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In Search of the Glocal
Through Process Drama

Gustave Weltsek and Carmen Medina

lan Luke (2004), among others (Tierney 2004; Edwards & Usher,.
20005 Diaz & Massialas, 1999) call for educators and teachers of
educators to rethink the idea of “think locally, act globally.” Here the
local and global are combined into a “glocal” identity. Entering into an
educational moment with a glocal consciousness would mean knowing that

any local praxis is directly connected to a larger global network. Luke explains:

We would have o begin exploring the conditions for interculgural and global
intersubjectivity by hoth eachers and students, an engagement in alocalized nn;\llyscs
that continually sicuate and resituate learners and teachers, their local conditions,
social relations, and communities, in critical analyses of the directions, impacts and
consequences of global flows of capital, bodies, and discourse (1441).

In"education students and reachers would approach “learning” from a
globally informed position and not from a culturally exclusive vacuum. [n chis
classroom the glocal becomes a metaphor for a dialogically critical engagement
with the creation of knowledge, as groups explore meaning making through an
awareness of the complex interchange of ideas across culrural, economic, and
national borders. The local experience functions only in so far as it is directly
connected to the global. We feel that the use of process drama strategies pro-
vides the opportunity to observe the crearion of such hybrid dialogic glocal
identities, particularly when working with critical children’s literature.

In this chapter we present findings from a case study in a Reading Meth-
ods course examining pre-service teachers’ responses to the critical literary text
The Sureets Are Free (Kurusa, 1995). Drama strategies grounded in notions of
process drama (O'Neill, 1995)—the creation of a make-believe world through
improvised encounters—worked as the interpretative site for the preservice

teachers engagements. Thl‘()llﬂh these creative cXpCI'iCI]CCS, kll'illn‘dl’iC inrcrprw
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tations of various sociopolitical issues framing the text were constructed. The
rescarchers  utilized elements of critical performative  pedagogical  theory
(Giroux, 2001; Pineau, 2002, 2005), and critical discourse analysis (Gee,
1999), as theoretical and analytical lenses to examine the possibilities of using
process drama as a space to observe how multiple ideological discourses were
performed, enacted, and reflected upon when exploring a literary text. We po-
sition critical performative pedagogy as a framework for theorizing the emer-
gence of glocal hybrid, critical discourses and identities in creative literacy ex-
periences.

Our goal through this analysis was to explore how drama acted as a “bor-
der space” where participants performed tensions, contradictions, and possi-
bilities among and between, the personal and the political, the concrete and
the abstract, the implicit and the explicit, people and institutions, the public
and the privare, fiction and reality. We framed our research with such ques-
tions as the following: How does the class place become a space where multi-
ple literary symbols and meanings in critical literature cmerge when using
process drama? In that space what discourse imagery are “performed” through
teacher/student interactions? We must clarify that while we explored possible
ANSWErS to rhcsc qucsri()ns’ our intent was not ro present L]I'ilnl‘d As a panacea
for personal and political transformation that changes presservice teachers” be-
liefs. Our desire was ro suggest a model through which the performarive mo-
ment of the doing might be observed and considered. We maintain, however—
and possibly as a result of our own agency in the exploration’s construction—
thar the situated moment and space created between reader and texts in drama
is a location and gencrative metaphor for the emergence of the glocal within

ideologies embedded in multiple discourses.

Theoretical Background

™ BRIV N, \ B M M
Classrooms as Critical Performative Sites

I this section we define and resituate our understanding of drama in
education practices as critical performative pedagogies. Many performance art-
articular embodied discur-

1sts, aware of how meaning is constructed within p

sive practices and its effect upon how audiences engage with that work, em-
brace ceritically thinking through a performance/doing. The hope is to raise
questions and to disrupt conventional performance paradigms through invol-
mg speetators and actors in o multiplicity of reflections and actions (Boal,
979. Geymron P . “ . ‘
1979; Gomez-Pena, 1996). Similarly, contemporary critical performative peda-
Ys porary
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that address the reality lived by diverse social and cultural communities, ex-
ploring how structures of power, privilege, and oppression affect people’s lives
as critical children’s literature. When unpacked in meaningful ways, critical
children’s literature provides possibilities to support awareness towards the
complexities of negotiating meaning within contested social and political reali-
ties.

