an assignment. The assignment involved 

producing an "Idea Book" for the high school students participating in the project. She 

was excited about the proposai and asked me to present it to her class. 1 told her students 

about the project and that I wanted a book full of creative and innovative ideas for 

creating activities that encourage drug-fiee fun and reduce violence. I aiso stipulated that 

the ideas had to have been used by students in schools across Canada and the United 

States. The instructor asked the students who were interested in using this assignment as 

their main project in the Human Services program to write a one-page report about why 

they should be selected to do this work. She received eight applications and, from those, 

four students were selected. 1 worked with the students every week for 4 months and 

helped them establish tirnelines, research methods, and set up a budget. They needed to 

research the ideas and buy the needed matenals and resources to make 25 copies of the 

book to be ready by April 18,1998. They were expected to give a presentation to the 

students at the conference about their work. The instmctor was responsible for evaluating 

their work. Their completed work is calied "The Idea Book" and includes an interactive 

CD-ROM d e d  Mauve (1 999). Mauve is a ''virtual reality mental health clinic" created 

by teens fiom Ottawa, for teens, and includes interactive sections on violence, substance 

abuse, nutrition, depression, suicide and a vaiety of other issues. It also includes a copy 
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of a videotape produced by the National Film Board entitied "Taking Charge" (1998). 

it highlights a group of students from Toronto who took charge of violence in their 

school. The ideas that were selected for the book were collected from schools across 

Canada and the United States that had been used and found to be successfiil. Two 

examples of the ideas selected follow: 

The Wall. Students are asked to anonymously subrnit short stories, poems, or 

drawings of how violence andor substance abuse have affected their lives. These are 

posted on a main comdor wall of the school to stimulate discussion and, possibly 

influence teachers to organize class-related presentations and assignments. 

The Unofficial Guide to Hieh School. This is a document created by students for 

students who are entering their hi& school for the first t h e .  The ongin of the document 

is unclear, although it has been used successfully in schools in Alberta and Toronto. It 

outlines where the various cliques hang out, (e.g., smokers, drug users) and gives 

information about the clubs and orgmizations and what is good to eat in the cafeteria, and 

so forth. It suggests that students participahg in the program "buddy-up" with the new 

student for a day or two to help them adjust to their new environment. 

The next step involved getting school board approvd to establish an Intemet web 

site that links the 19 hi& schools. This link was intended to be attached to the school 

board's site and to provide the student cornmittee members with a place to compare their 

activities. I received the approvai and hired a high school student to develop the site for 

this project. The plan for this site included having a page that explains the program, with 

links to each of the 19 schools, and a monthly bulletin board. The design was to 

accommodate students who wished to "brag" about their accomplishrnents. It was my 
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hope that this would become a source of inspiration and motivation for the students. As 

it tumed out, the link to the school board did not work because the board wanted control 

over the site, and the students wanted control over what kind of information they could 

post. Setting up our own site was out of the question as that would involve rnonthiy costs 

and a long-term commitment for financial support, and we had neither. In the late stages 

of the project, we were provided with a solution by the chairperson for the Local 

Committee on Dmg Awareness. He is also a computer technician. He had expressed an 

interest in having a web site for Local Committee activity, and I approached him with the 

idea of dlowing the students in the project to link to this site. He not only agreed, but in 

addition, he produced 1000 mouse pads with the web site address on them for distribution 

in the schools. The Local Committee site is presently active and the project will be added 

and linked later in the year 2000. 

I had numerous meetings with the school board advisory group in planning the 

conference details, such as soud  systems, refreshments, and so forth. The actual 

workshop development was left to me. I realized 1 needed nine facilitators to help me 

conduct the various workshops that were planned. 1 contacted eight colleagues who work 

as health educators in various parts of Nova Scotia, and a child educator who works with 

children fiom a location where there is violence. They met with me to l e m  more about 

the project, what would happen at the conference, and what their roles would be. They 

helped me add structure to the workshops, and 1 prepared the workshop materials and 

facilitator's kits. The conference could not have succeeded without their help. 
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The Student Conference, Year 1 

The b t  conference was a one-day event. It was held at a regional educational 

center on A p d  18, 1998. Participants included approximately 12 student representatives 

fiom each of the 19 high schools, the agency and community representative assigned to 

each school, school administration and staff, and some school board personnel. in total, 

350 people attended the conference. The keynote speaker and guest facilitator for the day 

was a well-known Canadian authority on peer program development and mentonng for 

schools and business. 

We assembled in the auditorium as a single group to hear the keynote speaker's 

and my own opening remarks. Following this, in the fmt moming session, the students 

were divided into nine groups (one for each facilitator) and they spent the fim half-hour 

learning how to conduct productive meetings. During the fînai part of the moming, the 

students worked on i d e n t w g  prionty issues and activities for their respective schools. 

The adults spent the moming with the keynote speaker, learning how to facilitate a 

student-directed program. Basicaily, they leamed how to stop "parenting" and directing. 

It was a session on seKdirected leaming that emphasized "how tom rather than theoretical 

perspectives. This was a real challenge for some school staff, who are accustomed to 

being in a position of authority, and who are familiar with structured prograrns that are 

delivered in a topdown manner. 

During the lunch hour, students were seated at tables with their community 

representatives. Eariier in the morning, everyone had completed a registration form 

which went into a box. These fonns werr used to establish an electronic mailing and 

contact List, and also to award prizes throughout the lunch hour. The Local Cornmittees 



66 
and Interagencies provided 20 gif t  certificates, and the keynote speaker had brought 

sweatshirts for this event. These were used to establish a relaxing atmosphere for the 

students and community representatives to get to know one another. The community 

college students who developed the Idea Book also gave a brief presentation during the 

Lunch hour, and circulated the book for everyone to examine. 

Duriog the first part of the aftemoon, the adults went to a networking room. 

