


National Libmry u * I  of Canada 
Bibliothèque nationale 
du Canada 

Acquisitions and Acquisitions et 
Bibliographie Services services bibliographiques 

395 Wellington Street 395, nie Wellington 
OüawaON K 1 A W  Ottawa ON K I  A ON4 
canada Canada 

The author has granted a non- 
exclusive licence allowing the 
National Library of Canada to 
reproduce, loan, distri'bute or seil 
copies of this thesis in microform, 
paper or electronic formats. 

L'auteur a accordé une Licence non 
exclusive permettant à la 
Bibliothèque nationale du Canada de 
reproduire, prêter, distribuer ou 
vendre des copies de cette thèse sous 
la forme de microfiche/film, de 
reproduction sur papier ou sur format 
électronique. 

The author retains ownership of the L'auteur conserve la propriété du 
copyright in this thesis. Neither the droit d'auteur qui protège cette thèse. 
thesis nor substantial extracts fiom it Ni la thèse ni des extraits substantiels 
may be printed or otherwise de celle-ci ne doivent être imprimés 
reproduced without the author's ou autrement reproduits sans son 
permission. autorisation. 



ABSTRACT 

Transfomative l e h g  is changing the way educators work with leamers in 

diverse learning environments. This thesis examines the process of designing group 

progmms to foster transformative leaming for abused women who access government- 

funded counseling services in a northem community. This study focused on matching the 

pro- design and facilitator appmaches to the participants' readiness for change. The 

program design utilized various rationaVanalytica1 and holisticlintuitive teaching 

strategies and approaches that reflected both the holistic nature of transformative leaming 

and the diverse rnake-up of the levning groups. The facilitators acted as 

midwifelteachers and mentors in a connected learning environment to support, challenge, 

and empower the women to work toward transfomative learning. The group participants 

were slrcted using an assessrnent tool to determine their readiness for change. The 

program content Focused on relevant topics of immediate concem to abused women. 

However, the group dpamics and group process were the essential elements that 

supported group leaming and fostered transformation. The thesis offers recommendations 

for adult educators working in similar settings. One of the recommendations is to design 

different types of programs to support and motivate women at dZferent stages in their 

change process. 
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CEIAPTER 1 

INTRODUCTION 

Transfomative l e b g  is a movement, a philosophy. a theory, and a practice in 

the field of adult education. It is changing the way educators work with leamers, by 

combining excellence in education with the ethic of c m .  Adult educators are interested 

in knowing how to foster transformative leamhg in diverse educational settings. For 

example, practitioners who work with abused women are interested in fostering 

transfomative learning to help women to move on in their lives. Woman abuse is 

widespread in Canadian society. Statistics Canada (2000) reports that 9% of Canadian 

women who were mmied or Living in a common-law relationship experienced some type 

of violence by an intimate partner in the past 5 years. Because domestic violence is so 

pensive in society, educators encounter abused women as Ieamersh many educationd 

seuings, including Literacy programs. college courses, job training workshops, and 

thenpeutic progrûms. Some of these leamers may be experiencing abuse in their i n h a t e  

relationships. Other women may take courses as part of their process of leaving abusive 

partners. 

This thesis describes my experience in fostering transformative leaming in 

women who have experienced abuse in their intimate relationships. Based on the 

fmdings, I provide practicai suggestions, teaching strategies, and faciiitator approaches 

that adult educators can use in group programs for women in transition. This thesis aiso 

explores my personal and profestional tramformative leaniing joumey during this smdy 

as some extraordinary women shared their stories about their transfomative 1-g 

process during the group programs. Their stories describe the process of leamllig, growth, 



and change that is enabling these women to end the cycle of violence in their lives. My 

experience in this study suggests that fostering transfomative leaming requires not only 

theoretical knowledge and practicai skills but also creative energy and emotional stamina. 

Background to the Study 

1 work as a counselor and CO-facilitator in a program for ab-d women in a 

northern Canadian city. The Women's Program is part of the integrated support services 

offered for victims and offenders by the Family Violence Prevention Unit, a branch of the 

Department of Justice. These seMces are available to all people throughout the region; 

however, distance is a barrier for those Living in outlying comrnunities. The population of 

the region is compnsed of 70% non-Native and 30% Native peoples. The client 

population of the Women's Program reflects the culturai make-up of the genenl 

population. 

The Women's Program offers individual and group counseling services to women 

who are experiencing physical, mentai, psychologicai, or sexual abuse within their 

intimate relationships. The services focus on safety concerns, power'and control issues, 

relationship problems. and personal growth. The Women's Prognm adheres to a feminist 

philosophy that is grounded in a political and social analysis of violence against women. 

This philosophy favors an egalitarian relationship between counselor and client The 

client is seen as possessing the personal strengths and resources necessary to make her 

own Me choices. Many of the wornen are making signincant changes that are aimed at 

breaking the cycle of abuse for themselves and their children. Most women access the 

services voluntarily through self-referral or through referral by family, fnends, and 

community agencies. A few women attend by court order. AU of the clients receive 



individual counseling to address specifc needs and concerns. In addition, some women 

are invited to attend a group pmgram a s  an adjunct to this counseling process. 

Group programs have k e n  an essential element of the Women's Program since 

its inception in 1985. The 10-week group prograrns are offered three or four times each 

year, for 8 to 12 participants pet group. The other feminist counselors/group facüitators 

and I believe that group programs for women are powerful catalysts for consciousness- 

taising, social awareness, and l e d g  for growth. From our perspective, the group 

process provides an opportunity for women to break their silence, fmd their voices, and 

speak their truth about the abuse in their Lives. We believe that women expenence 

validation, support, connectedness, and safety in a group of caring, respectful women. In 

our view, ckcles of women have the power to transfomi Lives. 

1 have k e n  working in the Women's Prognm for 4 yeus-from 1996 to 1998 on 

a contract basis, since 1998 as a full time counselor and CO-facilitator. During the 2 years 

that 1 was working as a contract facilitator, I noticed that Our group prognms vxied in 

their effectiveness in fostering learning, growth, and change for the participants. For 

example, in some groups, most of the participants completed their program, worked 

cooperatively and respectfully, and provided mutual support for one another. 1 believed 

that these group prognms supported individual leamhg and change: The facilitators 

expressed satisfaction workhg with these groups. However, in other groups, some 

participants lacked cornmitment to complethg their program and they were adversarial, 

disrespecdul, and unsupportive* 1 believed that these group programs did not support 

individual leaming and change. The facilitators expressed dissatisfaction working with 

these groups. At that time, my colleague and CO-facilitator was responsible for planning 



the programs, selecting the participants, and evaluating the outcornes. Although 1 was 

concemed about the perceived variations in pro- effectiveness, in my role as a 

contractor 1 was not in a position to analyze, evaluate. or mod@ the group program. 

When 1 accepted my current position as a counselor and CO-facilitator in the Women's 

Pmgram. 1 became responsible for planning, irnplementing, and evaluatuig the group 

programs, and for selecting the participants. 

The Problem 

When 1 embarked on this smdy, 1 had many questions, some ideas, and no 

answers. 1 identifed three problem areas in our existing programs: participant selection, 

program design, and facilitator approaches. 

First, 1 was troubled by my perception that our group programs vvied in their 

effectiveness in supporting women's leaniing. 1 speculated that participant selection was 

Muencing program effectiveness. From my past expenence of CO-facilitahg the group 

programs, 1 believed that participants who were actively engaged in changing their lives 

kept their cornmitment to complete their program. In my view, these women were not 

only ready to leam and willing to collabonte but also anxious to make connections and 

able to support others. I also beiieved that some participants in past groups were not 

ready to make changes in their iives. In my view, these women often lacked cornmitment 

and were disruptive, dislespecdul, and adversuial in the group. They seemed to be living 

in a state of constant crisis that precluded their ability to l em from the group experience. 

Either their attendance was sporadic or they dropped out early in the-program. 1 

questioned their readiness to participate in a group learning program. 1 wondered how to 



establish criteria that counselors codd use to assess client readiness for group 

participation. 

Second, I questioned whether a transfomative dimension could be added to the 

existing group progmm. 1 thought that the collaborative and connected nature of our 

existing group program supported abused wornen wherever they are& their learning 

process. However, I wondered whether the addition of nanstormative ieaming strategies 

could empower abused women to grow, change, and move on in their lives. 

Finally, 1 wondered how to foster transforrnative learning by adapting my 

faditritor roles and approaches. 1 questioned how to adapt my helping relationship 

effectively to meet the changing needs of the women in the groups. I wondered which 

roles to play at different times during the 10-week group program. 1 questioned how the 

CO-facilitators could use different roles effectively at various times to support different 

levning needs among the participants. 

Purpose of the Study 

The overall purpose of this study is to examine the design features. teaching 

strategies, and facilitator roles that foster transformative leaming in group programs for 

abused women who are ready to grow and change. During the study, my primary goal 

was to apply various principles from adult education, transformative leaming, feminist 

education, motivational counseling, and feminist counsehg in rny practice and to 

observe which were the most useful for fostering transformative leamine. My second 

goal was to examine how participant selection, based on apparent readiness for change, 

ifluences the group's transformative learning. My third goal was to enhance rny skills as 

a facilitator and counseior in f o s t e ~ g  transfomative karning for women in transition. 



During the study, 1 momed and enriched an existing group program for wornen 

who were expenencing abuse in their intimate relatiooships. I evaiuated the success of 

the modifed program by measuring the rate of program cornpletion. and by determinhg 

participant satisfaction through post-group interviews. 1 anticipated that a higher 

percentage of participants would complete group programs that meet their immediate 

needs for knowledge, support, and empowerment at critical Eimes during their change 

pmcess. 1 also anticipated that women who complete effective group programs would 

express satisfaction with their own change process, with the role of the program, and with 

the facilitator and other participants in that process. 1 also evaluated facilitator 

satisfaction by reviewing my teaching log. I anticipated that my log would refïect not 

only my level of satisfaction with the program design, facilitator approaches, and 

participant outcornes but also the level of satisfaction expressed by rny CO-facilitators. 

For this study, I examined relevant fiterature, anaiyzed past group prograrns, and 

reviewed past participant records. Then, 1 developed screening critena for group 

participation and planned, implemented. facilitated, and evaluated three 10-week group 

programs. Finally, 1 interviewed group participants, kept a teaching log, and engaged in 

criticaily reflective dialogue with colleagues. 

Scope and Limitations of the Study 

The study was completed between June 1998 and July 1999. During that tirne, 1 

faccilitated three 10-week group prognms involving a total of 22 women. The 2 4 2  group 

sessions were held weekly in the group room at the Farnily Violence Prevention Unit All 

of the participants had experienced abuse in their intimate rehtionships. They represented 



a wide range of ages, income levels, and educational backgrounds. There were both non- 

Native and Native participants, reflecting the cultural make-up of the community. 

The scope of my study was limited by four factors. First, the study was limited to 

modiQing and enrichhg the existing group program for abused women. Designing new 

programs was not an option because of s ~ m g  limitations, budgeiary restraints, caseload 

demuids, and program responsibilities. Second, the mandate of the Women's Program 

defmed the client base for the study. Our group programs were available only to clients of 

the Women's Prognm who were actively engaged in counseling related to abuse in their 

intimate relationships. ThKd, the demognphic representation of the Women's Program 

limited the scope of the study. Whereas our seMces are available to all women in the 

region, only Caucasian and First Nation women Living in the city access the services. 

There is a noticeable absence of women who corne from other ethnic backgrounds and 

women who live in outlying cornmunities. Finaily. staff turnover in the Women's 

Program affected the validity of my study. 1 collected, analyzed, and evaluated my data 

because 1 did not have a consistent CO-facilitator to work with for the study groups. 

Assump tions 

As a feminist counselor and educator, 1 assume that a group process for women 

provides an effective learning environment for consciousness-raising, awareness raising, 

and experiential leaming. I assume that women wil l  experience validation, support, 

connectedness, safety. equality, and respect when they participate in a circle with other 

womea 1 assume that group prognms are particulady helpful for abused women. 1 

believe that participating in the group process provides an opportunity for abused women 

to break their silence about the ab-, to be heard and believed, to share their knowledge, 



to break the isolation associated with abuse. and to experience the support of other 

women. 

As a counselor, 1 also assume that building trust between the counselor and the 

client is an essential component of the helping relationship. In the Wornen's Program the 

counselors are also the facilitators in the group prognms for their clients. 1 assume that 

this trust relationship empowers women to enter the group leanhg environment 

Finally. 1 assume that participating in a transfomative gmup leaming program 

fosters transformative Learning for abused women. I also assume that women who are 

actively engaged in the process of changing their lives are more comrnitted to 

participating fuiIy in a group program that is designed to support their leamirig, growth. 

and change. 

Definitions 

Several terms used throughout this thesis require definition. 1 use the term 

transfomative learning to refer to a complex, multidimensional, hoiistic process that 

occurs when adults examine, challenge. and revise their core beliefs, attitudes. values, 

and behaviors in the face of dilemmas in life. In my view, adults choose to engage in the 

transformative l e d g  process at their own time. to the5 own depth. and in their own 

unique way. This process involves intense emotions when adults gneve for previously 

accepted beliefs, attitudes, values, and behaviors. 

In this thesis, 1 use the term transfomative moup leamin. to describe leaming 

within a group but focused on individual change through self-awareness, critical 

reflection. collaboration, and consciousness-raishg 



In this thesis, the change process refers to the cornplex, multifaceted process that 

adults engage in when they change behaviors, attitudes, values, or beliefs. 

The term woman abuse is d e h e d  in its broadest sense, encompassing 

psychological, verbal, physical, and sexual forms of violence, all of which have 

destructive repercussions, aimed at lowering the victim ' s self-esteem. Violence is 

perceived as learned behavior and violent persons are held responsible for their violent 

acts. Wornan abuse is seen as a social phenornenon that is grounded in the dynamics of 

power and control in society and in families. 

Plan of Presentation 

In chapter 2, foliowing this introductory chapter, 1 review the litentue that 

infoms this study. The relevant literature pertains to transformative leaming, fostering 

transformative learning, transformative learning in groups, and fostering transformative 

learning in therapy groups for women. 

In chapter 3 1 describe the three phases of my study: planning, implementation, 

and evaluation. The planning sections of this thesis descnbe the program design and 

participant selection processes as weli as my facilitator strategies. The implementation 

sections describe participants, flow of the sessions, and activities fof each group. The 

evaluation section describes the program completion rates, participant i n t e ~ e w s ,  and my 

teaching log. 

In chapter 4 1 integnte my hdings in the study into a broader perspective that 

other practitioners can apply. First 1 discuss four aspects related to fostering 

transfomative learning in group programs for abused women. 1 discuss designhg an 

effective transformative learning program, selecting participanfi using a tramtheoretical 



change model, facilitating transfomative Iearning in group therapy programs, and 

empowering wornen to work toward transformative leaming. Next, I discuss my personal 

and professional transformative leaming joumey during this stud y. 1 describe my learning 

about challenge and empowerment, philosophy of practice, facilitation style, group 

process, and power dynamics. Then, 1 draw some conclusions related to fostenng 

transfomative leaming in group prognms for women. Finally, 1 make some 

recommendations for future studies in this emerging area of adult education practice. 



CEIAPTIER 2 

REVIEW OF THE ILITERATURE - 

Fostering transformative learning in group programs for abused women requires 

the integration of theoretical knowledge and prac tical strategies from several disciplines. 

This review of the literature refiects my search for a theoretical mode1 to guide my 

practice as a transformative ieaniing practitioner and for practical tools to enhance my 

effectiveness as a group faciiitator for women's therapeutic groups. My search focuses on 

the current literature of transformative learning. within the context of group leaming, 

feminist education, and counseling. Fust, 1 look at the broad perspectives of 

transformative learning theory. Second, I review literature on practitioners' strategies for 

fostering transformative leaming, such as criticai thinkuig and m e n t o ~ g .  Third, 1 

examine l i t e ram about transfomative leaming in thenpy groups. ~ i n a l l ~ ,  1 review the 

literature about fostering tramformative leamhg in therapy groups for women, with an 

emphasis on abused women as learners. 