As Leland and Farste (2001) suggest, when responses to a critical literary
text involve more than one sign system, responses become complex and “can
ultimately transform the chain of interpretants and lead to a generation of
new perspectives” (p. 210). Elements of process drama are creative expressions
where participants “cmbody,” “perform,” and “ralk back” to issues represented
in critical literature (Medina, 2004; Edmiston & Enciso, 2002). Through the
creation of diverse events within a make-believe world, it is possible to con-
sider, create, and act upon new and old discourses, looking at what is possible,
or not, within the context of the characters’ and readers’ reality. Similar to
performance artists’ work, in process drama as literary engagement a constant
thinking through the doing creates mental images and symbols translated into
body-textual discourses and actions. Further, participants explore the inherent
issues of power, justice, and equity, either explicit or implicit in a text, taking
multiple positions working either within or “at the edges of the text” (Wolt,
Edmiston & Enciso, 1997), constructing and co-constructing multiple read-
ings, with multiple variations of critical readings. As performance theorist
Conquergood (as cited in Pineau, 2005) suggests: “The meta communicative
sign “this is play’ temporarily releases, bur does not disconnect, us from
workaday realities and responsibilities, and opens up a privileged space for
sheer deconstruction and reconstruction” (p. 27). During a drama, as a critical
performative pedagogy suggests, “when students engage their physical bodies
they ‘come to know’ things in a uniquely personal and heuristic manner”
(Pineau, 2002, p. 50). In this way drama strategies, in congress with critical lit-
eracy exploration, provide situated moments resulting in concurrent interpre-

rations of issues of social justice and equity.

Methods

Design

This exploratory qualitative study is grounded in case study methodolo-
gics. We chose to use a case study approach because the drama events were
collectively designed among students and facilitators in this classroom in a
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ing happens. After several false promises, the children and adults come to-
gether and build the playeround creatively using available resources.

A process drama exploration was devised to facilitate negotiations of the
story’s issues. A make-believe world emerged parallel to, or at the edges to the
text, and worked on the following encounters before, during, and after the
reading of the book. The process began with a tableau. In a tableau the sru-
dents used their bodies and created a physical interpretation, or frozen sratue,
based on the book cover. We then continued reading the book. The facilitator
interrupted the reading right ar the moment when the children could not find
a safe place to play and, in role as a child character from the book, asked,
“There must be somewhere we can play? What can we do?” The students like-
wise responded in role as children discussing possibilities. The reading con-
tinued, and once the idea of going to City Hall was introduced in the text, the
participants worked in pairs, taking the role of either an adult in the commu-
nity or a child. The participants, in a form of improvisation in role as chil-
dren, artempted to persuade the adults to come to Ciry Hall and petition the
mayor for a playground. After a few minutes, in role as a child, a facilitator
met with the children and discussed the adults’ resistance or solidarity.

We continued reading the story up to when the mayor promised to build
a playground but nothing happened. Out of role, the participants identified
explicit and implicit characters in the story, which led to the strategy “I am the
problem.” A chair was placed at the front of the room stating that it repre-
sented “the problem” in the story. The participants were invited to take on the
role of either an implicit or explicit character in the story, physically position
themselves in relationship to the problem (for example, either close to, in the
middle, or far away from the problem) and verbally state who they were, how
they related to the problem, and what would they say to the problem.