Membea fiom the various voiunteer groups in each community hosted the networking 

room, and it contained displays, information booths, refreshments, and gave the adults 

attending an opportunity to meet one another. The students attended two sessions; in the 

fist they had a motivational session with the keynote speaker; and in the second, they 

were divided into mixed regional groups to discuss narnes for the program. In addition, 

each school was asked to select a student spokesperson who addressed the larger group at 

the end of the day. This student reported the name their school selected for the program, 

what priority issues were identified for their school, and some of the activities they 

planued to cary out over the coming year. They were very clear about the identified 

priority issues and gave examples of how they wodd promote change in their school. The 

grand h a l e  and (accorcüng to the students) the best part of the day was voting on the 

name for their program. The 26 names they had generated were posted on the walls of the 

conference room and al1 students physidly moved to the name each preferred. 1 used 

body counts and a process of elimination to reach the final decision. Their final choice 

was: "Students Taking Over Problems" (S.T.O.P.). The guidance consultant with the 

Department of Education and Culture videotaped the conference. 
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In the year leading up to the conference 1 received many requests to have media 

coverage for the project. 1 had refused to have any kind of coverage until the day of the 

conference, using the rationale that the students needed to own this program. In 

retrospect, this was not a good strategy. It had the desired effect for the students, but it 

also meant that we had lost many oppominities to develop public awareness around the 

program. As I write this in 2000, and 18 months into the program, 1 am still trying to 

convince the media representatives that they should be profilhg the work of the students 

in this program at every opportuniq. It has been my experience that they are more 

interested in the negative news, for example, when a student is caught for dmg use or 

accused of racial violence, than they are of positive news, such as the events that snidents 

in the S.T.O.P. program are sponsoring. 

It is hteresting to note that the community college students who developed the 

Idea Book received some recognition fkom the provincial department of the Nova Scotia 

Cornmunity Coibge. Their work was featured as the cover story for the convocation 

bulletins in community colleges across Nova Scotia 

I spent the remahder of 1998 on activities that brought the program closer to 

being a whole-comunity model. The relative lack of structure in terms of guidelines for 

the students to follow is a deliberate part of the design of this program. I wanted to avoid 

the "cookie-cutter" approach that characterizes the Peer Dnig Education program and 

thereby to increase the probability that student cornmittees and activities would develop 

in response to the needs of the -dents in each school. 1 arranged to meet with the 

student groups and their community representatives to conduct activities to enhance their 

relationships. I assessed their financial and human resource needs. 1 conducted 



evaiuations and I hosted a senes of "town-hall" meetings in six communities 

throughout the region. 

The final task for the first year of the program involved contacting the school 

advisors to review how the program was progressing in thei. school. The end resuit was 

that several schools had opted to discontinue the program. Total participation dropped 

from 18 out of 19 high schools, to 16 out of 19 high schools. The reasons given were 

often ambiguous, but appeared to stem fiom a lack of administrative support and/or 

simply not having enough staffto designate a teacher to the role of advisor. 

Evaluating the Program 

Evaluating a project of this scope is a major consideration. The main quantifiable 

source of evaiuation is the Nova Scotia Student Drug Use Survey (1998). The results of 

the 1998 survey will be compared to the results of the next survey, scheduled to be 

completed in 200 1. This cornparison will be done by the Department of Health, 

Addiction Services and, made available through the same department. Another source of 

quantifiable and qualitative data that has already been collected h m  snidents, teacher 

advisors and administrators, and community representatives. These are the sources of 

data for this project and the r d t s  are described in the following sub-sections. 

Evaiuation Process 

The Nova Scotia Student Drug Use Survey is canied out in each province in 

Canada every 5 years. The director for the Nova Scotia survey believed that the results of 

the 1996 survey were significant enough to warrant implementing an interim survey. 

Rather than wait until the year 200 1, which is when the next survey is due, the director 

decided to nui an Uiterim survey in May 1998. I was able to use these data for base-line 
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statistics in this project As the project is being piloted over a 3-year period, the end 

date corresponds to the next official s w e y  in May 2001. One recommendation made in 

the 1998 survey was the piloting of a demonstration program; the program in this study is 

a good example of action fiom that recommendation. 

A secondary source of data that 1 planned to use was the principal's records of 

disciplinary actions taken for violence and substance use related offences in each school. 

As the project progressed, it became clear that principals were not using any standardized 

format for coilecting this data, nor was it being maintained at the school board level in a 

useable manner. Therefore it has not been possible to use this idormation. tn 1998 I 

made a recommendation to one school board that they take steps to have this kind of 

information collected in a standardized format for future research. 1 was told recently that 

this Information would be available in June 2000. 

in addition, with the help of the students and community representatives we 

collected qualitative evaluations in May 1999 and this will be repeated in May 2000. 

There were four separate evaluation forms for the 1999 project, one each for school staff, 

one for a random sample of students in each school, the student committee members, and 

the community representatives. The items for the staff and random sampling of school 

students included: were they aware of the project? Did they participate in any of the 

activities sponsored by the project? What did they iike about the activities? What impact 

did they feel the activities were having? Finally, what advice would they give to the 

committee? The items for the commUILity representatives included: Were the students 

being CO-operative with them? Did the community representatives expenence any 

difficulties? Did the community representatives need resources and if so, what form of 
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resources; and what practicai advice could they oEer for strengthening the prograrn? 

The students in the program and their school advisors were asked very similar questions. 

Highlights of these results are as foliow: 

Results from the student sample 

Approximately 1200 students completed this part of the evaluation. The main 

points in the responses were: 88.9% of the students polled in the random sample were 

aware of the program, and 30% of the students polled had taken part in a S.T.O.P. 

prograrn activity. Students were asked to rate the S.T.O.P. prograrn activities. Using a 

rating scde of 1-1 0, where 1 indicates poor and 10 indicates excellent, 83.7% rated the 

activities as 7 or better. Students were asked to pnoritize the substance abuse issues in 

their school that need to be addressed. 50.6% named drinking/drug use as the top priority, 

and 49.4% named tobacco use as the top priority. Sorne comments fiom the general 

student population included: "We need to teach people how to stay safe." "Monitoring 

during break t h e  needs to be increased." "Drug use is growing and we have to change 

that." 