Transfomative Leaniing Theory 

Transformative Iearning rheory explains the process of leaming for growth toward 

matuity that may occur for adult leamers and adult educators (Cranton, 1994; Mezirow, 

1991). This theory provides a unifying philosophicd foundation to inforni practice for 

educators in diverse settings. In this section, I explore ~ansfonnative leaming h m  the 

perspectives of two leading theorists in the field, Jack Mezirow and FatriRa Cranton. 1 

then explore the contribution of femiaist pedagogy to transformative learning. I ais0 

examine recent research studies that inforrn current practice in the area of &ormative 

leanllng . 



Maior Princioles of Mezirow9s Theorv 

Me&w is regarded as the founder of the transformative l e h g  movement His 

many publications (e-g., 1978,1985, 1988, 199ûa. 1991, 1994, 1995, 1997, 1998) reveal 

the evolution of his complex and comprehensive theory of transfomative leaming and 

provide theoretical foundations to inform the practice of transfomative leaming. He 

emphasizes meaning creation, perspective transformation, criticai reilection, rationai 

discourse. and social action as major principles. 

MeProw's (1991) theory of transformative l e m h g  centers on the process of 

meaning creation and re-creation. He draws on socialization theory to explain how people 

acquire a framework of assumptions that guide their perception, comprehension, 

problem-solviog, decision-making, and action in everyday iife. In his view. these 

culturally acquired assumptions form a frame of reference that adults use to defuie their 

Ne-world. He believes that the frame of reference for interpreting meanhg is composed 

of two dimensions. The fmt dimension, meanine  perspective^, refers to 'broad, orienting, 

habitua1 ways of thinking, feeling, and acting" (1997, p. 5) that provide enduring 

"p~ciples  for interpreting" (199ûc, p. 2). The second dimension, meanine scherne~, 

refers to constellations "of belief, value judgment, attitude, and feehg that shape a 

particular interpretation" ( 1997, p. 6). These "des for interpreting" (1 9%, p. 2) are 

continuaily changing as everyday insights reveai distortions in values, feelings, attitudes, 

and concepts. Mezirow (1996) explains that one "may 'try on' a different point of view 

but not a habit of mind" (p. 168). 

According to Mezhw, adults engage in perspective transformation when they 

transform meaning and develop "more inclusive, discriminatiog, permeable, and 



integrative perspectives" (1990c, p. 14) by critically examining their frames of reference. 

He describes two different paths toward perspective transformation: accretive and 

epochal. Accretive transformations occur through cumulative changes in related points of 

view. Epochal transformations involve "a profound insight into the premises or 

presuppositions which have distorted or limited our understanding, often tnggered by a 

disorientmg âdemma, and involving a broader view of the orip ,  nature, and 

consequences of Our assumptions" (1994, pp. 229-230). Epochal transformations are 

'less common and more difncult" (1997, p. 7). 

Mezirow (1991) describes the process of perspective transformation as "a 

sequence of learning activities" (p. 193), nther than invariable developmental steps. The 

phases of perspective transformation involve a disonenting dilemma, self-examination. 

and critical assessrnent of epis temic, sociocultural, or psyc hic assump tions. Individuals 

recognize that others share their discontent, explore options for new roles and 

relationships, and plan a course of action. They acquire knowledge and skills for 

implementing this plan. They try new roles and relationships, and build cornpetence and 

self-confidence. Finally, they reintegrate these roles and relationships into their Me 

context on the bais of conditions dictated by a new perspective. 

Mezirow (199 1) recognizes that perspective transformation & a ciifficuit process 

that requires both emotional strength and an act of will. He explains that the process 

''typtcally involves mcul t nego tiation, compromise, stalluig, backsliding , self- 

deception, and failure" (p. 171) at two points in particular. The f i t  difficult point occurs 

at the beginning of this process. when leamers expose tbeir established ideas to critical 

analysis. The second difficult point occars later, when their insight demands action. 



Mezirow points out that this is the t h e  when the will to move forward plays an important 

role: "Challenges to established perspectives are painful; they often call into question 

deeply held personal values and threaten our very sense of self' (p. 168). 

MePiow (199 1) defines leaming as a cornplex, multifactorial process of 

"construing and appropriating a new or revised interpretation of the rneaning of an 

experience as a guide to awareness, feeling, and action" (p. 35). He describes two 

distinctive domains of leaming with different purposes. The frst  domain, instrumental 

learning, involves leamhg to contml and manipulate the environment or other people. In 

this domain, tmth is established empincally. The second domain, communicative 

leaming, involves crying to understand what others mean. In this domain, validity is 

established by appealing to authority, tradition, force, or discourse t~ find "a tentative 

best judgment among those whom we believe to be informed, rational, and objective" 

(1997, p. 6). Mezirow points out that unexamined cuiturdiy acquired ;issumptions may 

limit learning because "we have a strong tendency to reject ideas that fail to fit our 

preconceptions, labeling those ideas as unwonhy of considention-aberrations, nonsense, 

irrelevant, weird, or mistaken" (p. 5). 

Mezirow (1997) describes four processes of adult leaming. The fmt  process is to 

elabonte, expand. and intensify an existing point of view by seeking further supportive 

evidence. The second way adults learn is to establish new points of view by creating new 

meaning xhemes. The third leamhg process is to transfomi a point of view by critical 

retlection on distorted assumptions. This type of Iearning fosters transformation by 

accietion. The fourth learning process is to transform habits of mind by critical self- 

reflection in response to disorientuig dilemmas This type of leaming results in epochal 



transformations. According to Mezirow, only the third and fouxth types of leaming are 

transformative. 

Mezirow (1990b) believes that cntical reflection is vital for survivai as 

autonomous adults in modem democratic societies because it "is the way we conml our 

experiences rather than be controlled by them, and it is an indispensable prerequisite to 

individual, group, and collective transformation, both perspective and social" (p. 375). 

Adults cnticaîly reflect on the validity of their prior learning when they require guidance 

with their actions or have difficulty understanding a new expenence. He (1991) explains, 

"Reflective leaniing cm be either confiiative or transformative. It becomes 

transformative when assumptions are found to be distorting, inauthentic, or othenvise 

unjustified" (p. 11 1). Transformation of meaning schemes occurs through cntical 

reflection on assumptions related to content and processes. Transformation of meaning 

perspectives occurs through cri tical reflec tion on assurnp tions related to premises. 

Mezirow (199 1,1997) identifies some educational approaches that foster cntical 

reflection. whic h include cri tical incidents, metap hor andysis, consciousness-nising, 

role-play. group projects, and participation in social action. 

According to Mezirow (1991, 1998), engaging in the process of rational discourse 

fosters cnticai thinking, emancipatory learning, and perspective transformation. He 

recognizes that communication and rational discom are often distorted in the reai wodd 

by unequal degrees of power and influence based on economics, education, politics, race, 

sex, and c h .  He (1997) delineates a set of ideal conditions that he considers essentiai 

for optimal participation in rational discourse that include having fnll information, being 



freed nom coercion, participating equally, reflecting criticdy on assumptions, king 

open to other perspectives, and making a tentative best judgment to guide action. 

M e h w  (199 1) believes that perspective transformation fosters autonomy, 

participative democracy, mord decision-making, and social action. He stresses that social 

action is an integral part of the pmcess of tmsformative leaming when sociocultural 

assumptions are chaLIenged and revised. He (1995) believes that al l  adult educators have 

a responsibility to support educational and social initiatives that foster an emancipatory, 

participative, democratic society . 

. . ranton9s Contmbution to TransformativeJ,ea- Th- e 

Cranton (1994) understands working toward transformative learning as a 

complex, rnultidimensional pmcess. She inkgrates the philosophy, principles, process, 

and laquage of transfomative leaming into her perspectives on teaching and learning. 

Her ment  texts and articles provide clear explmations of theoretical information and 

practical suggestions for applying this theory to practice. Her conversational style rnakes 

Mezirow's complex principles accessible to educators and learners. She beiieves that 

"transfomative learning is one of the critical goals of adult education" (p. 4). 

Cranton (1992, 1994) introduces three pnctical models that clearly describe the 

transfomative learning process. Her Model for Workino with Adult Lemers (1992, p. 

23) guides educators in understanding the process of leaming for change. She points out 

that "both educator and leamers have the potential for experiencing changes in 

knowledge, values, behavior, developmental stage, assumptions, and beüefs" (p. 22). 

Some characteristics of leamers and educators may influence the leaming process, such 

as personality type, culture, philosophy, experience, and Me phase. The learning process 



may change other characteristics such as, autonomy, values, expenence, and life stage. 

She explains that "the adult educator works with individu& to stimulate, facilitate, 

encourage, support, and challenge people to change and grow" (p. 63). 

Cranton's (1992) second model, Transformative Learning: The Process @. 147), 

depicts the complex, multifaceted process of transfomative leaming. She explaios that 

the transforming process begins with a l e m e r  who has a value system and a set of 

assumptions that form his or her perspective on life. People, events, or changes in context 

may chdenge an individual's basic assumptions. A strong challenge may stimulate a 

person to reflect on his or her assumptions. The reflection process leads to awareness and 

examination of assumptions, their sources, and their consequences. When the validity of 

one's previously accepted assumptions is questioned, the individuai is engaging in critical 

self-reflection. If the leamer concludes that the assumptions are valid or justified no 

change wilI occur. However, transformative 1e-g occurs when invaiid assurnptions 

are rejected or revised. Cranton explains that "changes in assumptions lead to changes in 

an individual's perspective, the way he or she sees the world. And that almost inevitably 

results in action based on the changed perspective" (p. 149). 

Cranton's (1994) third model is her Taxonomv of Processes for Workina Toward 

Transformative Learning (p. 66). She recognites that leaming, reflection, and perspective 

transformation are complex, interrelateci, multidimeasional processes: 

b e r s  engage in content, process, or premise reflection within the 
psychological, sociolinguistic, and epistemic meanhg perspektives. Each type of 
reflection can also occur as a component of instrumental, communicative, or 
emancipatory leaming. Emaacipatory learning can apply to each meaning 
perspective. The process of &ection and hence of transfomative learning wilI be 
different across perspectives and across learning domains. (p. 64) 



Cranton's taxonomy incorporates domains of leaming, types of reflection, and domains 

of meaning perspectives. This classification system provides a visual representation of 

the "continuum of complexity" (p. 69) involved in transfomative leaming. 

Cranton (1994) believes that individu& work toward transformative leaming in 

different ways. In her view, this process is not sequential, hierarchical, or consistent 

across leamers. Several factors influence the length, sequence, and appeatance of the 

process, such as leamer empowement, psychological type, trigger events, support from 

others. and self-concept She (1998) recognizes that educators are also engaged in the 

process of working toward transformative leaming. She encourages educators to develop 

a personal style of teaching that reflects their philosophy of education, personality type, 

and teachhg preferences. Such a process provides a fnmework for making consistent, 

infoxmed decisions about program planning. implementation, and evaluation. She 

believes that "teacher self-awareness may be one of the most signincant factors involved 

in teacher excellence" (p. 208). 

Cranton (1998) speaks with authority, clarity, and coiifidence developed over a 

decade of personal and professionai experience in fostering transfomation. A cenual 

concept in her philosophy of practice is her belief that "just as human beings differ from 

one another in their values, beliefs, past experiences, so too do they differ in the way they 

teach and leam. No one way is superior to another" (p. 67). She (1994) describes a 

comprehensive integrative appmach to fostering transformation that involves three 

critical aspects: empowering lemers, stimalating transformation, and providing support 

Cranton (1994) believes that "Ieamer empowerment is a product of transformative 

Ieaming; however, it is aiso critical to beginning and rnaintaining the process" (p. 165). 



Early in the process, learners are empowered through freedom to participate in discourse, 

feeling supported and cornfoctable, and participating in decision-making. The educator 

acts as a facilitator and CO-leamer, diminishes positionai power, and uses personal power 

appropriately. Cranton explains that "personal power has its sources in expertise, 

fnendship, loyalty, and charisma" (p. 15 1). As the process continues, learners are 

empowered to engage in critical self-reflection through questioning assumptions, 

consciousness-raising, and chailenging assumptions. The educator assumes the role of 

provocateur during this stage. As learners engage in the painful process of revising their 

assumptions, the educator assumes the roles of counselor. friend, supporter, and resource 

person. Increased lemer empowement and autonomy are the Uitended outcomes. 

However, educators have to maintain a delicate balance between support and challenge as 

they foster the learner's ernpowement for transfomative leaming. 

The second critical aspect of f o s t e ~ g  tmnsfonnative leamhg is stimulathg 

cntical self-reflection and workiag toward transformation. Cranton (1994) identifies 

teaching strategies that foster this process, including critical questioning to stimulate 

content, process, and prernise reflection; consciousness-taising activities, such as role- 

plays, simulations, life histones, and new knowledge to increase self-awareness; journal 

writing to stimulate leamer seK-analysis; and cntical incidents to raise awareness of 

underlying assumptions and beliefs. She explains that ''the process of critical self- 

reflection will be different For Werent people and that Iearners wiil respond to the 

various strategies in thek own ways" (p. 189). 

The third critical aspect of prornoting uansformative leaming is providuig 

support. Cranton (1994) believes that "the educator must do everything he or she can to 



ensure that lemers have support Ui negotiating the difnculties they may encounter" 

(p. 19 1). Ensuring support involves not only fostering healthy group interaction, handluig 

conflict, and encouraging learner networks, but also king authentic, giving advice, and 

supporting learner action. Each educator will develop his or her own personal style of 

supporting learners. She explains that "trust, respect, opemess, and genuine caring for the 

leamer are the key ingredients of providing support and assistance" (p. 205). Her 

guidance is intended for practitioners who are applying Mezirow's theory of 

transfomative leaming in diverse leaming environments. 

Feminist Pedaepev . 
's Contribution to Transfomative Leamine Theoq 

Feminist educators have contributed significantly to the discussion on the process 

of leaming for growth, development, and transformation among women. One of the most 

signifïcant feminist theones is that of Belenky, Clinchy, Goldberger, and Tade  (1997). 

Belenky et al. present a theory of women's psychology, development, and ways of 

knowing that has k e n  changed, expanded, extended, and transformed for over a decade. 

They describe five positions from which women view reality and draw conclusions about 

tmth, knowledge, and authority. These positions are silence, receptive knowing, 

subjective knowing, procedural knowing, and constnicted knowing. Belenky et al. 

describe the potential for a developmental sequence as women move from silence toward 

constnicted knowing. In a later reflection on this description, Goldberger (1996b) 

describes these perspectives as a constellation of various strategies that an individual has 

in her repertoire to use in difTerent contexts. Feminist educators continue to debate 

whether or not these positions represent a developmental sequence, whether women hold 



one or more positions in different areas of their lives, and what factors determine 

positiondity. 

Belenky et al. (1997) identify the first position as silence. They describe these 

women as seIfles. voiceless, and dependent on extemal authorities to defme tnith. They 

have little awareness of their intellechial capacities, do not see thernselves as leamers. 

and are unaware of the power of words to transmit knowledge. Gilligan (1993) points out 

that women lose their voice when they choose silence over violence and when others 

devalue and ignore their belief in the ethic of c m .  Goldberger (1996b) similarly argues 

that some women choose silence as their preferred strategy. She beiieves that these 

women often have a sense of knowing, a sense of self. and are contributing members of a 

iearning cornmunity. Schweickart (1996) concurs. She observes that attentive and 

thoughtfid silence may refiect inteUectual engagement, receptive attention, wisdorn, and 

autonomy. Goldberger and Schweickart also point out that the meanjng of silence differs 

in different cultures, 

Belenky et al. (1997) describe the second position as receptive knowing. These 

knowers are concrete. dudistic, and believe that there is one right answer for each 

problem. They perceive authorities as the source of tnith. They learn by listening to 

others. They strengthen their sense of self by empowering others through helping, 

listening. and understanding. They rely on others for howledge, direction, and care. 

Goldberger (1996a) believes that some women choose to listen and receive knowledge as 

their prefemd strategy. 

Belenky et al. (1997) defme the thud position as subjective knowing. Subjective 

knowers believe that tmth is personai, private. intuitive, and resides Within the individual. 