In the story, as a result of the mayor’s lack of action, a news reporter goes
to San Jose to interview the children and get a sense of the children’s feelings
and opinions on the jssue. Nevertheless, the mayor’s “real” opinions were
never heard. We devised a hot sear for “the mayor” and began this exploration
by asking the group if anyone would like to play the role of the mayor. Once
sclected, the student in role as the mayor moved to the front of the space and
the remaining students were invited to take on newspaper reporter roles. The
reporters were at a news briefing with the mayor and could ask any questions
they liked about the “playeround issue.” The student in role as the mayor
ﬂglded questions. Another interesting perspective was the librarian’s support
of the children. Towards the story’s end the facilitators interrupted the read-
ing and presented a fictional letter sent from the school board questioning the
librarian’s actions (@ copy of the letrer is presented in the analysis section). The
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cial identities as well as gestures, glances, body positions and clothes” (p. 7).
We relate this definition of discourse to Edmiston’s (2000) work in process
drama, where he argues that in looking at the construction of situations across
sign systems (and more specifically in drama): “Discourses are implicit when-
ever the different languages of communication are used. As we talk, write,
move, draw, interact, think and act, we are doing so through discourse” (p.
72). Based on these notions of discourse as expressing meanings and values
across modalities, we examined the students’ written, physical, and spoken
performance as the relationship between languages and the distribution of so-
cial goods and power.

By using critical discourse analysis constructed a tool to consider the rela-
tionship between participants’ physical positions, verbal utterances, and writ-
ten statements as complex performative sites in response to critical literature.
To do this we borrowed Gee’s (1999) methodology of using three building
tasks: an examination of the construction of situated identities, worlds, and socio-
political contexts. Gee defines the building tasks (1999) as “the task through
which we use language to construct and/or construe that situation network at
a given time and place in a certain way” (p. 85). Using Gee as a guide we
looked at the situated identities and relationships that emerged during the
drama world construction. These included the roles and positions, knowledge
beliefs and values that the participants constructed in the creation of their
characters. In the analysis of identities, relationships, and activities, it was im-
portant to consider what discourses were made relevant (or irrelevant) and
how the identities were stabilized or transformed. Using Gee's task of world
building we examined the ways in which the participants in the drama repre-
sented and constructed particular realities. We asked what was present and
absent, possible and probable, in their representations, and what meanings
were given to time and place in the drama. Finally, through political building
we examined what and how the distribution of social goods were relevant (or
irrelevant) to the building of a situation. Issues such as the distribution of
power and class, among others, were analyzed to look at how those were con-

nected to specific discourses in the drama world.

Results

Drama Engagement #1: Exploring Locations and Discourses Through
Implied and Explicit Characters
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further away. The participants, who took on the role of educators, as men-
tioned earlier, placed themselves in an implied rrue center, directly facing the
problem—establishing a choice ro directly confront the issues of equity pre-

sented in the text and examined within the drama.

I)
9
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1/4
15/16
3
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7 21
13 2
6
19 12
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Figure 1. Participants’ orde i . »
g Participants’ order and positions it “l am the problem’
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Table 1 (Continued)
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importantly the children. We request that you send us an immediare written
explanation of your actions.

Respectfully,

San Jose School Board
In analyzing the students” writing in role, we chose two cases indicative of the

. . " ) .

constructed participant responses. Here we present John and Edna’s writing
in-role responses. In analyzing this dara we understood thar the participants
constructed hybrid discourses in some ways reflected particular perspectives
within the make-believe world, where participants had the space to create and

interpret as they constructed characters through embodied discourses.

John: Constructing Situated Identities Grounded on Democracy,
Equity, and Social Action

Stanza |

1. Dear Sirs and Madams:

2. 1tis true that 1 encouraged the children to communicate their wishes

3. and ideas to their government.

4. Liven the youngest of our citizens deserve the right to be heard by elected officials.
Stanza 2

5. Had the security guards ar Ciry Hall heen more caring

6. and responsive,

7. the rior would never have happened.

R - . EIIN et Wil’h
8. It is not the fault of the children that adules around them failed to renc

kindness
9. and respect.
Stanza 3

10. As a me

ntor for childven in this community,

FE Twill encourage young people to act on their ambitions.

P2 Twill also gaide thep to construct a set of values comparible with such activism,
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Particularly in lines 5, 6, and 7 a question of ethics arose towards an apparent
lack of caring from those in power. He challenged the school board’s claim
that he had endangered the children’s lives and put the potential of danger
within the guards’ violent reaction writing, “Had the security guards ar City
Hall been more caring and responsive, the riot would never have happened.”
Furthermore, he positioned the adules’ power and authority as within an ide-
ology that ignored and silenced children, positioning him again on the chil-
dren’s side, explaining that the adults “failed to react with kindness and re-
spect.”