Results for the Teachers and Administrators 

Approximately 38 teachen and administrators completed this part of the 

evaluation. The main points in their responses were: Teachers and administrators were 

asked about the activity level of the S.T.O.P. program in their school. Using a rathg scale 

fiom 1-10, where 1 indicates a low level of activity and 10 indicates a high level of 

activity, 50% assigned the activity level scores £tom 8-1 0, and 50% assigned the activity 

level scores from 4-7. Teachers and administrators were asked to name the activities that 

appeared to be the most effective. Some of these included: An infoxmation fair sponsored 
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by the S.T.O.P. students for the junior high students which focused on alternative 

activities in the community; a Buddy System, which is a rnentoring program for new 

students entering high school; and establishing student lounges and health rooms. 

Teachers and administrators were asked to rate the impact of this prograrn on the 

general school atmosphere. Using a rating scale fiom 1-10, where 1 indicates low and 10 

indicated high, 60% rated the impact with scores from &IO, and 40% rated the impact 

with scores fkom 67. Some cornments from the teachers and advisors included: "This is 

a very positive prograrn." " This group makes a vaiuable contribution to a positive schooi 

climate." "This prograrn has a powemil potentiai and 1 beiieve it is experiencing the 

growing pains of a new program." 

Results of the Communitv Representatives Evaluation 

Approximately 30 community representatives completed this part of the 

evaluation. Comrnunity representatives were asked if they were experiencing any 

dificulty in working with the student cornmittee and 75% said they were not 

experiencing any difficulties. The remaining 25% were experiencing difficulties with 

regard to attending scheduled meetings because of persona1 time conflicts, or were not 

being contacted by the student group with regard to meeting times, which made it 

impossible for them to attend meetings. Community representatives were asked what 

would make their job easier. Some of their comments included: "1 need more structure 

and guidance." "I'm not sure how to motivate these students." "The students do not notiQ 

me of meeting times." Community representatives were also asked what they thought 

wodd help the students achieve their objectives. Some of their suggestions included: 

"Adding structure would help the students be more organized." "Adult direction is a 
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must; they get lost if they are not kept on track." "They need more input from outside 

agencies." "1 think they need more structure, they have the ability to lead themselves but 

not the skills." Despite these comments, it was clear that their evaluation was a positive 

one overall. 

Results from the Promam Participants 

Approxirnately 250 students who participated in the conference and other 

student-led activities completed this part of the evaluation in May 1999. The main points 

in their responses were: Students were asked to rate the program in terms of its value to 

the well-being of their school. Using a raîing scale of 1-10, where 1 indicates of little 

value and 10 indicates signifiant value, 68.1% assigned the program scores fiom 7-1 0, 

and 3 1.9% assigned the program scores from 4-6. They were asked to explain why they 

gave this program the value they did. Some of their responses included: "The cornmittee 

sometimes doesn't know what to do." "We need more guidance or something." "This 

gives us a chance to contribute." "We help improve the environment of our school". "It 

helps students undentand the seriousness of the problerns we have." "The activities 

sponsored by this committee help prevent people fiom getting bored, and maybe, just 

maybe they won't feel the need to drink or use drugs." 

Students on the committee were asked to rate the usefdness of the Idea Book 

Ushg a rating scaie of 1-10, where 1 indicates not useful and 10 hdicates very useful. A 

total of 57.4% assigned the book scores fkom 7-10 while 42.6% assigned the book scores 

fiorn 4-6. A full 72% said their community representatives were helpful and 28% 

believed they were not helpful. Their comments included: "They help us with ideas and 

teil us really usefd things." "We never see thern." "They help us stay motivated when 
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we're not." "They get shiffwe need and help us stay organized." "They are supportive 

and keep us in touch with what we are doing." "They are terrifie." 

Students were asked if they felt supported by staff in their school. Eighty-two 

percent felt supported by staff, 9% felt somewhat supported by staff, and 9% did not feel 

supported by staff' Some of their comments included: "We're backed by them 

100%.""We had a meeting and they shot down al1 our ideas." "They only get involved if 

they are pushed to." "They are willing to do anything we ask." "If they like our ideas they 

are supportive." "Oniy a few teachers care." "They seern interested." The students were 

asked what they needed in order to achieve their goals and objectives. Some of their 

comments were:" We need to get more organized." "We need a cornmitment fiom each 

and every member." "We need encouragement fiom the principal and teachers." " We 

need to become better known." " We need more guidelines." 

These evaluations kom prograrn participants indicated that the rnajority of people 

involved were in favour of adding more structure. 1 had underestimated how difficult it is 

for students to break fiee fiom their dependency on traditionai educationai programming 

(and this point appears again in chapter 4). In a follow-up to the evaluations, 1 spent a 

great ded of time consulting with students about how to add structure to the prograrn. 

This resulted in rny producing a handbook for al1 participants in the program that clearly 

outlines the mandate of the program, the rights and responsibilities of members, a 

program planning guide, an additional section of ideas that have been used by students in 

the various schools during year 1 of the program, and an outline of the evaluation process 

that is scheduled for May 2000. 
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The results of the f h t  qualitative and quantitative evaiuation formed the bais 

of the modifications that were made to the program in September 1999, and also shaped 

the content for a second student conference held in September 1999. These are discussed 

in the next section. 

Student Conference Year-Two 

The results fiom the evaluations conducted during the nrst year of the project 

were used to develop the content of the second student conference, and also provided the 

direction for the second year of the project. The second conference was organized around 

two main events: a motivational speaker and his assistant and, an orientation to the 

revised structure using the new student handbooks. The handbooks included a yearly 

planning guide which student groups completed during the conference. These planning 

guides provided direction for the activities and goals that took place during the coming 

year. 

The second conference got çtarted with and unplamed d setback. A torrentid 

rainstorm caused major flooding in many parts of the region and, due to road conditions, 

some students could not be bussed to the conference. Thus, ody 1 1 high schools were 

represented at this second conference. 