Often these women have been jolted out of theK passive dent  state by m e n t  changes in 

their personal lives. This position is characterized by strong emotions as women begin to 

shape and direct their world, assert their own authority, act on their inner voice, and 

change the structure of their lives. For subjective knowers, the search for truth is a 

magical, mysterious process of fmding what works best for them. They distrust extemal 

authority, logic. and books. They trust matemal authority of female peers with similar 

experiences--such as, mothers, sisters, granhothers, and female therapists. These 

sympathetic, nonjudgrnental authorities provide reassurance, validation, and 

confiiation. Goldberger (1996a) identifies the process of body knowing as a valued 

fom of subjective knowing in many cultures. 

The fourth position (Belenky et al., 1997), procedural knowing, involves 

acquiring and applying procedures to obtain and communicate knowledge. There are two 

complementary approaches to procedural howing. separate and connected. Most people 

use a mixture of both types of procedures. Procedural knowers examine the world from 

different perspectives, explore alternatives, and search for tnith. They seek teachers, 

counselors, and supportive knowledgeable people to help hem challenge their old ways 

of knowing. They are leaming "to get out from behind their own eyes and use a different 

lem" (p. 115). Clinchy (1996) describes the processes of procedural knowing as 

transfomative procedures Separate knowing involves examining arguments with a 

critical eye using rational, anaiytical, objective, impersonal approaches including logic, 

proof, debate, and critical thinking. Comected knowing involves examining arguments 

with an empathic receptive eye using subjective, collaborative, relational approaches 

including nndersmding, beiieving, and feeling. She observes, "30th separate and 



connected lmowing achieve their full power when practiced in partnership with other 

like-minded knowers" (p. 233). 

Belenky et al. (1997) identify the fiifth position as constructed knowing. From this 

perspective, individuals reclaim the self by Uitegrating knowledge from internai and 

extemal sources. They engage in selfexamination by posing questions, evaluating 

assumptions, and explorhg ideas. They gain a unique and authentic voice, self- 

awareness, and self-confidence. Constnicted knowing is "the openhg of the mind and the 

heart to embrace the world" (p. 141). Goldberger (1996a) describes constructed knowing 

as flexible. responsive, and responsible. It is grounded in comection, inclusiveness, 

comprehensiveness, and coilaboration. She concludes, "Once one attains a constructed 

knowing perspective the world c m  never look the same" (p. 357). 

Other femlliist educators (e.g., Maher & Tetreault, 1994, 1996; Tisdell, 1998) 

explain that structural systems of power and positionality affect women's leaming, for 

example, gender, race, class, sexual orientation, and ableness. Tisdell points out that 

instnictor positionality remains relatively unexamined in the literanire: "Yet the race, 

gender, class, or sexual orientation of instructors ceaainly has an influence on teaching 

and leûniing, on instructors' and students' construction of howledge, and on classroom 

dynamics in any adult education situation" (p. 147). 

The publications on transfomative leaming do not refiect adequately the many 

theorists, researchers, and practitioners who are examining, questioning, researching, 

evaiuating, and applying Mezirow's complex theory of transfomative leaming. These 

adult educators are contribuhg to a growing body of theoretical and practical knowledge 



in the area of tramformative leaniing. Presently, most of the ernpincal research studies 

remain as unpublished theses, dissertations. and proceedings that are not easily accessible 

to other adult educators. However, Robertson (1996) and E. W. Taylor (1997) have 

published cri tical fiterature reviews. 

Robertson (1996) identines exemplary role images in the area of transformative 

leaming that "infiuence pnctice powerfully" (p. 41). These exemplary educator roles 

include Belenky et al.'s (1997) midwife, Brookfield's (1990b) skillful teacher, Daloz' 

(1986) mentor, and Mezirow's (1991) emancipatory educator. Robertson argues that 

educators of transfomative learning currently receive hadequate preparation and support 

to assume competently these ideaüzed roles in their educationd relationships. 

E. W. Taylor (1997) provides a comprehensive critical iiterature review of 39 

ernpincal studies of transfomative learning. These studies confirm the essentid aspects 

of Mezirow's theory of perspective transformation, reveal the limitations in his ernphasis 

on rationali ty, and re flec t the b road applications for transfomative learning in prac tice. 

The research indicates that the rational, analytical perspective is "just one modality of the 

many that are central to the transformation of meaning structures" (p. 52). A more 

holistic perspective recognizes the importance of affective leaming, non-conscious 

leaming, relationships, and the collective unconscious. Taylor identifies the need for 

future research initiatives aimed at investigating holistic perspectives. understanding 

universality and difference, fostering transformative learning, and exploring longitudinal 

perspectives. 

Sirnilarly, feminist educators (e.g., Gouthro, 2000; Michelson, 1996; Mes, 1996; 

Tisdell, 1998; SchIattner, 1994; Schweickut, 1996) nitique Mezirow's ernphasis on 



rationality and critical reflection for transfomative leaming. Gouthro advocates a holistic 

approach that links "theory with practice, knowledge with action" (p. 58) to prepare 

leamers for the complex challenges within a globalized society. Michelson recognizes 

that "embodied and ernotionally rooted knowledge" (p. 450) provide important evidence 

about the world. Similarly, Schlattner argues that the whole human king is involved in 

constructing and transfonning meaning perspectives and meaning schemes. These 

feminist critiques offer a new and emergent perspective on transfomative leaming. 

Courtney, Memam, and Reeves (1998) delineate a process for meaning-making 

that expands cunent thinking "beyond Mezirow's linear. step-wise model" (p. 67). They 

undertake a qualitative research project to examine how meaning is constructed in the 

lives of those diagnosed as HIV-positive. They propose that receiving a potentiaiiy 

terminal diagnosis presents a powerful disorienthg dilemma that triggers the memhg- 

making pmcess that is centrai to transfomative learning. The mearchers found that the 

initial reac tion period involves cognitive. affective, and behavioral responses. The 

cognitive responses include shock or mental numbness. The affective responses include 

anger, panic, depression, devastation, and relief. The behavioral responses include 

screaming, crying, talking, heavy dmg use and sexual activity, and practical activities. 

Durhg this crucial time, Iasting frorn 6 months to 5 years, individuals are a t t e m p ~ g  to 

explain what is happening using old perspectives, assumptions, and ways of coping. 

hdividuals begin to revise the old or integrate a new way only when they realize that 

these old assumptions no longer work Usuaiiy some cataiytic experience instigates 

movement beyond the initial reaction. These catalytic experiences are unique to each 

person, may be extemal or intemal, and involve a state of readiness for transformational 



leaming. Extemal cataiytic agents include support fiom family. fiiends. and support 

groups. Interna1 cataiytic experiences include spiritual awakening. declining health, and 

awareness of the need to change. The catalytic events help individuals to acknowledge 

and accept the need for change so that they c m  enter Uito the meaning-making process. 

The meaning-making process initially involves taking stock, adjusting perception, and 

changing activities; after this, respondents assimilate their new discoveries and roles; 

fmdy,  they begin to make meaningful contributions. have a heightened sensitivity to 

life, and engage in service to others. Coumiey et al. propose that the process uncovered in 

their research "is a iikely response to events that threaten one's sumival" (p. 82). They 

also argue that "it is only by looking at a Me-threatening situation that thefi'1dnmentu1 or 

essential components of the meaning-making process would be revealed" (p. 82). They 

suggest that educators and other helping professionds c m  use this holistic, transpersonai 

process of meaning-making to "maximize their d e s  as facilitators of change in people's 

lives" (p. 83). Now. I examine the litennire on fostering transfomative leaming. 

Fostering Transformative Leaniing 

Many adult educators have studied the process of fostering transfomative 

leaming in diverse adult education settings. In this section 1 examine their use of critical 

thinking. mentoring, and other strategies for f o s t e ~ g  transformation through rational and 

intuitive processes. 

For over a decade, Brooldield has been deveioping practical stratepies and 

techniques that educators can use in the classroom to foster critical thinking and 

transfomative learning. His texts and articles (e.g., 1990b, 1995a. 1995b, 1997) provide 



not only informed rationales and detailed guidelines, but also practical advice and 

personal examples to assist educators in adapting his strategies to any learning 

environment. 

Brookfield (l995b) describes cntical thinking as a complex, perplexing, context- 

specinc. and culturaIly bound process. He identities five phases in this process: 

experiencing a trigger event, doing a critical self-appraisal, identifying and challenging 

assumptions. imagining and exploring alternatives, and integrating new or revised 

perspectives. He explains that "sometimes this integration involves transforming attitudes 

and assumptions. At other times it entails c o n f ï i g ,  with a renewed sense of 

conviction, existing stances" (p. 27). He argues that positive (peak experiences) or 

negative (traumas or tragedies) events in adults' lives may uigger this process. He clairns 

that pnctical techniques can encounge leamers' development at each phase in the 

development of criticai thinking. Techniques that encourage lemers to examine and 

challenge assumptions include critical questions, cntical incidents, and de-play. 

Brookfield (1990b) describes criticai incidents as 'brief written reports compiled by 

students about their experience of leaming. These reports describe events bat  are recded 

vividly and easily because of their particular significance for students" (p. 3 1). 

Techniques that encourage aduirs to imagine and develop alternative ways of thinking 

include bninstomîng and esthetic triggers such as drama, poetry, songwriting, fantasy, 

drawing, and photography. 

Brookneld (199%) recognizes that skiUed helpers may provide crucial assistance 

to those who are engaged in the pmess of becoming critical thinkerl;. He explains that 

these educators, therapists, and fiends act as "mirrors who help us interpret and question 



our ideas and actions from a new viewpoint" (p. 29). He cautions helpers to act with care 

and sensitivity during the "psychologically explosive" (p. 30) process of questionhg 

assumptions and e x p l o ~ g  alternative ideas. Brookfïeld (1 WOa) explains that "educators 

who foster transfomative learning are rather like psychological and cultural dernolition 

experts. . . .They must ensure that when the founddons of these smicnires are shaken. 

the W e w o r k  of the individual's self-esteem is left relatively intact' (pp. 178-179). In 

his view, the ability to balance support and challenge is crucial throughout this process. 

Brookfïeld (1995b) advises educators to provide a learning environment that 

fosters critical thinking. Such an environment encourages diversity and divergence, 

welcomes flexibility of format and direction. and values risk taking and spontaneity. 

Educators should mode1 openness and critical thinking. They c m  support leaming by 

building trust, affirming self-worth, and listening attentively. Educators should not only 

mirror assumptions and motivate change but also evaluate progress and create resource 

networks. 

Brookfïeld (1995b) stresses that cntical thinking is crucial for understanding the 

workplace. politics, media, and personal relationships. He explains. "As critical thinkers 

we are engaged in a continual process of creating and re-creating our personai, work, and 

politicai lives. We do not take our identities as settled; rather, we are aware of the scope 

for development in a i l  areas of He" (p. 254). In his view, thinking crîticaIly in one's 

relationships with children, spouses. and fnends fosters the development of "genuinely 

democratic, reciprocal relationships" (p. 227) that are grounded in informed coxnmimient 

BrookfïeId (1995a) challenges crîtically reflective educators to develop a 

phüosophy of practice and a guiding vision that reflects their ideological beliefs, supports 



their dernocratic values, and acknowledges their authentic voice. He believes that "for 

teachers, the discovery, honoring, and expression of an authentic voice are genuinely 

transfomative processes" (p. 46). 

Mentorine 

Daloz (1999) explores fostering tramfornative leaming through the art of 

mentoring. He views m e n t o ~ g  fYom a broad, holistic perspective that encompasses the 

educator, leamer, and society. He explains, 'Tt is richly textured rather than fmely tuned 

teaching that allows the most room for growth" (p. 240). Daloz (1986) stmses that 

excellence in the art of teaching is an act of care that requires skili, sensitivity, and 

wisdom. He believes that educators "do not simply hone mincis. we help people to name 

their wholeness" (p. 152). 

Daloz (1986) uses the metaphor of the transiormative leaming journey to describe 

the complex process of education for growth and change. The educator accompanies the 

leamer as mentor and guide on chis joumey. His guiding principles for mentors focus on 

e n g e n d e ~ g  trust through listening, seeing the leamer's growth, and encouraging the 

emergence of voice. Daloz explains that introducing contlict is a way of challenging 

assump tions and contributing new ideas. Mentors emphasize positive movernent through 

praise, encouragement, and reinforcement They help the relationship grow deeper and 

remah balanceci. Muhial cornmitment, shared humanity, equaiîty, and dialogue 

characterize this intensely personal and profoundly powerfui relationship. He (1999) 

Like guides, we walk at times ahead of our students, at h e s  beside hem, and at 
times we follow their lead. In senshg where to walk lies our art- For as we 
support our students in their stniggle, challenge them toward their bat ,  and cast 



light on the path ahead, we do so in the name of our respect for their potential and 
our care for their growth. (p. 244) 

Ddoz (1999) believes that effective mentors foster transformative leamhg by 

providing support, challenge, and vision. Mentors support learners' growth through a 

complex process of listening, structure, advocacy, affirmation, and sharing. Challenge is 

equally important in the numiring relationship. Mentors set tasks, encourage reflection, 

engage in discussion, and oEer alternative perspectives. They set high standards and 

challenge students io challenge themselves. Mentors provide the vision of the possible by 

acting as models for leamers. Daloz explains that "we need other people to show us, to 

accornpany us, to hold the hope and steady our faith that we will make it" (p. 244). 

Educators should mode1 cwiosity for learning, offer a map for the journey, suggest new 

language to describe ideas, and provide a mirror to extend learner self-awareness. 

Effective educators adjust their roles and strategies to match learners' needs on different 

legs of the journey as they examine existing assumptions and explore new perspectives. 

Throughout the joumey, didogue helps leamers to explore and express new ideas. Daloz 

(1986) suggests that mentors "toss Little bits of disturbing information in their students' 

paths . . . that raise questions about theK students' current worldviews and invite them to 

entextain alternatives, to close the dissonance, accommodate their structures, think 

afresh" (p. 223). 

Daloz (1986) understands the process of transfomative learning as a series of 

incremental transformations as learners move toward perspectives that are more 

inclusive, diffetentiated, and cornpassionate. He pain& a pictue of "climbing dong a 

ridge with a number of ascending peaks" (p. 136) to explain how adults may experience 

similar but unique transfomative Iearning joumeys: 



Vuhially everyone ascends the first few, but as the climb continues, more and 
more people remain dong the way, choosing their own favored peak for its 
unique view. While it is true that later peaks may be higher and one can see more 
broadly from them, it is unwise to presume that the view from one is more 
pleasing or in any absolute sense "bette? than another . . . . It depends, after all, 
on what you want to see . . . . For there is sornething within us that must grow and 
those among us who wiü ascend. We m u t  honour that -- in others and in 
ourselves. (p. 136) 

However, some adults realize that the risks associated with transformative leaming are 

too great so they "just refuse to grow" (1988, p. 7). Mentors gain humility and wisdom 

through experiences with these adult lemers. 

er Stratenies for Fostering Transformation 

A number of innovative adult educators have been exploring ways to foster 

transformative learning in their specific areas of expertise. M. C. Clark (1993) explains, 

'Transfomational learning has changed the landscape of adult learning and. . . it is 

having a discernible impact on practice" (p. 55). Transfomative leaming practitioners are 

contributing their experience and insight to a growing body of howledge in the ciurent 

litenture. This literattue reflecu the complex multidimensional nature of transformative 

learning. Cranton (1997) identifies two complementary transformative leaming processes 

emerging in the literature: "the rational, analytical procedure by which leamers critically 

reflect on their basic assumptions and beliefs, and the holistic, intuitive way of delving 

into change through the imagination and the soui" (p. 1). Although some pmctitioners are 

integrating these cornplementary, interconnected processes to foster transformation. 

others focus on one pmcess or the other. 