In concluding his letrer, stanza 3, John went back into a reatfirmation of
the librarian’s identity as an acrivist in the children’s lives. He situated the li-
brarian beyond his “technical” job of facilitating books for the children and
took the more political identity of a mentor whose advice was centered in ac
tivism. There was also a strong sociopolitical reattirmation of his commitment
to the children’s rights for equity and justice as he twice used the phrase
will” positioning his identity in the future. John constructed a furure id.enrity
for the librarian where 11: ] will encourage young penplt‘ to act” I'C”CCYCL‘
some notions of praxis as an educator. This was restated again as he said 12: “{
will also guide them to construct a set of values compatible with such activism’
making an open statement about how activism was grounded in a ser of values
that needed to be nurtured. Finally he perceived this process of social con-
sciousness not as something that would affect the children’s identity when
they were young but also as 13: “when they are adults, they will remember how
important it is to listen to children.” Parallel with the building of an identity,
and politics situated in the future for the librarian, John was building the
children’s identiry as acrivists in their adule lives, positioning his role as an
educaror who had a life-long impact on the children. He did not limit the vi-
sion and impact of his actions in the furure for himself bur also included the
children as adult activists. Overall John's response was based in the embodi-
ment of an emergent identity for the librarian that was political where issues
of equity and justice for the children were at the center of his beliefs. He also
took a stance to question and challenge authority and their actions.

N e 1 a1ty M 1 ibili
Edna: Librarian’s Identity as Mixed Responsibility
Stanza 1
1. Dear School Board,

2. Firs ik .
irst Lwould like vo say that [ am very proud ot the children
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by asking 11: “where were the other School Board members when the children
. o
were searching for an adult to help them?” She perceived the mdividuals™ ac

tions as a consequence of the lack of support from large power structures.

Analysis and Implications

Using Gee's building tasks through critical discourse analys’s, we created a
model to read and theorize abour the participants’ performativity in the mo-
ment of doing by identifying relevant aspects of a critical performative pedar
gogy within literary interpretation. During the two strategics l“'cscmul’ the
proximity to the problem and writing in role, several interesting performarive
moments occurred as participants took embodied stances, both metaphonca
and actual, in relationship to the emergent critical issues they dicovered
within the particular exploration. By using the critical children’s text, themes
characters, and setting as a catalyst or pretext, the presservice teachers created
spaces where their implicit ideological identity formation emerged. We post
tioned student/participants as in a perpetual state of identity questioning
formation, and reformation as they weighed their own ideological belief sy
tems against the needs of a particular fictional world and the emerging charac
ter needs. In this way we focused our research on providing a model to explore
the moment of doing from various perspectives,

In terms of writing in role there are key elements that were significant t
the consideration of a critical performative pedagogy. The most relevant aspect
was the participants’ mediation of emergent educator identities in role: In
their representations and performance, the participants explored the litiﬁﬁil‘ili"
ties and tensions of creating a make-believe world based on the construction ©
situated identities through discourses. In our understanding of drama 2%
“eritical performative pedagogy” this was an important point because it Wit in
the hybrid combination between fiction and reality discourses that particr
pn‘nrs created a context to invent, reinvent, and “act” upon certain isSUes:
O'Neill (1995) states, the actors in process drama are working at multiple lev-

els where: “they are o . ly
y are at once both more and less than themselves. They ““1““)

lm'tl? present meaning and future possibility” (p. 144). In looking at Johns
writing we identified a creation of librarian’s identity whose discourse Sut
1‘4‘55.Cd 'Tht‘ immediate responsibility of facilitating hooks for Vchildrcn. The li
l_“""“"““‘f identity was one where there was a clear perception of the P“S“ih ¢
mmpact i past, present, and future actions. In many ways it was this dynamt©
aspect of drama as a gencrative space that provided a unigue context to move
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