The motivational speaker is the founder of a positive prevention progra .  called 

C.A.L.V.I.N. and H.O.B.B.E.S. (Creating A Lively, Valuable, Ingenious New Habit of 

Being at Bucknell and Enjoying Sobriety), at a university in Pewylvania. This program 

was designed to provide the university's cornmuaity of students with social and 

educational activities to promote fun, without the use of drugs or alcohol. 
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The speaker's assistant is also an active mernber of C.A.L.V.I.N. and 

H.O.B.B.E.S. During the £ k t  part of the moming, the speakers' enthusiasm and passion 

for Living life naturally high, as expressed during his presentation, inspired a lively 

question and discussion session with students. During the second haif of the morning, 

accompanied by his assistant, he took the students outside and had them participate in 

some of the games practiced by C.A.L.V.I.N. and H.O.B.B.E.S. members. The 

enthusiasm was contagious and the students were laughing and exhibiting a high degree 

of enjoyment. 

Following the lunch break, students were organized into groups by school, given 

one hour to read and discuss the structure in the student handbooks, and asked to plan 

their scheduie of activities for the coming year. These groups included their school 

advisors and community representatives. The speaker and bis assistant shared in the 

responsibility of facilitating these groups. During the final h o u  of the day, student 

representatives fiom each school provided the larger group with a summary of what they 

planned to achieve during the following 9 months. 

There are a wide variety of activities sponsored by students in the S.T.O.P. 

program. For example, high students at one high school held a one-day conference for 

Grade 7 to 9 cded  "Doing Stuff." They wanted to expose the junior high d e n t s  to a 

variety of activities and options for hg- f iee  fun that are available in their community. 

There was representation fiom 14 groups and organhtions in the community, fiom 

youth clubs to fitness clubs. They also solicited donations for door prizes that included 

memberships to some of these clubs. At another high school students designed and 

impiemented a program d e d  the "Buddy S ystern." This is a program designed to help 
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shidents who are new to the school (this school provides education for students fiom 

Grade 9 to 12) by providing them with an orientation to the school, and to provide them 

with a mentor for the year. Essentially, students in grade 1 1 become buddies with a 

student in Grade 9, and take them on a tour of the school, introduce thern to the range of 

activities available, and generally help them to fit in. They also have special buddy 

activities that are held during Halloween and Christmas. According to teachers in the 

school, the Grade 9 students who have participated in this program are among the better- 

adjusted students they have seen entering the school. They also think that it has had a 

significant impact on influencing the Grade 9 students into making positive choices 

around cigarette smoking and a variety of other behaviours. 

One of the most significant factors currently influencing this program stems from 

changes at the school board level. A new division of the school board was created that is 

called "Community Partnenhips." Its' role is to oversee al1 partnerships between schools 

and outside agencies. This division has been perceived as an avenue to enhance such 

partneahips and to provide support that will, in nini, ensure the success of various 

programs. Unfortunately, as of 2000, this division of the school board has not yet 

established formal working partnerships with organkations such as the Addiction 

Agency. Protocols are in progress, but unsettled concem pose a sense of uncertahty 

about how that division's roles may influence the S .T.O.P . program in the final year. 

Because of this uncertahty, 1 recently created a S.T.O.P. Advisory Cornittee. This 

committee is comprised of eight people, and they include a school board member, a 

probation officer, a mental hedth youth worker, a community educator, a community 

vohteer, two administrators fiom the Addiction Agency, and myself. This committee 
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will make suggestions and offer recommendations to the school board, as they are 

This is an interesting and educational project to be involved in. Looking back, the 

fmt project taught me the importance of having students participate in the action of the 

theatre component. From the second phase, 1 leamed the value of having explicit 

guidelines for the program. The third phase taught me that having explicit guidelines does 

not prevent the students from directing the program-as long as they were participants in 

creating those guidelines. The implications of the process and progress are discussed in 

the next chapter. 



CHAPTER 4 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

In the previous chapter, 1 described how I used popular education and a 

participatory and partnership building method to develop a substance abuse prevention 

program. In an approach where people collaborate, it is important to assess the learning 

liom the process. This includes what has been done, how it was accomplished, and what 

could have been done better. 

In this chapter 1 interpret the merits of this project, and assess the factors that both 

enabled and inhibited positive outcomes. A section that examines the usefulness of the 

evaluation process follows this. The next section focuses on what 1 have learned. A fifth 

section considen the implications for practice and the potential for using a participatory 

and partnership method to develop a substance abuse prevention program. Finally, I offer 

conclusions and recommendations to other adult educators engaged in similar work. It 

should be noted that although the terni ÿ o u t h  has been used fiequently throughout this 

thesis, it was defined as being interchangeable with "young aduit" in chapter 1.  The term 

'Young adult" points to a nebulous developmentai stage that is often easier to recognize 

than define, and thinking about young aduits as adults is under-represented in the 

literature (Brown, 1997). Therefore, some of the findings in this chapter contribute new 

information about working with, and programming for, young adults. 
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Factors That Contributed to the Success of the Popular Theatre Component 

The factors that contributed to the success of the popular theatre component 

include identifiable themes, meaningful discussion, and duration of the impact of the 

performances. 

XccorYkg to Soal(1985), ppular  i h e a ~  sicczeds whzn i i  haws upon Lhzmes 

fiom daily life that people cm i denw with. During the discussion session that took place 

following each performance of the theatre piece, the students made similar comments. 

For example, "1 had a teacher who treated me just like the one in the play," or "My dad 

and 1 argue like that al1 the time." The students responded to the themes they could 

identify with. The individuals (spect-actoa) who chose to participate in changing the 

outcornes also selected the same scenes. This lends evidence to the conclusion that every 

audience was responding to the same themes. This success is also a tribute to the training 

that the actors received. 