Contributors who focus their attention on the rational processes in transfomative 

l e d g  provide practical techniques, strategies, and tools that educators cm use. For 

example, Candy (1990) introduces the ~ p e r t o q  grid as a usehi, versatile insrniment to 



identify and analyze the leamer's personal constmct system. This strategy fosters self- 

awareness, perspective transformation, and individual and collective action. Deshier 

(1990a) describes conceptual mapping as a practical technique that can be applied in 

formal or informa1 education settings. This simple process provides an oppoRunity not 

only to identify and examine assumptions, connect meanuigs among concepts, and reveal 

omissions, but also to explore alternatives and validate learning. He explains that 

transfomative learning is most iikely to occur when concept mapping focuses on 

concems that lemers recognize as important, puzzling, or constraining. Deshler (1990b) 

also describes the process of metaphor analysis that facilitates emancipatory education 

and transfonnative leaming when adults examine the influences that have power over 

their lives. In his view. "creating metaphors is an act of naming the world and thus is an 

3ct of power" (p. 3 1 1). Didogue in classroom settings, s m d  informal groups, and one- 

to-one counseling sessions enhance this leaming process. Kitchener and King (1990, 

1994) introduce their reflective judgment model to describe seven sequentiai stages in the 

development of epistemic assumptions. Individuals have epistemic assumptions and 

typical reasoning abilities reflective of their stage of development Educators can use 

their model to design developmentally appropriate transfomative leaming experiences 

that promote growth. Peters (1990) offers his action-reason-thematic-technique that 

educators can apply to foster critical reflection on the content, processes, and premises in 

a problematic situation. Similarly, Pilling-Cormick (1997) offers her self-directed 

learning perception scaie that educators c m  use to stimulate critical reflection. encourage 

discussion, and foster transformation. 



Contributors who focus their attention on intuitive processes in transformative 

leamhg seek to expand the dimensions of the transfomative learning experience. For 

example, Grabove (1997) introduces the concept of "depth transformationT' (p. 91) to the 

literature. She believes thnt cognitive learning processes and emotional leamuig 

processes are intexconnected "layers that work in tension" (p. 95) in transformative 

leanùng. She explains that the cognitive, analytical, rational processes uncover meaning, 

whereas the emotional, intuitive, creative processes add depth to the experience. She 

explains: 

The transfomative leamer moves in and out of the cognitive and the intuitive, of 
the ntiond and the imaginative, of the subjective and the objective, of the 
personal and the social. In seeming paradox, the value of the imagination and the 
power of the emotion exist within the rational notion of transformation, and 
Iearners rely on analysis to make sense of their feelings, images, and intuitive 
descriptions. Within eac h perspective, we discover O ther perspectives. (p. 95) 

Grabove observes that effort and courage are required to facilitate the risky process of 

transforma tive leaming . 

Similady, Dirkx (1997) views adult 1e;iming from a holistic perspective that 

"requires that we c m  for and numire the presence of the sou1 dimension in teaching and 

leaniing" (p. 80). Leaming through the soul honors the realm of one's unconscious king 

that represents "the source of Me itself" (p. 84). Dirkx explaias that the soul is nourished 

through story, Song, myth, poetry, and the concreteness of one's everyday Me. The 

challenge for educators is to "awaken sou1 in teaching and learning" (p. 84) through 

instructional methods such as imagination, stories, myths, and rinial. Soul leaming is 

nurtmd through profound connections between teachers and leamers; attention to the 

intellemal, social, emotional, and physical aspects of the learning environrnenç and 

making "roorn for grief work, for passions of fear and sonow, for dreams and desires'' 



(p. 85). Dirkx believes that nurturing the soul in adult leaming fosters self-knowledge and 

transformation that is "infonned by a sense of mythos, as weil as logos" (p. 87). Soul 

leaming adds a deeper dimension to transfomative leaming. 

Sirnilarly, Scott (1997) focuses on depth transfomation. She employs analytical 

depth psychology as well as critical social theory in her discussion of the grieving process 

in perspective transformation. She explains that critical social theory focuses on reason. 

intellect, ego-control, rationality, dialogue. and critical reflection to explain perspective 

transformation. Cntical theory views grieving as a conscious, rational process of 'letting 

go of fnmes of reference that have b e n  outrnoded or uncritically assirnilateci" (p. 45). In 

this view, transfomation results in a change in the way one makes meaning at the level 

of the bnin. The goal of transformation from this perspective is social change thmugh 

social action. Criticai reflection is central to the determination of mith in this process. In 

contrast, Scott explains that andyticd depth psychology focuses on personal extrarational 

processes accessible through images in dreams, slips of speech, and % collective 

unconscious. Facilitrihg transformation from this perspective involves bodywork; ego 

quieting; intemal work with images, dreams, and fantasies; discernment; and soul work 

When rneaning perspectives are chailenged. individu& experience grieving as an 

existential phenomenon involving "loss of connechon to the soul" (p. 45). This intensely 

personal process of descendhg into grief involves profound emotional experience. and 

hard, painN soul work: "A reintegration of the body and mind is soul work" (p. 49). 

Scott explains that the goal of transformation from the perspective of depth psychology is 

fundamental personal transformation that fosters action for social change. 

Other practitioners recount their personai and professional leaming joumeys. 



J. Clark (1997) recounts the story of her personal quest for understanding of the "hidden 

patterns of daily Iife" (p. 13) that block or awaken her voice, creativity, and imagination. 

She uses the language of metaphor, rnyth, stories, philosophy, art, and literature to 

describe her personal journey of transformation. Cohen (1997) describes his experience 

of integrating emancipatory leamhg principles and traasfomative leamhg processes 

into a vocational-leaming environment Similarly, Foster (1997) integrates sou1 leaming 

and grief work into second language leamhg which has %emendous potential for 

transformative leaming" (p. 39). van Halen-Faber (1997) introduces narrative processes 

such as storyteiling, critical incidents, practice t eacbg  logs, and learning jomals to 

assist student teachers in finding their authentic voices as learners and teachers. The body 

of literature that infonns practice is expanding rapidly as experienced aansfomative 

leaming pnctitioners increasingly publish their insights. 

Transfomative Learning in Groups 

Many educators (e.g., Imel. 1996; Rose, 1996) believe that adults 1ea.m best in 

groups. In this section 1 review the nature of group learning, transfomative leaming in 

groups, the transtheoreticai change model, and using change models in therapy groups. 

L e d g  in groups is a widespread pnctice in aduit education. Recently, some 

authors have been examining the validity of this practice. Imel(1996) advocates learning 

in groups as a major theme in the litenture of adult education. She explains, 'With Linle 

support fiom research, learning in groups has been accepted as part of the woof and warp 

of adult education, with groups woven throughout many practice settings" @. 9 1). 

SimitarIy, Rose (1996) challenges the proponents of group learning to reflect on how and 



why they use group leamhg in their practices. She wants to know whether it is "an 

ideological position, a method of leaniing, or a tool for affective change" (p. 12). 

Armstrong and Yarbrough (1996) examine group Iearning theory and explore 

group learning process. They explain that "gmup leaming occurs when a group of 

individuals leam in concert with and through each othef' (p. 35). Interdependence is 

critical to this process. They idenw five stages in the process of group development, 

with corresponding tasks for each stage of group harning. Fit, members get acquainted 

in the politeness stage. Next, during the focus stage. group mernbers negotiate what they 

want to l e m  and plan their learning work. Then, in the conflict stage, individuals 

suuggle to f i d  their place and groups struggle to h d  their identity. Fourdi. during the 

stage of solidification, the group becomes cohesive and functions effectively Finally, in 

the performance stage, the group becomes productive and efficient. Armstrong and 

Yarbrough explain that the learning group is influenced by a complex amy of 

characteristics of its members, including age, gender, socioeconomic status, race, and 

geopphy. The members' perception of their context plays an important role in effective 

group 1e;uning. They conclude. "Learning groups do not huiction in a vacuum. They are 

socially and institutionally situated" (p. 39). 

SimilarIy, Heimlich (1996) stresses the need for educators to understand group 

dynamics and group process. He provides practical advice on constructing learning 

activities for group learning. Because every group bas a unique character, he suggests 

that educators constnict each leaming activity with "the concepts of process, skill, 

content, and outcome in mind? (p. 46). The same activity can be used to teach different 

content. However, educators shouId constmct each leaming activicy to hclude some 



elements of conflict, cooperation, and challenge as motivators. Leamhg activities should 

also address multiple learning styles and maintain group focus. Heimlich suggests using 

activities such as discussion, games, de-play, simulation, and projects in group leaming. 

Some rules of thumb include establishg ground des,  creating a climate for leambg, 

and ensuring group participation. He concludes, "Effective group l e d g  emerges from 

using the group as a learning unit and r e s p e c ~ g  both the psychological and sociological 

processes of the teaching-leaming exchange" (p. 48). 

Similarly, Imel(1996) describes the complex nature of leamhg in groups as a 

continuum with "support for individual leaming at one end and support for the group 

learning as an entity at the other end" (p. 92). Imel and Tisdeil(1996) observe that in a 

well functioning group, members build and maintain reiationships and cohesiveness, and 

help the group accomplish its &. They desaibe one mode1 of group development as 

fonning, storming, norrning, and perforxning; they describe another mode1 of group 

development as orientation, exploration, nomakation, production, &d termination. Imel 

and Tisdeii explain that facilitators affect leaming by attendhg to group process and by 

challenging leamers to take responsibility for their own Ieaming. Leamer performance is 

enhanced when the l e d g  groups are small and there is diversity among members. 

They challenge educators to consider how power dynamics and conflict "based on 

structural systems of privilege and oppression such as gender, race, class, and sexual 

orientation" (p. 20) are manifested and managed in the leamhg group. 

Similarly, Veila (1995) emphasizes the importance of understanding group 

process and group dynamics when facilitaring group leaming. Drawiug on her experience 

as a community educator. she offers practical advice for program planners and provides 



principles for effective group leamhg for facilitators. She stresses that program planners 

must answer the questions who, why, when. where, what, what for, and how. She (1994) 

suggests that facilitators attend to factors such as safety. sequence. praxis. and 

reinforcement She stresses the importance of accountability, clear roles. and teamwork in 

al l  educational programs. VeUa explains that effective adult leaming requires not only 

relevancy of content, imrnediacy of application. and respect of individuals but also group 

factors of dialogue and affirmation. She believes that dialogue, humor, and energy 

support learning. Vella. Bemardinelli, and Burrow (1998) introduce the accountability 

process as a systematic way to prepare objective, flexible, comprehensive evaluation 

plans for group leaming prograrns. This process is a valuable tool that educators c m  

apply in planning and evaluating new or existing group leamhg programs. 

Transfmative Lea- in Gr- . . 

Cranton (1996) and Imel(1996) describe three distinct types of group leaming: 

cooperative, collaborative, and transfomative. Each type of group leaniing meets 

different leamer needs, interests and contexts, leads to different kinds of knowkdge, and 

requites different educator roles. heI(1996) views group facilitation as "an art rather 

than a science" (p. 94). She explains that faditators must adjust  the^ roles to support the 

goals, purposes, and characteristics of each unique leaming group. For example, 

cooperative group learning focuses on sharing information and expertise to accornplish a 

task and to acquire instrumental knowledge (Cranton, 1996). These leaming groups 

support individual Ieaming by emphasinng content more than process. The educator is 

the expert who plans, controls, and evaluates the leaming experience. Collaborative 

gmup Iearning is a communicative Ieamiag process in which individuals wolk together to 



construct and validate their knowledge of each other and their social world. Group 

development and process contribute to the acquisition of meaningfd new perspectives. 

These leaming goups foster individual and group learning by balancing content and 

process, 

In contrasf Cranton (1996) points out that tramformative gmup leamhg leads to 

emancipatory knowledge as individuals engage in critical reflection to examine and 

revise their underlying expectations, assumptions, and perspectives. This type of group 

leaming is prompted by a life expenence or dilemma, supports perspective 

transformation, promotes empowement and self-awmness, and fosters individual and 

social change. Supporting leaming in these groups requires emphaswg process more 

than content Transfomative gmup learning occurs in many contexts, including 

counseling groups, Literacy education, professional development workshops, support 

goups, and community action groups. The educator's role varies over time in 

transfomative group leaming. InitiaUy, the educator establishes a cornfortable, 

collaborative atmosphere, maintains personal power, gives up positionai power. and 

participates equaüy in discourse. Next, the educator provides chaiienging activities and 

experiences that stimulate reflection, critical questioning, and consciousness-raising 

while ensuring ample support for learners. The educator also encourages support 

networlcs, handles conflict with c m ,  and supports learners as they adjust to change. 

Throughout this t h e  the educator should remain authentic and tmtivorthy. As Cranton 

points out, 'Tt is much easier to wrïte about the educator's roles in transfomative group 

leaming that it is to implement them in practice. . . .Perhaps the roles evolve b a t  with 

confidence in what one is doing and experience in doing it weii" @. 31). 



Tramtheoretical Change- 

Ideas h m  cîinical psychology provide practical guidance for practitioners who 

want to understand and m a t e  conditions that promote beneficial change. For over 2 

decades, Prochaska, DiClemente, and Norcross (1992) have been studying the underlying 

structure of change. Prochaska et al. (1994) offer a transtheoretical change mode1 that 

provides an o v e d  theory and fundamental principles to explain the change process. 

They identify six stages, nine processes, and hundreds of techniques involved in a 

spimling change process (see Appendix A for a graphic tool that illustrates this process). 

Their mode1 is based on over 50 empirical studies involving thousands of successEul self- 

chmgers, and a comparative analysis of over 400 major systems of psychotherapy. The 

transtheoretical change mode1 has k e n  applied by clinicians in a wide variety of settings 

in health promotion, psychological counsehg, and addiction treatment Prochaska et al. 

recognk that their mode1 has revolutionized the science of change. .ïhey conclude, "Our 

model has proven to be effective with every behavior we have studied thus far, not 

simply with one or wo specific problems" (p. 241). 

Prochaska et al.'s (1994) six stages in the spiral of change are precontemplation. 

contemplation, preparation, action. maintenance, and termination. Each stage is equally 

important, takes place over tirne, involves energy and dedication, and entails the 

completion of a series of tasks before the individual c m  progress to the next stage. 

According to these researchers, matching challenges to the stage of change m e  

success: "Our research has consistentiy shown that people who try to accomphh changes 

they are not ready for consistentty set themselves up for failure" (p. 39). The spiral model 

recognizes that moa individu& who are able to change themselves successfully recycle 



several times before they succeed. Understanding the process of change helps individuals 

to gain control of the cycle, and to move through it more quickly, efficiently, and with 

linle pain. 

There are nine powemil processes that individuals who are able to change 

thernselves successfully employ during the change process. Prochaska et al. (1994) 

describe these processes as consciousness-raising, social iiberation, emotionai arousal, 

self-evduation, cornmitment, comtering, environmental control, rewards, and helping 

relationships. Each process involves a broad strategy comprising specinc techniques. A 

key element in the tramtheoretical mode1 is matching the appropriate process to the 

specific stage of change. Pmchaska et al. describe effective approaches that clinicians can 

use in the helping relationship at each stage in the change process. They explain. 

"SuccessN selfchmgers report that they value their helping relationship most during the 

stages of contemplation, preparation, and action" (p. 141). 

Those at the pre-contemplative stage have no intention of changing their 

behaviors; however, techniques aûaed at consciousness-mising and social liberation 

provide valuable education and support. During this stage, an effective helping 

relationship offers non-judgment and empathic Listening. Developmental forces and 

meaningful events such as marrïage, childbiah, promotions, retirement, and illnesses may 

provide the motivation to move to the contemplation stage. During the contemplation 

stage, individuals are thinking serioosly about change. This stage may last for rnonths to 

years because of the anxiety and resistance involved in the change p-s. Emotional 

arousal and sekvaluation are important processes during contemplation. An 

emotionally charged event may trigger an evaiuation of the pros and cons of change. 



During contemplation, an effective helping relationship provides warmth. support, 

empathy, and feedback for solving problems and making decisions. During the 

preparation stage, individuals make plans for t a h g  action. They continue the process of 

self-evaluation by weighing the pros and cons of change in the decisional balance. When 

the pros outweigh the cons, the individual is ready to mûke the commitment to take 

action. During preparation, effective helpers provide ongoing support and feedback to 

assist realistic action planning and problem-solving. 

The action stage takes months of hard work and determination. The process of 

countering is essential during this stage as individuals begh to replace negative responses 

with healthy behaviors. Environmental control is also important to restructure the 

environment and to reduce recurrence of the problem behavior. During the action stage, 

the process of reward reinforces behavioral change. The helping relationship focuses on 

providing support, encouragement, friendship, affirmation, and validation during this 

stage. Maintenance involves renewed commitment to creating a new lifestyle as weU as 

carefui attention to potential hazards that could lead to relapse. During this stage, the 

helping relationship continues to provide support, encouragement, and validation. In the 

stage of termination, a l l  of the hard work is rewarded with a new self-image, a healthy 

lifestyle, and solid selfeficacy. Even at this stage, the potential exists for relapsing and 

recychg. Ensuring long-term success requires ongoing awareness of potential risks. 