Houle (1 992, p. 228) believes that addts leam best through imaginative 

interactions. Based upon the student's enthusiastic participation, lively discussions, and 

the follow-up evaluations, this combination of entertainment and leamhg lends support 

to the idea that young adults also leam through imaginative interaction. As noted by Kidd 

(1977, p. 22), popular theatre encourages people through discussion to develop a deeper 

awareness of problems and a cornmitment to take action. Following each performance, 

we (the actors) met to reflect upon, and share our experiences in the discussion sessions. 1 

was consistently amazed at the similarities we experienced. For example, the students 

couid not wait to speak They were passionate in their expression and M y  engaged in a 
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way that 1 have never witnessed in a classroorn setting. 1 asked students, "Do you think 

this expenence you have had today will affect how you approach these kinds of 

problems?" The most common response was in response to the scene where the teacher 

verbally abuses the student. The students talked about taking collective action against 

teachers who do this kind of thing. Although this is not arnong the outcomes 1 expected, it 

is a good example of discussion leading toward action. 

In the 3-month follow-up interviews that were conducted with teachee from 

selected schools, teachen were asked to compare the quality of the students' discussions 

following this performance to a typicd classroom presentation. Their consistent response 

referred to the fact that students were overheard taiking about the themes portrayed in the 

performance up to several weeks afler it had taken place. I believe this provides support 

for the usefulness of using popular theatre as a method for developing a deeper awareness 

of common problems in a high school environment. As stated in chapter 1,1 sought to 

make my pmctice more meaningful for the leamers. Phase one encouraged me to think 

that the approach we used had been more meanin@ to the students than the previous 

approaches to prevention. 

Factors that Inhibited the Success of the Popular Theatre Component 

However, there were also factors that inhibited the success of the popular theatre 

component of this project. niese include scheduling, teacher attitudes about fonun 

theatre, and sustainability as discussed in the following. 

According to Vallins (1980, p. 1 1 ), in secondary schools everyone lives by the 

bell, and that presents a challenge for delivering forum theatre pieces. My expenence 
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supports this view. It often seemed as though the -dents and 1 wodd be at an 

interesthg or critical point in the discussion session, when the bel1 wouid ring. 1 felt 

cheated by the beii. There was no opportunity to pick up the discussion at a later t h e ,  

nor to find out if students felt the same way. The foilow-up evaluations indicated that a 

few teachers chose to include the themes discussed into their regular classroom 

curriculum. However, there is no way of knowing if this was an effective learning 

strategy with regard to forum theatre. By this 1 mean, in the follow-up evaluations, 

teachers were asked if they believed forum theatre was an effective learning strategy. 

Although most teachen agreed that it was, they qualified their responses to inciude 

comments to indicate that it was "Okay once in a while," or that "It is a pleasant 

diversion fiom regular classes." This lends support to Epskamp's (1 989, p. 36) assertion 

that there is a distinction made in North Amenca, between learning and being 

enteaained. In my observation of hi& school teachers throughout the performance 

period, 1 was struck by the number of teachers who chose to observe, rather than 

participate and take part in the discussions. It appeared as though their attitude toward the 

performances was that is was a source of entertainment, rather than viable leaming 

oppominities. 

As noted earlier, we (the actors) met once each week to discuss o u  experiences 

and plan upcoming performances. Since most of us had Ml-the jobs and families, we 

found the performance schedule too demanding. I was fhtrated by my own physical and 

mental exhaustion. On the one hand, most of us wanted to see this work continue; on the 

other hand, we acknowledged our inability to do so. Therefore, sustainhg the theatre 

component became impossible. 1 beiieve that if we had been able to gain sufficient 
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employer support, it may have been possible to conduct more extensive follow-up work 

with the teachers and students, and learn more about how to use this technique in schools. 

This final limitation brought an end to the popdar theatre cornponent of this project. 

However, it encouraged me to develop the student-led component of this project. 

Factors that Contributed to the Success of the Student-Led Component 

"It was a great temptation to get started; to design a plan for training in the 

familiar modes of the agency's development programs" (Vella, 1994% p. 43). Vella is 

referring to the needs assessrnent phase of program planning. Here is the fmt step in a 

dialogue of leaming. It is listening. This is also a reflection of how 1 felt at the beginning 

of this phase of this study. I was tempted to design a prevention program in a mode 

familiar to the substance abuse prevention field. According to Minkler (1997) 

professionals frequently suffer from ?terminal hardening of the categoriesn@. 43), in that 

they ofien seek infornation in ways that identi* commdty issues that they, the experts, 

have already determined to be the most important. I was detennined to avoid this 

mistake. 1 wanted to give the people most a£Fected by the problem as much control over 

the design, content, and evaluation of the project as possible. According to Vedros 

(1 98S), when individuals participate in planning and decision-making, they have greater 

responsibility in the learning process. This was also important to me. Therefore, 1 began 

by meeting with over 800 students fiom Grades 10 through 12. These meetings enabled 

me to leam about the aeeds of the people most affected by the problem. This iearning 

required a collaborative process that considered the students' opinions, thoughts, and 

feelings about decision making in general, and program planning in phcular.  This fïrst 
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step also involved discussions with school administrators, teachers, and community 

volunteers. 

Participation in the process was central to this study. It involved actively 

soliciting student involvement in problem identification and the design of activities and 

events to reduce substance abuse. My experience is consistent with Velia's ! 1994a) and 

Knowles' (1 985) writing that participation in the process positively influences the 

outcome of a program. Bosworth and Sailes (1993) found that prograrns that use 

activities that promote active participation achieve modest reductions in drug use by 

students. 1 did not measure changes in dmg use, which is to be done in 2001. However, in 

this study, 1 noted four factors that influence student participation: responsiveness to 

young learners' needs, trust in young adults, positive support fiom older ad&, and 

opportunity for students to experience success. 1 discuss each of these factors in the next 

four paragraphs. 

The fist factor, responsiveness to youth's perceived needs, is based upon my 

observation that high school students are ofien asked their opinion, but their opinions are 

rarely given serious consideration. When students became aware that 1 was taking their 

feelings, thoughts, opinions, and advice into senous consideration in the design of the 

program, 1 witnessed a dramatic increase in support and enthusiasm. For example, at the 

beginning of the discussion with a school group, I would outline the idea for the program 

and ask for a show of han& fiom anyone interested in participating in this substance 

abuse prevention program. The usud response was two to three hands. At the end of the 

discussion, 1 asked the same question and invariably 12 to 20 hands would be in the air. 

This same effect is noted by VeUa (1994% p. 12). In her ideas for exhibiting respect for 
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the learner she says that healthy adults desire to be decision maken and resist being 

treated as objects, or something that can be used by someone. 1 contend that healthy 

young people desire the same thing. When they are offered a share in decision-making, 

they feel respected; in turn, they feel that their needs are being responded to. 1 also 

believe that giving the students decision-mahg power has the added benefit of 

providing them with ownership of the program. 

The second factor influencing participation was my trust in the students' ability to 

do what they believed needed to be done. Initially, the student's faith in me was tentative. 

They liked what we were doing but they did not trust that I tnisted their ability and would 

do everything 1 could to ensure their success. 1 heard numerous variations of, " We 

appreciate what you are trying to help us do, but 'they' will never let us run a program." 1 

had to prove that the students would be given the support to direct this program on their 

own. This was not an easy task. Many school administrators and teachers predicted 

failure fiom the onset unless they were given the lead role. 1 explained that 1 had assured 

the students that they would be the directors of the program. 1 was able to win 

administrative support by reassuring them there wouid be guidelines. As this hurdle was 

crossed, not only did 1 gain the respect and trust of the students, but it also increased their 

trust in their own ability. This is similar to Vella's (1994a) expenence with safety as a 

principle linked to respect for leamers as subjects of their own leaming. She believes that 

tnisting in the cornpetence of the design as well as the tacher enables die learner to feel 

safe. The evaluations completed by students indicated that some school administrators 

and teachers did not support them. 1 believed that this support could be achieved with 

M e r  effort. 
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The thVd factor infiuencing participation was based upon my observation that 

positive adult support is an essential ingredient to positive outcomes. This is also 

characteristic of schools where this program has enjoyed the greatest level of success. 

Positive addt support in this instance means adults who know how to strike a healthy 

balance between being supportive and maintainhg institutional guidelines. When 1 met 

with students in schools with positive addt support, the students were animated, 

enthusiastic, and shared camaraderie with their teacher advisor and community 

representative. They alsc? had the most active and effective programs. In contrast, 1 met 

with a group of students in one school where no activity was taking place, and asked 

them what they thought the problem was. Their response was "the principal and teachers 

do not care about us or this progmm, in fact, they make hui of us" (incidentally, some 

intervention has taken place since in that school by a school board member and, the 

situation is Knprovhg.) These kinds of experiences support Tough's (1 979, p. 183) 

definition of the ideal facilitator as being warm and accepting of leamen; having a high 

regard for leamen' abiiity to plan their own leaming process; viewing themselves as 

equals with the students in the learning process, and being open to change and leam from 

the5 helping experiences. 

Both of the previous examples stand in coneast to one school where the activity 

level is extremely hi&, but it is completely directed by the teacher advisor. Positive adult 

support involves clear d e s .  According to Vella (1 994% p. 121, it takes time for adults to 

see themselves and the teacher in a new role. Rosenblum (1985) beiieves that educatoa 

m u t  be w i h g  to rehquish control over the leaming situation and the leamer. Clearly 

this program was chailenging previously accepted and traditional mies and, in tum, it 
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appeared to affect some adults' ability to provide positive support, and also for the 

students to see themselves in a managing position. 

The fourth factor influencing participation is based upon my observation that the 

students m u t  expenence some success with the activities that they conduct within the 

school. Successful activities consist of events that are fun-events that are engaging and 

that stimulate interest and participation. For example, in the school where the Buddy 

System is taking place, the participation level is hi&. This is a successful activity. It is 

fun to participate in, it is effective, and the participants, school administrators, teachers, 

and cornrnunity representatives hold it in high regard. The students have wimessed their 

ability to make a difference and this has been reaffirmed by teachers who have s h e d  

their observations about the effectiveness of the Buddy System with them. In contras, 

there is one school where, for a varie& of reasons, the activities have not been successful. 

The students on the cornmittee are despondent and reluctant to plan any future 

endeavours. This is similar to Vella's (1 994% p. 16) contention that aduit learners need to 

see the usefulness in their learning and that if there are no irnmediate results they are 

difficult to keep on board. 

The student conferences contributed to the successfûi participation of students in 

this program in a number of ways. They provided the shidents with an opportunity to 

network with students fiom other schools. They helped increase motivation and 

enthusiasm for participating in the program for the coming year. They provided an 

opportunity to share ideas, and they also provided an opportunity for cornmittee memben 

to spend a significant period of time together. I think of the conferences as h a d g  a 

grounding and directing influence upon the pro-. 



Having leamed how participation engaged the -dents in the leamhg 

expenence during the £ k t  conference, the second conference provided me with the 

oppominity to introduce a variation on Brookfield's (1986) leamhg contract, to fùrther 

encourage their participation. Each participant at the conference was provided with a 

S.T.O.P. Program Handbook. The handbook includes a contract that asks students for the 

following information: person who will be responsible for planning meetings, and when 

and where these meetings will take place. For each month in the school year, they are 

asked to name an activity and speci& the resources that will be needed to execute the 

activity. Once the activity is completed, they are asked to complete a section that asks 

what worked what did not work, and how the activity could have been improved. The 

impact of using these leaming contracts will be examined in June 2000. 

Factors that Inhibited the Success of the Program 

The ovemding factor that Uihibited success was the sheer size of the prograrn and 

the geographical challenges presented in the region. My initial proposai to the school 

board was for a 3-year pilot in one county only. The first two y e m  were a politically 

sensitive period when the three separate school boards were being amalgamated. They 

would ody approve the project if it were extended to include al1 19 high schools in the 

region. This had an impact upon the eequency of contacts that 1 could make with 

administrators, teachers, students, and comrnunity representatives. 1 was often unaware 

that students in the program were experiencing dficulties until several months after the 

fact. In tuni, this has had an impact on the overall success of the program. 
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A lack of administrative and teacher advisor suppoa in several schools was also 

a factor that inhibited the students' ability to implement the program. The reasons for the 

lack of support varied from school to school, and included insufficient staff resources or 

the fact that the staff workload was already ovenvhelmuig. in two instances, 

administrators lacked faith in this approach to prevention. In one case, 1 am aîtempting to 

overcome the lack of support by encouraging greater cornmunity volunteer involvement. 