Prochaska et al. (1994) conclude, "Our mode1 can benefit individuals in any stage of a 

problematic behavior, from those who don? want to change to those who have spent 

years hoping to change.. .somedaf' (p. 15). 



The tramtheoretical change mode1 is changing the way counselors and therapisrs 

work with clients individually and in goups. Prochaska et al. (1994) criticize the action 

paradigm of most therapeutic change programs. They explain that "fewer than 20% of a 

problem population are prepared for action at any given tirne. And yet, 90% of behavior 

change programs are designed with this 204 in mind" (p. 15). 

Similady. Miuer and Rollnick ( 199 1) offer practicai guidance in planning 

effective therapeutic interventions using the stages-ofchange modeL They focus on the 

role of the therapist as guide and cornpanion on the journey toward positive behavioral 

change. They describe client-centered motivational strategies for intemiewing that 

support the change process. They believe that "each person possesses a powerful 

potential for change. Your task as a therapist is to r e l a e  that potrntial, to facilitate the 

nanual change process already inherent in the individual" (p. 62). Individuals usuaily 

access therapeutic prognms at critical decision-making tirnes. when intemal or extemal 

txiggers such as Me transitions or shocking events have started a change process. 

Motivational inte~ewing strategies are usefùl at aii stages of change. During the stages 

of pre-contemplation and contemplation, strategies focus on building motivation. During 

the preparation, action, and maintenance stages. the stra tegies focus on strengthening 

cornmitment A therapist style, based on empathy, warmth, and genuineness. not only 

promotes decision-making and supports cornmitment but also increases motivation and 

fosters successful change. Miller and Rollnick explain that to increase motivation the 

therapist needs to give clear advice, provide choices, give feedback, and clarify goals. 

The therapist may ais0 need to remove baxriers, decrease deshbiiity, and practice 



empathy and active helping. They conclude, "Change is best accomplished, we believe, 

when the client's own motivations and decisional powers are awakened, and his or her 

own resources are tapped" (p. 190). 

Similarly, DiClemente (1991) describes how therapists cm use motivational 

stntegies to help clients to change successfully. He focuses on assessing the stage of 

change and applying appropriate motivational strategies to help people move to the next 

stage. He describes the therapist as a "rnidwife to the pmess of change" (p. 191). 

DiClemente suggests using a sensitive. empathic manner to motivate pre-contemplators 

who are chancteized by reluctance, rebellion, resignation, and rationalization. Clients at 

the contemplation stage are open to change but need information and incentives to foster 

decision-making and commitment Therapists can help these clients weigh the pros and 

cons of change in the decisional balance. The preparation stage is the one in which to 

make reabtic plans and solid commitments to change. Thenpisu help by exploring the 

plan and focusing on details. The action stage involves 3 to 6 months of hard work and 

cornmitment to implement the plan. At this stage, therapists can help clients to increase 

their selkfficacy by affming and supporting their sense of succesi DiClemente points 

out, "Clients in the action stage o k n  use therapy to make a public commitment to action; 

to get some extemal confirmation of the plan; to seek support; to gain greater self- 

efficacy; and fmally to create artincial, extemal monitors of their activity" (p. 199). 

During the maintenance stage, the new behavior is becoming f d y  established. Clients 

seek therapy during this stage when they fear relapse. Therapists can help by providing 

feedback, ceassurance, and education about the change cycle. DiClemente concludes that 

intepting motivational strategies with the stages-of-change mode1 "treats the client as a 



fulIy Functioning, managing partner in the process of change" (p. 201). These therapeutic 

s~ategies mirrot the facilitation strategies identified by Vela (1994). For example, they 

a l i  advocate for safety, respect, support, and authenticity. They stress relevant content, 

immediate application, and constructive feedback In the next section, 1 look at the 

contextual factors when women are the persons leaming for change. 

Fostering Transformative Learning in Therapy Groups for Women 

In ment  years, the adult education literanire hcreasingly informs the practice of 

fostering transfomative leaming in therapy groups for women. This fiterature focuses on 

women as leamen, abused women as learners, and therapy groups for abused women. 

Women as J.eame~ 

Understanding wornen as leamers requires knowledge of how women leamer, 

how leaming environments affect women's development, and how educators can 

facilitate women's leaniing. Current understanding of women's development as learners 

is based on 6ndings by Gilligan (1993)- B e l e w  et ai. (1997), Chchy (1996), and 

Goldberger (1996a). Gi1Lga.n (1993) believes that mord crises c m  precipitate growth and 

change toward mord maturity. In her view, moral maturity involves the use of both the 

ethic of justice and the ethic of c m  for moral decision-making. The ethic of justice 

focuses on autonomy, separateness, independence, fairness, and responsibility to self 

fmt The ethic of c m  focuses on compassion, caring, tolerance, nori-violence, and 

responsibility to others first Her research shows that women typically use the ethic of 

care to describe, understand, and solve moral dilemmas. 

Feminist educators, who discuss learning environments for women's 

development, focus on CO ME^^^ leaming and the emergence of an authentic voice. 



These educators agree that comected learning fosters development for women. Belenky 

et al. (1997) describe a connected educational environment that provides structure, 

freedom. collaboration. support, and care. They explain that wornen are drawn to 

knowledge that is practical, applicable, and grounded in their own experience. Women 

need to know that they have something good inside thern, that they already know 

something, and that they can be ~ t e d  to h o w  and leam. BelenS, et al. conclude, 

"Every womm. regardless of age, social class, ethnicity, and academic achievement, 

needs to know that she is capable of intelligent thoughk and she needs to know it right 

away" (p. 193). MacKeracher, Wail, and Doucet (1993) assert that programs for women 

should focus on continual integration of relevant knowledge through dialogue and 

interaction. Women leam b a t  through recognition, relationships. connections, and 

rnutuality. These educators explain that women apprecirte shving iqformation in the 

group context, developing supportive networks, and gaining self-awiwareness and self- 

esteem. Clinchy et al. (1985) likewise stress that women need t h e  and opportunity to 

explore their cunent experience as well as to validate their existing knowledge. In their 

view, a caring, egalitanan environment supports women's Iearning. K. Taylor (1995b) 

agrees that 3 leaming environment that encourages self-direction, reflection, choice. and 

conversation supports women's development. Similady, Taylor and Marineau (1995) 

point out that 'leamhg environments that intentionally support and acknowledge 

development are bridges toward change" (p. 1 1). 

EEective leamhg envïronments for women's development promote the 

emergence of an authentic voice. Gilligan (1993) explains that voice'is the core of the 

self, and to have voice is to be human. In her view, the emergence of voice reflects 



women's development toward moral maturity. For Belenky et al. (1997), acquiring voice 

reflects the emergence of a sense of self, mind, and knowing. They explain, "Once a 

woman has a voice, she wants to be heard" (p. 146). K. Taylor (1995a) agrees that 

women become stronger "as their voices grow stronger and clearei' (p. 7). Similarly, 

Maher and Tetreauit (1996) examine voice as a form of personal expression of a 

woman's gendered self, her multiple identities, and her pnvate and public self. Marineau 

(1995) agrees that women bTid  and fshion their voice" (p. 43) as they develop their 

sense of self. She stresses that women need to leam to listen to their own voices and to 

the voices of other leamers. The classroom cm be a relatively neutral environment to 

examine the complex power relations in groups and society (Maher & Trtreault, 1994). 

However, educators must be sensitive to the leaniing needs of women whose voices may 

be repressed in the levning environment by culture, language, race, or color (Gajdusek Br 

Gillotte, 1995). 

Feminist educators suggest that the most effective educator roles for teaching 

women are midwife, guide, mentor, and connected thenpist. Belenky et al. (1997) 

explain that the concept of midwife assists students "in giving birth to their own ideas" 

(p. 217). The midwife preserves newbom thoughts and provides a culhue for growth, aU 

the while encouraging students to speak in their own voices. She creates groups where 

rnembers support and numue each other's thoughts. Stanton (1996) describes this 

educator d e :  

As the midwifdteacher image dnmatically conveys, education is relational-a 
relationship that involves kaowledge, attentiveness, and are; care directed not 
only at disciplinary material but to who students are and what they can become. It 
involves responsiveness and a stance of hopefulness. (p. 45) 



Tarule (1996) describes the educator as a guide who promotes the collaborative 

construction of knowledge through dialogue. Guides give up the role of expert so that 

authority c m  be lodged in group discourse. Bloom (1995) explains the multiple roles that 

mentors play in supporting women's development. At times mentors stand behind 

students to provide support. They may walk ahead as guides to show students the way. 

They may stand face-to-face with learners to listen, question, and make connections. 

Mentors may walk beside students as cornpanions. ailies, and sister learners. Bloom 

concludes that mentors play an important role when they invite women 30 participate in 

the pleasure of leanhg" (p. 7 1). Mahoney (1996) describes the role of the c o ~ e c t e d  

therapist in supporting women's development The c o ~ e c t e d  therapist provides a secure 

compassionate helping relationship based on authenticity and trust The therapist honors 

the uniqueness of clients' expenences. Mahoney describes this helping rehtionship as "a 

dynamic dance of two beings in search of a changed Me for one of them" (p. 141). Now 1 

examine the literature on abused women as learners. 

Understanding abused women as learners requires knowledge of the profound 

impact that violence and abuse have on leaming. Goldberger (1996b) explains that "'the 

dynamics of power and status are often controlling factors in how one knows and what 

one knows" (p. 14). Belenky et al. (1997) note that women who are silenced or ieceptive 

howers often share a common history of social, economic, and educationd deprivation. 

and hquently bve in violence, abuse, and isolation. Ellion and Williams (1995) explain 

that "any form of violence can have a signifïcant negative impact on a woman's 

education" (p. 2). Some of these effects include self-blame, tiredness, lack of trust and 



difnculty in taking risks. Rundle and Ysabet-Scott (1995) agree that current or past 

violence create barriers to leaming; for example, negative self-image, inability to 

concentrate, sense of detachment, panic attacks and flashbacks, and concem for safety. 

They assert, 'Tt is important to women that barriers to 1 e a . g  czused by violence be 

idenMed, legitimized and understood" (p. 9). Simiiarly, Horsman (1999) agrees that 

abuse does not make women abnomal, but it does create barriers to leaming because 

violence has an impact on the whole being. She points out that survivors of past abuse 

may experience fear, shame, anger, humiliation, and grief in the classroom, whereas 

women experiencing or escaping current abuse may stmggle with fear, crises, pain, 

practical problems, and escalating violence. These educators agree that these potentid 

barriers to learning c m  be overcome. 

Women who are familiar with violence bring knowledge, st;ngths, and 

sensitivities to the leaming environment According to Horsman (1999): ''Trauma 

survivors are the canaries in the mine who remind us that violence is toxic to us di" 

(p. 293). Belenky (1996) agrees that women corne to the classroom with strengths to 

cebbrate, share, and build their new leaming upon. Similarly, R u d e  and Ysabet-Scott 

(1995) explain, 'Women cm lem, grow, be free, if only there is someone to see our pain 

without defining us by it and believe in our strength without demanding it" (p. 11). 

Horsman (1999) believes that violence is so widespread that the impact of abuse 

must be recognized in a l l  educationd programs. She challenges educators to address 

violence as a social problem, to recognize the impact of violence on learning, and to help 

survivors leam successfully. She believes that abused women benefit fkom a layered, 

integrated corriculum that acknowledges aIl aspects of the person. In her view, the spirit 



thrives in a respecthl leaming environment that draws on learners' stlengths as 

survivors, builds self-esteem, fosters self-worth, and rebuüds hop. The mind works b a t  

in a creative, reiaxed, playhl atrnosphere. Providing a d e .  cornfortable, connected 

leaniing environment where learners cm express emotions and regain a sense of personal 

power honors the emotional and physical needs of learners. Similarly, EUion and 

Williams (1995) stress, "Safety is the ovenvhelming concem of a l l  survivors" (p. 41). 

Their pnctical suggestions for m t i n g  a hospitable iearning environment focus on 

physical, emotional and mental safety for leamers. 

Horsman (1999) suggests that educators apply strategies that focus on three 

crucial issues for abused women: exercising control. building co~ection, and creating 

rneaning. In her view, these learners may express their need to exercise control in thek 

lives but need support to set goals and take control of their future. She (1997) explallis, 

"A combination of boundarïes, structure and freedom . . . may be a crucial, but dficult 

balance to find" (p. 11). SuMvors experience Me in extrema, so the idea of regular, 

steady, daily effort that gradually leads to change is foreign to them.'~entors can help 

these leamers explore the process of successN leaniing. Leamhg how to remain 

suffciently present to learn and remember is essentiai for survivors who use dissociation 

as an ongoing way to escape pain. Nyquist (1998) describes one survivor's smiggle to 

remain present in the face of her fear and pain. Horsman (1999) explains that abused 

women may also experience a myriad of ongoing heaith problems related to physical 

violence that may hhamper concentration, attendance, presence, and learning. Educators 

can encourage women to exercise conaol by attendhg to their physical needs in the 

classroom. 



Building connection in the classroorn is a complex process for abused women. 

Horsman (1999) explains that establishing trust in others and themselves requires t h e ,  

patience, and clarity. Educators can provide oppomuiities to share stories, explore 

similarities and ciifferences, and break "the profound shame and silence around violence" 

(p. 150). Horsman challenges educators to make violence visible in the classroorn, to 

raise awareness of violence as a social problem, and to mode1 respecdul non-violent 

interactions. Belenky (1996) agrees that connected group leaming environments 

encourage marginalized women to create nurturant family groups and support networks. 

Creating meanhg is the third crucial issue for women who have experienced 

violence. Horsman (1999) explains that these leamers need bbopportunities to fmd 

language, to name their experiences. to develop and articulate theù own meanings of 

their lives, to have those meanings read or heard, to l e m  they are not alone and that 

shared meaning is possible" (p. 156). Similarly, Gaber-Katz and Horsman (199 1) stress 

that learners need to '%mate language that represents their experiences" (p. 64). Belenky 

(1996) agrees that comected midwife teachers can empower rnarginahed women to gain 

a voice and to develop their powers of mind. 

The literature to guide practitioners who facilitate therapy groups for abused 

women is very Limited Nevertheles, Eberhardt's (1994) two-volume guidebook contains 

goup learning designs that can be used adapte& restnictured, or expanded to meet the 

needs of different groups of women. She focuses on general cultural and social issues 

related to gender; however, she does not address specific issues of concem to abused 



wornen. She provides stmctured exercises about topics such as consciousness-raishg, 

self-discovery, assertiveness, sexuality, and leadership. 

Pressman (1989) argues that 'Teminist therapy principles are especially relevant, 

appropriate, and essential to address the many issues of wife abuse and serve the needs of 

battered women" (p. 45). She provides gened principles io guide practice rather than 

specitic strategies for faciiitators to use. The ferninist perspective focuses on elunuiating 

authoritarian behavior in therapy, e m p o w e ~ g  women to gain control of their lives, and 

helping women to become aware of their unique strengths. Feminist therapy groups are 

comrnitted to supporthg emotional weil-being, enhancing women's power, and 

appreciating women's cornpetence and strength. These groups focus on raising 

consciousness regarding power and control issues, and raising awm-ness of the impact of 

social, political, and economic noms on women. Similarly, Paquet-Deehy, Rinfret- 

Raynor, and Larouche (1992) agree that group programs are an effective way to Dise 

awareness, build self-esteem. and break isolation for abused women. Pressman (1989) 

suggests that the most effective groups for abused women are 12-week programs 

facilitated by iwo fernale therapists. In her view, these groups need to be closed so that 

the m e  women are involved throughout the program. MacLeod (1990) agrees that 

abused women benefit from groups that are facilitated by uained counselors. 

Similarly, Sinclair (1985) brings a feminist perspective to her practical manual for 

facilitators of therapy groups for abused women. She offers guidance for crisis 

intemention as well as short-term and long-term counseling. She believes that short-term 

counseling, for 3 to 4 montbs, is sufncient for most abused women to make the desired 

and necessary changes in their lives. She believes that a combination of individual and 



group sessions is the best way to facilitate thei. change. During the initiai phase of 

counseling (one to six individual sessions), the counselor establishes credibility, assesses 

ne&, and identifies coping skills. During the middle phase, women attend a closed, 10- 

week group pro- that focuses on problem-solving and education. During the ending 

phase (one to three individual sessions), the counselor and client review her progress, 

evaluate her changes, and set goais for her funire. 

Sinclair (1985) believes that most assaulted women cm benefit from a support 

group, whether they have a long history of abuse. are ambivalent about their 

relationships, or are separating from abusive relationships. She finds that the most 

affective groups have a mix of women at various stages of moving toward independence. 

Women act as role models, motivators, and resources for one another. She believes that 

only women who rnay feel extrernely threatened by a group or those who may be 

disruptive. need to be screened out of group prognms. 

Sinclair (1985) describes the 10-week group program in detaii. She f i d s  that 

during Sessions 1 to 4, women struggle with dependency, fear, and pain; they also begin 

to b r e l  d o m  their sense of isolation. The leaders assume the following responsibilities: 

provide structure; demonstrate confidence, assertîveness and care; play a visible role; and 

encourage comection between group members. Duriag Sessions 5 to 8, group members 

express anger, rage, and aggressiveness as they move toward independence. Leaders not 

only monitor safety and support emotional expression, but also channel energy into 

positive action and guide problem-solving activities. Leaders withdraw their control of 

the group during thk phase. During Sessions 9 and 10, leaders support goal setting and 

closure, 



Women who engage in long-tem counseling focus on m o h g  to a more 

independent life position, developing r seme of self-worth, and choosing to no longer be 

a victim of violence (Sinclair. 1985). Group programs for these women focus on 

resolving anger and guilt, assertiveness training, grieving losses, wessing changes, and 

defining future relationships. Brown (199 1) agrees that women may choose to address 

other issues in long-term counseiing and group programs when the threat of violence is 

no longer their primary concem. 

Summary of the Literature 

hovat ive  pnctitioners are applying the principles of msformative leaming in 

diverse leamhg environments. Fos tering transfomative leaming in group programs for 

abused women requires integration of theoretical knowledge and practical strategies from 

several disciplines. 

The literature of transfomative learning provides the theoretical foundation and 

p hilosophical framew ork to guide prac ti tioners w orking in diverse se ttings. Mezirow ' s 

(1978) intricate theory of perspective transformation has evolved into a comprehensive 

explmation of the way that adults m t e  and tra.r~sforxn meaning. Developing supenor 

perspectives that are more inclusive, discriminating , permeable, and integrative, prepares 

individuals for survival as autonomous adults in modem dernocratic societies. Cranton's 

(1994) clear explanations and practical models make Mezirow's ansformative leamhg 

theory accessible to pnctitioners. She understands woricing toward transfomative 

leaming as a cornplex. rnultidimensional process that involves both the rational domain 

and the intuitive domain. Feminist educators bring women's perspectives to the fiteranire 

of transfomative leaming. They illuminate saicturd systems of power and positionality 



that affect leamllig. They advocate a holistic approach to transformative leamhg that 

offers intuitive and rational smtegies in a collaborative, caring atmosphem Theorists, 

researchers, and practitioners are conâributing to a growing body of knowledge in the 

field as they confirm and expand Mezirow's theory. 

hiblications by expcrienced adult educators suggest strategies, techniques. and 

approaches that practitioners can adapt to their 1-g environment to foster 

transformative leaniing. Brookfield (1990a) believes that cntical thinking is central to the 

process of challenguig and revising assumptions to transform perspectives. Daloz (1999) 

explains how mentors combine excellence in teaching with the ethic of care to foster 

transformative learning. Other innovative educators suggest both rational approaches and 

intuitive approaches that foster transformation. 

The literature about transformative Ieaming in groups provides valuable 

information about the pmcess of group leaniing, the use of groups in aduit education, the 

types of group learning, and the roles of educators. Effective practitioners adjust their 

goals, smtegies, and roles to meet different needs of leamers in cooperative, 

collaborative, and ~ s f o r m a t i v e  goup learning. Transfomative learning in groups 

involves the skillful balance of support and challenge to foster growth, development, and 

change. 

The literature of ciinical psychology provides practicd guidance for therapists 

who want to understand and promote beneficial change for individuals and groups. 

Effective practitioners act as guides and cornpanions on the journey toward positive 

behaviorai change. They use appropriate motivational stratepies to support individuals at 

each stage in their change process. The thetapeutic strategies suggesred by DiCIemente 



(1991) and Miller and Rollnick (1991) are similar to the facilitation strategies descnbed 

by Vella (1 994). 

Fostering aansformative learning in therapy groups for women requires an 

understanding of women as leamers. abused women as leamers, andtherapy groups for 

abused women. Connected leaming environments support women's developrnent, 

empowerrnent, and voice. Eftéctive educators act as midwîves, guides, mentors, and 

comected therapists for women learners. Abused women b ~ g  howledge, strengths, and 

sensitivities to the learning environment Pnctitioners c m  support these women by taking 

a holistic approach to learning and teachîng that acknowledges the impact of violence on 

their whole king. Thenpeutic groups for abused women generally apply a feminist 

perspective that focuses on equality. empowerment, consciousness-raising, and 

sociopolitical awareness. Educators act as role models and advocates for these learners. 

The lîterature reflects the quest for understanding the process of change by 

theonsts. researchers. and pnctitioners who work in diverse fields of study. In the next 

chapter, 1 describe how 1 integrated theoretical howledge and practical strategies from 

several disciplines to foster transfomative leaming in group programs for women. In my 

practice, 1 work with abused women who are questioning their assumptions about 

intimate relationships, e x p l o ~ g  alternative perspectives, and working toward ending the 

cycles of violence in their Iives. They are engaged in the cornplex. mdtifaceted process 

of working toward transformative leuning. 



CHAPTER 3 

DESCRIPTION OF TEXI3 TRANSFORMATIVE LEARNING PROGRAM. 

FOR ABUSED WOMEN 

In this chapter 1 describe the planning, implementation, and evaluation of a group 

program designed to foster transfomative l e d g  among women who are experiencing 

abuse in their intimate relationships. The t-mt section of this chapter describes p W g  

the program, including program review, program design, and participant selection. The 

second section describes my strategies and mies as a facilitator, including short 

illustrative explmations of how 1 applied each strategy. The next section describes the 

implementation process for each group, including a profile of participants, Bow of the 

sessions, and participants' ac tivities that further Uustrate selected strategies. The h a 1  

section descnbes evaluating the prograrn using data from program completion. 

participant interviews, and my teaching log. 

Planning the Transfomative Learning Group Program for Abused Women 

M e n  I accepted my full time position as a counselor and CO-facifiutor in the 

Women's Program in A p d  1998.1 became responsible for planning, implementing, and 

evaluating the group programs for women. 1 decided to focus my attention on designing 

an enriched group program to foster growth, change, and transformation for abused 

women. This study is the remit of that undertaking. 

am Review 

The fmt step in the study involved examining the existing group program by 

analyzing the program design and the participant pronle. I analyzed the design of the 

exkting program by ceviewing the facilitators' notes from the previous 12 groups offered 



between June 1995 and June 1998.1 wanted a thorough understanding of the philosophy, 

focus, content, and resources of the existing program as a basis for designhg an enhanced 

program. The facilitators' notes reveded that, although facilitators and participants had 

changed, all12 groups shared a common philosophy. focus. and process. A feminist 

philosophy was evident in the emphasis on consciousness-raishg regardhg women's 

nghts, power and control dynamics in relationships, effects of abuse on women and 

children, and empowering women to exercise choices in their lives. The focus of the 

groups was evident in the topics, content. and resources outlined in the facilitators' notes. 

AU 12 groups focused on issues of immediate concem to women who were 

experiencing abuse in their intimate relationships. The issues that were addressed 

frequently included understanding abuse. recognizing abusers, expressing emotions, 

acknowledging feelings, improving comrnwiication, building hedthy relationships, 

setting bounduies, rnobilizing anger, increasing self-esteem, and planning self care. The 

emphasis on group process was evident in the sequencing of the topics and the methods 

that various facilitators used. Ail of the facilitators used group discussion, videos, and 

handouts. 

1 analyzed the profile of the women who participate in our group programs by 

reviewing the client records of the 108 participants who attended the previous 12 groups. 

Reviewing the client records provided me with some insight into the complexity of the 

women's bves and the diversity of the participants who attend our groups. I gathered 

information regardhg age, culturai group, dependent children, abuse profde, referral 

source. and program completion. 1 Ieamed that group participants range in age fiom 16 to 

69 years; represent two cu lNn l  groups, Cau&an and Fitst Nation; and have h m  1 to 7 



dependent children. Most of the women have experienced several types of abuse, 

including physical, emotional, psychological, social, financial, and sexual abuse. Most 

women access our services voluntarily through self-referral or community refend. A few 

women attend by court order. 

I analyzed program completion in the previous 12 groups as a baseline for 

assessing the effectiveness of my program design. I examined program completion by 

cultural group and age to assess whether or not the existing prograrn was meeting the 

needs of women of ai l  ages and both cultural groups. This analysis revealed that 72.2% of 

the group participants completed their prograrn. 1 noted that 76.1% of the Caucasian 

women and 66.6% of the F i t  Nation women completed their programs. Most of the 

women in the gmups were between 20 and 49 years of age. AU of the women above 50 

years of age completed their prognm, whereas noue of the teenaged women completed 

theirs. My analysis of program completion by cultural group and age is summarized in 

Table 1 and Table 2, 

My program review confirrned the need to design a group pro- that appeals to 

women across genentions and developmental stages. In addition, the prognm must 

address the needs of both Caucasian and First Nation women. 1 noticed that all of the 

women in past programs were facing complex problems in their iives, for example, legal 

concerns, fuiancial womes, parenting issues, housing crises. addiction recovery, and past 

abuse. However, 1 realized that the women who did not complete their program were 

experiencing current violence, frequent crises, ongoing safety concems, or actively 

abusing substances. This program review &O confirmed the need to plan an enhanced 



program that matched program design and facilitator approaches to the participants' 

readiness for change. 

Table 1. Completion of Program by Cultural Group 

Cultural Group No. of Participants No. Completing % Cornplethg 
Program h g r a m  

First Nation 

Caucasian 

Total 

Table 2. Completion of Program by Age 

Age in Y z m  No. of Participants No. Completing % Complethg 
p w r m  p r w r a  

16-19 

20-29 

30-39 

40-49 

50-59 

60-69 

Total 



The second step in the study involved designing the transfomative learning group 

pro-. The general planning process provided the design, structure. resources, and 

strategies for the three IO-week group programs described in this study. 1 developed 

program objectives, identified program ideas, determined program format, designed 

instructional plans, and gathered resource materials. The detailed planning for each group 

program occuned in respoase to expressed needs of the group members. Each of the 

three study groups developed a unique character that evolved during their 10-week 

program. My CO-facilitator and 1 met weekly to plan specific content, prepare resource 

material, discuss group process, identify appropriate approaches, adjust our facilitator 

roles. and evaluate program effectiveness. 

Group process is a criticd factor in transfomative group leuning. As each group 

formed into a working unit, 1 used a variety of collaborative activities to foster criticai 

reflection, encourage critical discourse, and generate knowledge and wisdorn within the 

group. 1 used activities such as discussion, critical incidents. art projects, and role-play. I 

supported and challenged the women to examine, question, and revise their assumptions 

regarding crucial issues in their lives. For example, a discussion about the effects of 

violence on children raised questions about the social weIfare system. A critical incident 

related to a court app-ce led to a discussion about judicial views on child custody, 

paterna1 access, and maintenance enforcement An art project about healthy and 

unhealthy rdatioaships generated questions about women's roles in Society. A role-play 

about setting boundaries revealed sociocdtttral pressures for wornen to be caregivers and 

caretakers. The enhanced group program chdenged participants to reflect critically on 



issues of Unmediate concem to abused women and to take action toward personal and 

social change. 

While 1 was designing the group program. I collaborated with my colleague in the 

Women's Program to develop cntena for group participation that c o k l o r s  codd use to 

determine client readiness for group programs. These cntena are: participation in long 

term individual counseling with Wornen's Program counselors; awareness of the 

dynvnics of fvnily violence through education during counseling sessions; movement 

past denial and minimization of the violence in her life; no active substance abuse; and 

cornmitment to attend the 10-week group program. 1 used these critena to consmict an 

assessrnent tool, which I used to select the women who participated in the three study 

groups (see Appendix B). 

AU of the participants in the study groups were attending counseling in my 

practice in the Women's Program. 1 used the asessrnent tool as an interview guide when 

1 was workîng with my clients to determine readiness for the program, to identify 

leaming needs, and to detexmine potential barriers to program completion. For example, 

when I asked women about their support networks, 1 could asses their readiness to 

engage in the change process and their helping relationships to support their leaniing and 

growth. Discussing the clients' abuse profdes and leaming styles helped me to plan 

appropriate activities to meet the diverse and immediate needs of group members. By 

discussuig Iegal issues and practicai concems, the client and 1 could identw potential 

barriers to program completion and explore possible ways to reduce these barriers. 



AU of the women who were inviteci to participate in the snidy groups were 

committed to moving on in their lives. They made the cornmitment to participate in the 

group program as part of their process of gowth and change. None of the participants 

were abusing substances. The make up of each of the study groups reflected the same 

complexity and diversity noted in previous groups. 

My Strategies and Roles as a Facilitator 

In this section. 1 describe six general strategies that 1 used in my group program to 

foster tramformative learning. The strategies are m a h g  the l e d g  environment; 

attention to group dynarnics; fostering empowerrnent; challenging assumptions; rational 

approaches; and intuitive approaches. Within these strategies 1 anernpted to find the 

delicate balance between content and process. structure and flexibility, work and play, 

and extemal knowledge and intenial knowing. 1 also maintained a teaching log to record 

my reflections on this balance. arnong other things. 

Creating a comfortable environment conducive to adult learning involved 

attention to physical space, exnotional safety, and a non-threatening leaming 

environment AU of the sessions were heid in the p u p  room at the Family Violence 

Prevention Unit My CO-facilitator and 1 provided a welcoming, casual environment by 

greeting each woman by name and engaging her in conversation Coffee and tea were 

available throughout the session. We sat in a circle to encourage equality, interaction, and 

participation. To ensure physical safety for these women, we locked the building's 

exmior doors during sessions, and provided safe trarisportation to and fmm the group 



sessions. The women m g e d  childcare, and their costs were r e i m b y d  by the 

Women's Program. 

Providing emotional safety was also an important aspect of creating the leamhg 

environment. We promoted respectN communication by facilitating the development of 

guidelines that set clear boundaries for each group. For example, each group decided how 

to support someone who was crying during a session. We encouraged respecthl 

communication and equal participation by ensuring that each woman had an opportunity 

to speak during discussions. For example. if a woman was dominating a discussion. we 

asked her to aliow others to speak. If a woman was quiet, we asked her opinion about an 

issue. Fiaily, we provided emotional support and encouragement for each participant by 

validating her expenence, honoring her strengths, and celebrating her progress. We also 

encouraged the participants to develop support networks by connecting with other 

women in their group. 

hviding a non-threatening leaming environment included paying close attention 

to the diverse learning abilities and styles of women in the groups. We used a variety of 

activities, approaches, and strategies to engage ali of the participants in al l  aspects of the 

pmgram, including, brainstorming. storytebg, and videos. We were aware that women 

in the groups had diverse educational backgrounds. Whereas some participants had 

university education, others had limited literacy skills. For this reason, we focused on 

dialogic techniques for the educational content of the sessions and provided 

supplementary reading materials. We also provided oppormnities for women to practice 

new sküls in a safe environment. For example, they practiced assertive communication 

and boundary setting during their sessions. 



Attendhg m group dynamics involved attention to facilitator roles, awareness of 

power dynamics, and maintaining facilitator authenticity. As a facilitator, I played several 

roles in the circle of women. I was not only a guide for their l e h g  jomey, but also a 

midwife as they gave birth to their own ideas. For example, during a discussion about 

new legislation regarding domestic violence, 1 acted as a resowe by providing 

information and c lar i f 'g  options. Then, 1 becarne a provocateur by poshg questions 

about the implications of this legislation. Next, I modeled critical rhinking as we 

examined the benefits and drawbacks of this legislation. Finally, 1 encouraged expression 

of i d e s  by vdidating contributions and naming strengths. During the program my CO- 

facilitator and I adjusted our roles in response to the needs of the participants and the 

groups. Early in the group process, we played the roles of counselor, facilitator, guide, 

resource. supporter, and friend to provide structure, safety, and guidance. Later in the 

group process, we added the roles of midwife, model, provocateur, ànd CO-leamer as the 

group members developed connections and confidence. 