The administrators and teachen who did not believe in this approach have been provided 

with folders of research articles that do support this work. However, 1 believe that their 

fimdamental resistance was based upon the perceived threat to the traditional power 

dynamics in the classroom; and a lack of knowledge and experience with participatory 

methods. In discussions with resistant adrninisters and teachers, they inevitably focused 

upon the social hierarchy that places the teacher in the position of decision-maker. 

According to Johnson-Bailey and Cervero (1997), adult educators also grapple with the 

power dynamics in the classroom, however, adult educators readily focus on making the 

educational experience as power-neutral as possible. Some hi& school educatoe said 

they are encouraged to maintain the power imbalance for the pnmary purpose of 

discipline and control. Brooffield (1985) believes that didactic classroom experiences do 

not prepare adults for self-directed leamhg situations. This held true for the students in 

the S.T.O.P. program as well. In retrospect, I believe that the students participating in the 

program w d d  have benefited fiom the addition of a preparation session. Perhaps a 

discussion concerning some of the difficulties involved in doing self-directed work would 

have been helpful for preparing the students. This is taken up again under 

recommendations. 



Usefulness of the Evaiuation Process 

The evaluation process focused primarily on the dynamics of the method as 

opposed to measuring a reduction in substance abuse. When the Nova Scotia Student 

Drug Use Survey is repeated in May 2001, it may be possible to isolate the schools where 

this program is in place and examine the data for any sienificant changes. There is litrie 

that c m  be said at this tirne, as this is a study-in-progress. The Advisory Board to the 

S.T.O.P. program is committed to monitoring the program and working with students to 

modify the program on an ongoing basis. 

In spite of the limitations, there are some interesting results from the fint-year 

evaluation. According to Brown et al. (1995), students are more receptive to adults 

outside of the school system than to teachers. This implies that students respond better to 

programs that include community memben. in the first year evaluation, 72% of the 

students in the program made positive comments about their comrnunity representatives. 

ui addition, in two of the schools where the program is very active, the main facilitators 

were the commiinity representatives. 

As noted by Giesbrecht and Ferris (1993), a project and the -dents o f i e ~  get 

separated b y issues of ownership and control, cornmunity involvement, and the 

evaluation process. I believe the 1999 evaluations demonstrated that it is possible to 

prevent that separation fiom occurring. Based on this project, I M e r  believe that 

-dents want and need to be a part of program planning and evaluation. 
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My Learning from the Program 

Criticai reflection on rny role as the adult/youth educator of this program has 

resulted in identifjhg a number of experiences that change and enhance how 1 perceive 

education, and how I practice prevention with high school students and adults. 1 have 

gained a deeper knowledge and understanding of teaching young adults and of young 

adults in general. Previous to these expenences, 1 believed that people needed factual 

information about substances and substance abuse. In discussing the issue with young 

aduits, I have learned that the social and cultural setting is more important than 

information. According to B m e r  (1996, p. 1 l), unlike any other species, human beings 

deliberately teach each other in settings outside the ones in which the knowledge being 

taught will be w d .  In my expenence, students are often overlooked as a major source of 

leaniing. Upon reflection, my previous atternpts at working with students were 

impovenshed by not providing them with an opportunity to "show and tell" me about 

substance abuse in their world. 1 do not mean to imply that facts do not play a role in 

prevention education. Rather, the social and cultural context of substance abuse is of 

greater consideration in students' decision making. A good example of this occurred 

during one discussion where I asked students to m e  their greatest social concem. It was 

not global warrning or substance abuse. It was fitting in. They live in a culture of dnig 

use, and using drugs and alcohol are perceived a s  a normal Me expenence and a part of 

fitting in. 

Accordhg to Mezirow and Associates (1990), critical reflection is a learning 

process by which adults corne to rehme previously held assumptions. I have learned to 

rehme and appreciate young people on an individual basis, and 1 no longer think of 
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them as a homogenous or stereotypical group. Cross (1998) says, "Lookuig carefully at 

how even one student l e a m  is often quite reveaiing." 1 have learned that each individual 

young person has a lot to teach me. Upon reflection, 1 have learned that I was once 

somewhat afraid of young adults. 1 believe that 1 had intemalized the common social 

messages that indicate that young people are rude, violent, and out of control. 1 was once 

mildly repelled by their body piercings and seemingly odd methods of selfexpression. 

By employing techniques fiom addt education, rny fears have been dispelled. Through 

the process of reflection 1 have gained a deeper understanding of my own learning. 1 have 

also leamed that there are not enough opportunities to celebrate youth and include them 

in Canadian communities. For example, true youth participation goes beyond asking one 

young person to sit on a community cornmittee. It involves actively soliciting youth 

involvement in problem identification and the design and irnplementation of programs to 

reduce problems. 

This project has provided me with increased confidence in using adult leaming 

strategies with young adults. In my practice of educating youth and adults on addiction 

issues, 1 often use strategies that have their orientation in addt leaming. Examples 

include allowing the leamers to teach me what they know about the issue, and providing 

them with oppominities to participate in the leaming situation. h most cases, 1 have 

expenenced these to be superior to the strategies used in traditional education and 

prevention. 1 believe that adult education has much to offer in redesigning how 

educatoa work with youth in school settings. 
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Implications for Practice 

Substance abuse prevention is perceived and defined differently by practitionen, 

researchers, and youth. Some consensus on what substance abuse prevention is must be 

reached. How it is defined will determine how programmen approach program design, 

program delivery. and evaluation. In addition. research m u t  both substantiate and inform 

us as practitioners. We need new information to improve our practice. A major challenge 

is to develop a mechanism for getting research resuits back to substance abuse prevention 

educators. 