Mallitahhg awareness of power dynamics between the facilitators and the group, 

between the co-facilitators, and among the group members was an important p u t  of 

attending to group dyoamics. In the weekly phmîng meeting, rny CO-facilitator and I 

discussed our use of personal and positional power as well as the power dynstmics arnong 

group members. We shared responsibility for the group content and process. We 

communicated by maintainhg eye contact during the session. We met during the coffee 

break to discuss issues of mutuai concern arising during the session. In this. way, we 

modeled equality and respectN communication. 



Throughout the program. 1 consciously used my positional and personal power to 

foster empowennent. Early in the group process, 1 maintained both positional and 

personal power to provide structure, safety, and guidance. For example, in the fmt 

session, I provided a structure for intmducing group members. Using this structure, I 

introduced myself f î t  so that the women could follow my example. 1 also described the 

format for the sessions so ba t  the participants would know what to expect As the group 

developed. 1 consciously gave up positional power and maintained persona1 power. For 

example, the group members determined the content for later sessions. 1 stepped back 

from the leadership role while continuhg to provide support and guidance. In this way. 

the group could take over the responsibility for directing the group process and 

responding to the needs of its members. By experiencing their power. group members 

practiced new skiiis and gained confidence in their abiiity to exercise choice and take 

control of their lives, 

Maintainhg faditator authenticity was an important aspect of attending to group 

dynamics. Establishing and maintaining trust is a key element for coumelors and 

facilitators who work with abused women. I knew that the women in this circIe wouid 

expect their guide to "walk her My CO-facilitator and 1 demonstrated authenticity by 

allowing our humanity to show in many ways during the group sessions. We were 

truthful when we did not know the answer to pressing questions. For example, when one 

woman asked how she couid stop caring about her abusive husband, 1 replied that I did 

not know. We revealed our views on social issues that we were pasionate about We 

shared personal experiences with growth and change, when appropriate to illustrate a 

point. 



Fostering empowerment was a central focus throughout the group program. Prior 

to enteMg the group setting, 1 focused on empowering women during individuai 

counseling sessions by listening to their stones, validating their experiences, and 

developing a trust relationship. As they gauied confidence, they were motivated to enter 

the group program to have the support of other women. During the group program, 1 

fostered empowerrnent by supporthg the participants as they engaged in the group 

process, were heard and validated by other women, and established a support network. 

For example, 1 encounged each group to exchange telephone numbers for mutuai 

support. I also expressed delight when one group made plans to attend the rodeo to 

celebnte the completion of their program. After the group program, 1 fostered 

empowerrnent by recognizing their progress, celebnting their success, exploring their 

options. and validating their choices. For example, during the post-group interviews 1 

outlined each woman's progress and praised her leaming. Then. we explored her options 

and set new goals to support her ongoing growth. 

The group setting provided a safe environment for these women to challenge the 

socioculninl assumptions that perpetuated the cycles of abuse in their lives. Women's 

experiences and assumptions are confirmed in a group program through support and 

validation. However, these experiences and assumptions must be challenged for revision 

and transformation to occur. As a facilitator, 1 was continuaily stnving to provide 

suffident support and challenge for participants to question their foundationd beliefs and 

values. In my role as empathic provocateur, 1 posed questions that chaiîenged socially 



accepted ideas to stimulate critical dialogue and to encourage criticai self-refiection. For 

example, asking why women stay in abusive relationships opened the discussion about 

socially defined d e s  and expectations of women. Asking what women learned about 

anger as children provided an oppominity to explore previously unexamined beliefs, 

attitudes, behaviors, and fears. Asking why there are different rules for men and women 

in relationships challenged foundational beliefs about rights and e q u a l i ~ .  For some 

women. this was the f i t  t h e  their views had k e n  acknowledged and valued. My co- 

facilitator and 1 modeled critical reflection by posing problems. by examining ideas. and 

by exploring perspectives. For example, we questioned whether the new famüy violence 

court would reduce domestic violence by providing immediate consequences and 

treatment for offenders. We also questioned whether victims were weli represented by 

community justice initiatives that moved sentencing out of the courtroom into the 

community. 

The rational approaches that 1 used to foster transfomative learning included 

cnticai incidents, problem posing, brainstorming, role-play. and intentional activities to 

mode1 critical thinking and cntical reflection. My co-facilitator and 1 used an informal 

type of critical incident technique during every group session to identify issues of 

concem, pose questions, and stimulate discussion. Each group session began by each 

woman taking about her week and raising issues of concem. This was an opportunity for 

the women to describe critical incidents from their lives, to receive feedback from the 

group, and to solve problems with the help of other group members. For example, one 

woman described her daughter's anger when she retumed fkom a visit with her father. 



The group suggested ways that this mother codd explain the reasons for the separation 

and new living arrangements. 

Analyzing these cntical incidents provided an opportunity for participants to 

engage in rational discourse that strengthened their analytical abilities when viewing 

incidents in their lives. For example, at the beginning of one session. one participant 

expressed her rage toward her husband who had k e n  incarcerated the previous weekend 

for a serious offence. The group validated her feelings and explored how she could 

explain the situation to her young children. On another occasion, a wornan expressed her 

d i smq thnt her violent ex-husband had purchased the house next door. She described her 

plan to sell her home immediately and move into an apartxnent with a controlled access 

for safety. Alter expressing their concern, the group explored her legal and safety options 

and celebnild her ability to take decisive action. At the beginning of another session. a 

woman described her fear that her ex-partner was stalking her. The group decided to alter 

the planned session in order to devote more t h e  to analyzing this issue. which they 

deemed to be of more critical and imrnediate concem to the group. The group worked 

together to create a safety plan for the wornan and her child. 

Problern posing was another rational approach that the facilitators used during aiî 

of the programs. We posed how, what, and why questions during group discussions and 

brainstorming exercises. These questions were designed to stimulate andyticdiy cnticai 

dialogue. For example, during one discussion session, some of the women expressed 

anger and helplessness with their parmers' dmg and alcohol addictions. My co-fastator 

asked how a woman could be a carhg person without king a caretaker. Her question 
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brought the group back to a ntional discussion of positive choices they could make in 

their interactions with others. 

Brainstorming was a third rational approach used throughout all of the programs 

to s tirnulate discussion, explore ideas, name assum p tions, and buiid group knowledge. 

niis approach enabled ail of the women to engage in discussion in a non-threatening 

way. For example, during a discussion on anger, we asked the group to brakstorm the 

behaviors that are passive, assertive, and aggressive. Everyone in the group contributed 

suggestions. The group generated an extensive list to help them ident@ these behaviors 

in themselves and others. The women were pleased and surprised to see how much they 

knew about this topic. 

FinalIy. de-play was a rational approach that provided oppominities for 

participants to practice new skills in a safe environment. 1 w d  this approach only when 

the group was extremely cornfortable together, and when they agreed to the activity. 

S o m  women enjoyed having a playful opportunity to try new skills and to receive 

feedback from other group members. For example, in one group, a wornan agreed to role- 

play a situation that occuned with her abusive mother. After the role-play, she asked for 

feedback about setting clear boundaries in that situation. The group analyzed the 

relationship issues and suggested practical strategies she couid use on her next encounter 

with her mother. Other women panifked at the idea of participating in a role-play. For 

example, 1 suggested a role-play to explore boundvies issues with another group and the 

women were so fearful that this approach would have been counterproductive. 



IJsine Intuitive A~~roacfies 

To value the intuitive, as weU as the rational dimensions of leaming, 1 included 

approaches such as storytelling, metaphor analysis. joumaling, art projects, writing and 

poetry, and creative v i sub t ion .  Storytelling was a valuable tool to use because the oml 

tradition is so strong in both First Nation and Caucasian culture in rny region. The entire 

group process ceatred on tallcing together in a circle of women. The informal relaxed 

group sening encouraged wornen to tell their stones, to share their traditions. to explore 

their professes. and to describe their experiences. During a 10-week program, even the 

quietest women became comfortable and confident enough to speak. For example, during 

a discussion of child rearing practices, one very quiet First Nation woman described the 

beautiful ceremony that marked her son's passage from infancy to childhood. AU of the 

women listened carefuily to the detaüs of the ceremony and thanked her for s h a ~ g  her 

traditions with the group. The group setting provided a safe, relaxed; supportive 

environment for women to tell the story of the abuse in their relationships. One woman 

shared her story of 35 years of abuse in her mamage. The women commended her on 

having the courage to leave her abusive marriage and build a new Me on her own. 

The second intuitive approach that I used was metaphor analysis, to explore 

complex ideas and apply concepu to daily life. When the women engaged in dialogue, or 

told their stones, they often used metaphors to express their thoughts and explore their 

feelings. Some women in the groups were able to paint pichires in words that made sense 

to the rest of the group. As a facilitator. 1 used those metaphors and images to expand, 

deepen, and bmaden discussions. For example, one g m p  explored the metaphor of the 



butteffly to discuss growth, change and transformation. Afterward, 1 summarUed their 

discussion and used their images to explain this corn plex process. 

The third intuitive approach that I used was journaling, to encourage critical 

reflection and to capture intuitive leaming. Early in each of the saidy group prognms, I 

suggested joumaling as a tool for learning and growth through selfexploration. Over the 

years 1 had noticed that some women have kept joumals ai l  their iives to explore ideas, 

monitor progress, catalogue events, and express feelings. Those women continued to use 

their joumals throughout their journey of healïng from abuse. Some women shared 

poems or thoughts from their joumals during their group sessions. 1 have noticed that 

women who have never used joumals or diaries were unlikely to adopt the habit during 

their group programs, even when they hear how helpN the process is for others. There 

w u  no pressure on hem to use writing as a healing tool. 

The fourth intuitive approach that I used was art projects, to appeal to creative 

aspects in the participants. to stimulate feelings, to encourage reflection, and to add 

variety and playfuiness to the program. During the group programs, the women worked 

in smdI groups to create collages about healthy and unhealthy relationships. They used 

color, drawings, words, and picnues to explore and express their feelings. They also 

made masks to explore and express how their anger looked on the inside and the outside. 

As they explained their masks to the rest of the group. they shared deep feelings and 

emotions. The masks also reflected each woman's unique perspectives and experiences. 

The Nth intuitive approach that 1 used was writing and poetxy. 1 used readings, 

poetry, affirmations, and literature during the programs to explore ideas, stimulate 

discussion, and offer alternatives. 1 read excerpts h m  books or readings to stimulate 



group discussion- At the beginning of each session, 1 read a poem or reading related to 

the work for that evening. For example, 1 read a passage that described the process of 

moving from surviWig to Mving. 1 also invited participants to share meaningfd 

readings and poetry with their group. For example, one woman shared helpful passages 

from her book of daily readings. Another woman wrote a poem to express her gratitude 

for the support she received from the women in her gmup. 

The sixth intuitive approach that 1 used was creative visualization, to encourage 

spiritual exploration. teach relaxation tools, and mode1 self-care approaches. 1 redized 

that some women might € i d  this technique threatening, so it was only used with 

unanimous agreement of the group members. On one occasion 1 used creative 

visualization to explore forgiveness of self and others. 

During the implementation process, 1 recorded my reflections in a teaching log. 1 

made weekly entries as a tool for critical reflection on my teaching and leaming 

throughout this study. 1 recorded insighu gained through collaboration with my coiieague 

in the Women's Program. For example, during the planning phase of the study, we 

exploreci the posmbility that the need for variety and innovation m e t s  the needs of the 

facilitators rather than the needs of the participants. 1 wrote: 

The facilitators are like the rocks on the riverbank and the participants are Iike the 
driftwood passing by in the river. In our need for variety. we must never assume 
that the women know ail about the basics. Remember not to go too fast, too soon. 

1 aiso recorded insights gained through CO-facilitating groups with cokagues. I wrote: 

Tiexibility and adaptabilïty are the key to effective group facilitation." My insights 

gained fkom listening to the women in the group sessions were ako important notations in 



my log. 1 wrote, "men we were tallcing about what helps women make change in their 

life, one essential ingredient was a person who listened and believed the& story at a time 

when they needed to speak and be heard." 

In my teaching log, 1 documented the Bow of the sessions and the response of the 

participants. For example, 1 noted that the women were eager to participate in each step 

of the leaming process. 1 wrote, 'They have done their own work, b e n  supportive, 

respectfui, caring, and honest with each other. They have celebrated each other's success 

and supported growth and change. They trusted the procesr" 

1 also recorded difficulties encountered during the study. One area of fmstration 

was the lack of a consistent CO-facilitator due to staff changes in the Women's Prognm. 1 

wrote: 

Change. disruption, volume of work, and personal styles of dealing with stress are 
certainly factors that affect the facilitation team. In theory, &ere is structure and 
form to program planning and delivery. In reality the program planning must be 
very flexible and the faciiitator must be very resilient and adaptable. 

In the next section, 1 describe how my CO-facilitators and 1 applied various 

suategies during the study group programs to foster transfomative leamhg arnong the 

participants. 

Group 1 Implementation Process 

For the 6rst gruup program, seven women participated (five Caucasian and two 

First Nation women). They ranged in age nom 24 to 45 yeats. They had experienced al l  

types of abuse in their intimate relationships including physical, psychoIogicai. 

emotiond, verbal, sexual, and financial. Six of the seven women completed the program. 

One woman left the community and therefore did not complete the program. 



t Profile for gr ou^ 1 

Each of the seven women had a unique set of expenences and perspectives to 

contribute to the group. Rather than describe all  seven participants in a sentence or two 

each, here 1 give a slightly deeper profile of two participants for illutrative purposes. The 

names 1 have used in the snidy are fictitious. 

Jessica represents the spirit of the women in the fmt group program. She 

completed both the fmt and second groups. She is a strong. determined, 42-year-old Fit  

Nations woman who is making drarnatic changes in her Me, as she follows her path of 

heaiing from p s t  physical, emotional, and sexud abuse and from put alcohol and h g  

addiction. She is a single parent, raising her 8-yeu-old granddaughter. She is focused on 

providing a clean. sober, stable, loving. safe home for this child, who has been in her care 

since binh. She explained that "wanting a diffcrent lifestyle, wanting to üve my life 

instead of suwiving," was the catdyst for her ongoing change process. At this time in her 

Me. she was willing to take risks, to seek help, to l e m  trust, to feel emotion, and to push 

her edges as she "faced and dealt with personal issues regûrdless of how hard it was." 

From the group leaders, she needed "understanding, support, and to know that 1 am only 

human." From the group mernbers, she needed "understanding, and support, but also to 

know that I was not done in my emotions." She brought experience, wisdom. honesty, 

and clarity to the group process. She is continuhg on her journey of leaming, growth, and 

change. She is a social activist and spokeswoman. who advocates for the rights of women 

and children in her Fit Nation community. She is an H N I A I D S  educator in the broader 

commdty. She said, Wou have to want to change and then the result is your reward- 

Happiness, Love. Respect, Me." 



Gwendolyn also represents the attitudes of this group of women. She is a 45-year- 

old Caucasian woman who left her 26-year abusive marriage when her two children 

reached adulthood. She realized that her life was out of control, that she was doing 

everything, taking the blame for everything, and Crying to keep an angry partner happy. 

She realized that she deserved a peaceful iife. She explained, "1 have good qualities, 

feelings, and need things for myself." She started taking care of herself by horseback 

riding, reading, saying no, seeking counseling, and attending this group. In the group 

program she leamed about patterns, feelings, and needs; set goals; and leamed "to like 

rnyseif and trust myself." She said bat  the group members provided'support, non- 

judgrnental sharing of feelings, and ways of getting Mer. She enjoyed the "diversity in 

the group related to age, culture, place on the relationship continuum, some in 

relationship, some in and out, and some out" In her view, the leader supported her 

change process by providing accepmce, information, support. a sde place to meet, and 

validation of the abuse. Her confidence and happiness have continued to grow, and she 

has found a new. caring, supportive partner. 