Prevention must become a part of the political and social agenda. This could help 

to ensure that prevention becomes funded at a level consistent with positive outcomes. 

Finaily, having good practice techniques does not guarantee schools will use them. 

Limited resoulces, resistance to change, and misconceptions about how these techniques 

can be translated into practice may inhibit their being used. 

Conclusions 

As a result of this 3-year project 1 have corne to seven conclusions: 

This project breaks new ground in Nova Scotia in te- of the methodology and 

partnen chosen to participate. As a mode1 of participation it offers students an 

opportunity to solve substance abuse problems in their own schools. 

Participants must understand the methodology, as well as the process of 

participation. In this study the students knew they had a voice and that their 

perspectives were to be considered in the final outcorne. 
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There are many challenges for prevention educatoa. They must be willing and 

able to encourage participation and seIf-directedness. They must also be willing to 

acquire the skiils to support this kind of work, and to share these skills with other 

community and teac her advisors. 

It is necessary for prevention educaton to use praxis in terms of doing and 

reflecting, then changing and doing anew, based upon the response of the 

participants and the most effective outcomes. 

Self-directedness, participation, and critical reflection make an important 

contribution to prevention education and youth. We mut  be willing to challenge 

age-specific leaming techniques and borrow freely from the best practices 

developed by al1 educators. 

Prevention education, and education in general, is often hierarchically struch~red. 

It is not historically accustomed to sharing power for decision making with 

students. We must l e m  the skills and be willing to challenge the hierarchy of 

education and the social assumptions that underpin this hierarchy. 

The variety of activities generated varied fiom school to school. This indicates 

that prevention programs m u t  be responsive to local needs. 

Recommendations for Research and Practice 

1 outline 12 recommendations here to assist othea in leaming from my expenence 

with using adult leaming techniques with youth in a substance abuse prevention prograrn. 

1. Carefuily targeting the teachers and community representatives who can provide 

the best facilittition skills is very important. 1 recommend that the teachers and 
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cornmunity representatives be consulted and involved in the developrnent of the 

1 recommend expanding this prevention program to include ail grade levels in 

Nova Scotia high schools. This would provide for continuity, increased 

sustainability. and an increase in the ability of students to become self-directed 

leamers. 

A responsive and flexible process is important in the development of a substance 

abuse prevention program. The facilitators and participants must take the tirne to 

explore the ideas and opinions of al1 of the participants. The process cannot be 

hurried. 1 recommend focusing on the valuable information that facilitators and 

students have to offer in order to plan and deliver substance abuse prevention 

pro grarns . 

Traditional classroom experiences do not prepare shidents for self-directed 

leaming situations. Students would benefit from the addition of a preparation 

session. Therefore, 1 recornmend that prevention educators engage in discussions 

with students, concerning some of the difficulties involved in doing selfsirected 

work. 

1 recommend that prevention educators continuai1y reflect upon the methodology 

and desired outcornes for prevention programs. 1 m e r  recommend they make 

changes as they become necessary. As educators we m u t  critically challenge how 

we do prevention education. 
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6. In view of the Literature that indicates the most widely utilized prevention 

prognuns continue to be those that have already been found to be ineffective, 1 

recommend M e r  research into the most promising prevention approaches. 

7. The processes that agency staff use to collaborate in providing services are not 

well documented. The procedures used to set boundaries and to establish formal 

and informal agreements, and the mechanisms for communication such as 

advisory b o d  would be useful. Therefore 1 recommend that provincial 

govemments establish guidelines for cross-agency service delivery. 

8. Cross-agency collaboration, while not an end in itself, is a variable that plays a 

part in effective outcornes. Therefore, the nature of the collaboration should be 

documented so it can be examined for its effect on the overall objectives. As an 

example, Caffarellats (1 994) program planning guide does not provide for this 

kind of information. I recommend, therefore, that provincial and regional 

govemments develop a procedure for documenthg and examining the effect of 

cross-agency collaboration. 

9. Given the urgency and importance of dealing with the problem of substance 

abuse, 1 encourage other prevention educaton to commit to making prevention a 

part of the political agenda To accomplish this, 1 recommend that provincial 

prevention educators develop a procedure that will idem political decision- 

makers about the problem of substance abuse. 

10. 1 recommend that school educaton seek ways to enable youth to direct and 

participate in program planning for substance abuse prevention. Even though the 
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barriers created by traditionai educational rnethods cm inhibit youth directed 

programming, pdcipatory methods are effective leaming strategies for involving 

and teaching youth. 

1 1. 1 recornmend that school educators seek ways to participate and incorporate 

alternative learning opportunities such as image f o m  theatre into the day to day 

curriculum of their schools. 

12. Youth are gainhg access to new technology at an accelerated rate. The basic 

family structure has undergone dramatic changes during the past 20 years. The 

educational structure, the work force, and environmental change are in a state of 

transition. What effect does this have on a young person's motivation to leam? 

How and where are they leaming? These are some of the questions that 1 believe 

need to be addressed and 1 recommend they be addressed through future research. 

As a result of this study, one of my priorities now includes introducing the 

students in the S.T.O.P. program to social noms marketing strategies. I am interested in 

experimenting with different ways of incorporating social noms messages about 

substance abuse into a variety of prevention strategies. 1 am aiso interested in examining 

whether or not social n o m  marketing strategies cm be effective in a hi& school setting. 

On a more personai note, 1 began this thesis by descnbing my desire to improve 

the way that 1 practice prevention and education, and my hope to contribute to effective 

prevention programmllig. The focus of my study program has not ody helped me 

improve the way 1 practice, it has taught me how to reflect on what 1 do on a day-to-day 

basis. This has carried over into my penonal We, enabling me to understand better how 



ail of my actions-particularly the srnail ones-aEect the people around me. In this 

respect it has also been a spiritual joumey. Making a contribution to the creation of more 

effective prevention programs is, in the vemacular of hi& school students "awesome." 
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