At the beginning of the fist session, 1 introduced myself and asked each woman 

to introduce herself and explain why she was attending the group. 1 did not have a co- 

facilitator for this program. As a group, we brainstormed group expeciations and 

guidelines for their program. We generated a list of topics ba t  group members wanted to 

work on during their sessions. This group decided to focus on understanding abuse, 

exploring relationships, expressing emotions, resotving anger, and promoting self-care. 

Then I asked each woman to mate a collage to identify her personal goals for the 



program. While they were cutting and pasting, they had an opportunity to becorne 

acquainted. When they were finished, I asked each woman to expla .  her collage. The 

session closed with a check out, giving each participant time to express how she was 

feeling at the end of the f i t  session. 

This group quickly fomed into a hard working, committed, and comected group 

of women who supported and challenged one another in respecthl ways. They enjoyed 

the process of questioning and challenging their curent beiiefs, values, and attitudes. 

During the second session, we explored myths and realities in relationships and tnisting 

your inner wisdom. After reading a story about trusthg your inner wisdom, 1 posed 

questions for the group to explore. What makes it dficult to trust our inner wisdom? 

What have you leamed about the roles and expectations of wornen? What conflicting 

messages have you received from family, friends, church, culture, yid media? 

Throughout their program, they phcipated actively in a l i  of the discussions, 

activities, and art projects. I acted as a guide, resource, support, and CO-leamer during 

their leaming pmcess. During Sessions 8 and 9. the women made and decorated masks to 

explore their anger. As they worked on their masks, they shared stories, experiences, 

learning, and wisdom. They discussed issues in depth, including healthy and unhealthy 

expressions of anger, helping children express anger, triggers and traumas that elicit 

anger, and letting go and forgiveness. To close each session, one of the women read a 

poem or reading that she chose to share with the group. During the last session, we 

expiored the process of change, and explored their hopes and drearns for the future. We 

celebrated the completion of their program by sharing food, acknowledging strengths, 

and honoring their growth. 



This group of women developed a support network that extended beyond their 

group sessions. This program was extended to 12 weeks at the request of the group 

members. They were so reluctant to see their program end that three of the six 

participants chose to attend the second group program. 

Iusfgative of C r e w  the L e a m i n a t w g  4 

Aooroaches 

In this subsection, 1 describe how 1 created the leamhg environment and used 

intuitive approaches to foster transfomative learning in this group of women. To mate a 

relaxed non-threatening learning environment, 1 greeted each woman by name when she 

arrived for each session, welcomed her to the group, and directed her to the group room. I 

arranged the septs in a circle, made coffee and tea, and made sure the exterior building 

doors were locked for safety. The women were reimbursed for their child care expenses. 

Transportation was provided if needed AU of the sessions foiîowed a format ba t  

included a check in, some working thne, and a check out  I included a variety of activities 

to appeal to women of different ages, both cultures. and different leaming styles. For 

example, in this group 1 used discussion, brainstorming. videos, handouts, stories. and art 

projects. During the program, we revisited their goals to ensure that a l i  of their issues 

were addressed to their satisfaction. 

1 used intuitive approaches throughout this group program. AU of these women 

were creative and enjoyed sharing their skiUs and knowledge with the other group 

members. Early in the progm, I suggested that creative projects codd be a way to 

explore their process of learning for growth and change. 1 provided a handout with some 

suggestions of cceative ways to express themselves, including quiItiag, drawing. writing, 



and photognphy. 1 asked them to share their project and their process with the group later 

in the program. In one of the sessions, a participant shared her sketchbook and gave a 

beauDiful drawing to each group mernber. Another woman made a crocheted heart-shaped 

tree ornament for each person. A third woman brought hand crocheted ha& and a story 

about learning to crochet as a child. A woman brought a photo of a mernorial quilt that 

she and her sisters made to honoc their brotber who died of AIDS. Another woman wrote 

a poem of thanks to the gmup rnembers. Their projects reflected their creativity and 

uniqueness. 

Group 2 Implementation Process 

For the second group p r o g m ,  seven women participated in the group, t h e  

Caucasian and four Fist Nation women. They ranged in age from 29 to 45 years. They 

had experienced ail types of abuse in their intimate relationships, including physical, 

psychological, emotiond, verbal, sexud, and fmancial. AU of the women completed the 

prognm. Three of these women dso had completed the Fust group program. 

t Profile for gr ou^ 2 

Again, nther than describe all seven participants briefly, I present a slightly 

deeper profie of two participants for iliustrative purposes. 

Robin is representative of the women in the second group program. She is a 30- 

year-old First Nation woman who completed the program as part of her process of 

moving on in her life following a 10-year abusive marriage. She was experiencing 

depression, grief, and hopelessness. She explained, "My whole life was &is, I didn't 

even know there was another side to He.'' From the group members, she received 

support, suggestions, alternatives, tools, infornation. and explanations. She enjoyed their 



honesty, and hearing their experiences and solutions. She said that she k d  'howing 1 

wasn't a crazy person all alone." From the facilitators, she received &ety, support, ideas, 

feedback, and information. She focused on intuitive, spiritual, holistic approaches to 

foster her growth, including art, photography, writing, ritual, symbols, and reftection. She 

explained, "1 am wonh it 1 know there is a better Me. 1 am a good person. 1 have a good 

h m  That keeps me going." She has continued her process of learning, growth. and 

change. Now she has a rich. peaceful life with her new c a ~ g ,  respecdul, loving partner. 

She says that this new Me is full of ""excitement and adventures instead of crisis." 

Verunica also represents this group's unique character. She is a 38-year-old single 

Caucasian woman who is the mother of t h  teenaged boys. She cornpleted the second 

and third group pmgrams. She is adapting to life foilowing 20 years of abuse in her 

mamage. She explained, "My Me had b e n  taken away from me. I needed someone to 

throw me a lik line and puil me in, to give me hope and encouragement or 1 would not 

have put any more energy inio life." There were many things she appreciated about the 

group process. She enjoyed sharing experiences, sharing knowledge, leamhg options, 

and mg new things. She appreciated checking Wty, breaking isolation, and meeting 

new people. She began taking control of her life. She appreciated the diversity of women 

in her groups, and especially enjoyed meeting other social activists. She needed the 

faditators to listen weU, explore underlying issues, discuss hedthy solutions, and mode1 

different options. This determhed woman is a social activist., politician, and 

spokesperson who wants to " help others corne out of their prisons too." 



ow of the Sessions 

During this prognm, 1 CO-facilitated the group with a coIleague who did not work 

in the Women's Program. My co-facilitator assisted with the group sessions but she did 

not have tirne available for preparation or feedback because of her busy work schedule. 

As a result, 1 was responsible for program planning, participant sel&tion, and group 

preparation. Throughout the program, 1 introduced a variety of approaches to foster 

learning and meet the diverse needs of the group members. 

During the first session, we asked the group to develop goals and guidelines, 

ideotify personal goals, and decide on the direction and content of their group prognm. 

This group wanted to acquire concrete skills that they could apply immediately to solve 

problems in their lives. They wanted to focus on the change process, assertiveness, anger, 

boundaries, guilt and forgiveness, problem solving and decision-making, and self-care. 

We revisited their goais later in the prognm to ensure that ali of their issues were king 

addressed. During the second session. 1 introduced my graphic tool for understanding 

change (see Appendix A) as a concrete tool to guide their leaming jouxney during their 

program. They appreciated this rational approach to understanding a complex 

multifaceted proceu. One woman said that realizing how far she had corne already 

helped her to keep h boundaries with her ex-husband. Another woman said that she 

could ident* exactly where she was in her healùig fmm substance abuse. A third woman 

said that having the tool aiiowed her to be kinder and gentier with herself about the 

duration of her change process. The group agreed that understanding the change process 

gave hem a sense of achievement and choice. In a later session we referred to this 

graphic tool to discuss the importance of helping relationships at diffixent stages in the 



change process. At that t h e ,  we also explored each person's unique timing, readiness, 

and triggers for change. 

By the fifth session, this group was comfortable enough together to participate in 

role-play activities to explore heaithy boundaries and assertiveness. In the ninth session, 

the group focused on personal choice, decision-making and problem solving. The group 

members worked together to solve problems of immediate concern in their lives. For 

example, the group helped a wornan who was struggling with debts left by her ex- 

husband. The women applied their combined wisdom to solving herproblem. My co- 

facilitator and 1 acted as guides and provocateurs during this problem solvïng process. 

This group also developed a support network that extended beyond their group 

sessions. The feedback from the participants reflected their gratitude for the suppon and 

validation they received from others during their program. 

0 .  1 Actmbes ustrative of Fostering Emgowerment and Usi- Approacha 

Here 1 describe how 1 used ernpowerment in this group program. I fostered 

empowerment by dnwing on the unique sûengths that each participant brings to the 

group setting. For example, one of the participants was ordered by the court to attend the 

program. She was on probation and had community hous to complete as part of her 

sentence. She was also an AIDS educator in the community. I invited her to complete 

some of her community hours by c o n d u c ~ g  a group session on HIVIAIDS. I asked her 

to focus on health issues for women. and the impact of sexual abuse. semal assault, and 

infidelity on abused women. She gave a thorough, practicd presentation and provided 

excellent resource material for the group members. She thanked me for giving her the 

opportunity to share her knowledge and expertise with her group. She explained that 



helping others was the best way for her to stay focused on ber healkg path. The group 

members expressed their appreciation for her wiUingness to share her knowledge and 

expertise. They explained that her presentation provided important information for 

making hedthy choices in their sexual relationships. 

Next, 1 describe how rny CO-facilitator and I used the rational approaches of 

critical incident, brainstorming, and de-play in b i s  group program. During the session 

on boundaries and assertiveness, we asked each woman to describe an incident when she 

had difficulty setting and maintaining clear boundaiies. For example, one woman 

described a situation with a family member who frequently left her children with the 

participant for extended periods of time while she was drinking. The group brainstomed 

ways to assertively set and maintain boundaries in this situation. After she practiced her 

skiUs using role-play. the group provided feedback and further suggestions. Ar the end of 

the session, we asked each woman to practice her new assemveness skiiis during the 

corning week We started the next session with feedback about their experiences using 

these new skills. For example, a woman reported assertively serting boundaries with her 

abusive mother for the frst  time. 

Group 3 Implemeotation Process 

In the third group there were 13 participants, 9 Caucasian and 4 Fit  Nation 

women, ranging in age from 18 to 52 years. The participants in this group represenwl the 

full spectnim of women who access our programs. They represented both cultures, 

spanned five decades, and had 23 children. They were students, homernaken, 

unemployed and professional wornen. The common threads were a history of abuse in 

their intimate relationships and the determination to end the cycle of violence for 





S a y  also represents the spint of this unique group of women. She is a determined 

52-year-old Caucasian, professional woman. She attended the program for support in 

starting a new life after 32 years of violence and abuse in her marriage. InitiaUy, she was 

embarrassed and devastated to fmd herself before the court, on probation, and under a 

peace bond, when her ex-husband charged her with assault and harassment. However, 

this humiliating experieace ended her marriage as weU as her deniai and minimilation of 

the extent of the violence and abuse she had been enduring. She immediately sought 

counseling, stopped drinking, and started changing her Me. She realized "that as long as I 

stay in my present situation, 1 will stagnate my life and not grow any more." For ber 

counseüng and group work "chmged my whole thinking process. 1 was not aione, like 1 

thought 1 was." She explained that the group leaders supported her change process by 

their ''non judgnental aninide, acceptance of rny behavior, and support of the decisions 1 

make now." She appreciated the support, validation, reality checks, shared stories, and 

laughter in the group. She said that she gained the motivation, confidence, and "strength 

to make my Me happier. healthier, and b e ~ r . "  During the program, she decided to leave 

all the "bad mernories behind" and make a new life for herseif in another province. When 

she was re-established, she sent a card of thanks for my helping her to make signifcant 

changes in her Me. 

ow of the Sessiom 

My CO-facilitator for this group was a coiieague who had recentiy started working 

as a counselor in the Women's Program. She was an expenenced couoselor and group 

facilitator who was familiar with motivational counseling approaches and strategies. She 

was enthusiastic about the opportunity to apply her knowïedge, skiiîs, and experience in 



our group program with wornen. We discussed theoretical ideas, coliaborated on 

appropriate approaches and strategies, shared responsibüity for group activities and 

process, and provided feedback and constructive criticism on facacilitation d e s  and styles. 

We met weekly for joint planning, mutual support, and constructive feedback 

The size and intensity of this group presented different challenges for us as 

facilitators. First, the larger group size affected the amount of time each participant had to 

speak about issues of immediate concern. For example, we ensured that each participant 

had sufficient time to check in each week This process used aii  of the avaiiable tirne in 

some sessions. The larger group also increased the number of complex issues to be 

addressed during each session. We provided guidance and rnaintained focus. Second, the 

intensity of this group was evident from the beginning. There were several dpamic 

women who engaged in Yiimated dialogue throughout the sessions. They were eager to 

engage in cntical discourse, to explore socioculhiral assumptions, and to broaden their 

perspectives. For example. one evening there was a lively discussion about why women 

stay in abusive relationships. One vocal young wornan argued that women shouid just 

leave. A quieter older woman dexribed why she had remained for many years. Both 

women broadened their perspectives. As facilitators, our role was to cl* and 

surnmarize the insights gained from this valuable discussion. For this group, the sessions 

were characterized by intense emotional expression, including rage, grief, confusion, and 

joy. My CO-facilitator and 1 ensured safe expression of these powerful emotions. For 

example, rage was especially fightening, both for those who were expressing this intense 

emotion and for those who were wimessing it. Our strategy was to provide concrete tools 

for expressing anger in healthy ways. One concrete tool was an anger log thai women 



used to record and analyze incidents that triggered their anger. We ais0 normalized and 

validated rage as a powerfd motivator for personal and social change. 

The £iow and content of the sessions were similar to the other study groups. 

However, the power of group process was more evident throughout ihis program. The 

f i t  session focused on introductions, group guidelines, personal goals, and content 

areas. They identified similar topics to the other groups, including abusive relationships, 

healthy relationships, setting boundaries, assertive communication, understanding anger, 

CO-dependent behavior, and self c m .  In the second session, we used small groups for the 

collage activity because of the size of this group. These women pmicipated 

enthusiasticdly in this artis tic ac tivity. During the third session, the women expressed 

their rage at the legal system and engaged in heated discussion. My CO-facilitator and 1 

clarified information. dispelled myths, and provided prac tical tmls. 1 appreciated her 

ability to remain grounded. cleu, and detached. By the ff' session, these women had 

developed a strong support network that extended beyond their group program. For 

example, they maintained telephone contact, formed social groups, and offered emotional 

support. They continued to debate. rage. cry, and laugh throughout the remaining 

sessions. My CO-facilitator and 1 consciously stepped out of the way as the group 

mernbers shared their wisdom and learned from each other. We acted as guides, coaches, 

midwives, and CO-learners throughout this group process. For example. as  a CO-leamer 1 

gained valuable insight into the distinction between caring and caretaking. 



es Illustrative of Awareness of Power Dvriêmig and C h a i l e  

Assumations 

In this section, 1 describe how we used awareness of power dynamics and 

challenging assumptions in this group program to foster transfomative learning. 

Awareness of personal and positional power is essential for a f W t a t o r  in therapy groups 

with abused women. These women have been silenced, punished, and humiliated by 

people who exercise power and control over their lives; thus, as facihators we needed to 

be m i n a  of our positional power afforded by education, socioeconornic statu, race, 

and position. We also needed to be aware of our personal power in the helping 

relationship. In this program, my CO-facilitator and 1 modeled equality in relationships, 

respectful communication. and participatory democracy. For example, during the fourth 

session, this group took power over process decisions from us. We asked them to divide 

into smail groups for an activity. The group refused. They said, "No. We want to stay 

together." We honored their request. As facüitators, we felt that this solidarity reflected 

the strength of the trust relationship estabfished during individual and group counseling. 

They felt confident as s group to question our authority and to h o w  that there would be 

no negative consequences. 

Challenging assumptions was also an integrai cornponent of this group program. 

The group sessions were lively, passionate, and vocal as tfiese women raged, cried, 

laughed. and argued. They validated, challenged, and supported one another in caring, 

respecthil ways. They shared stories, knowledge, strategies, feelings. experiences, and 

creativîty. They fonned a support network thnt extended far beyond their group program. 

Some of these women formed lasting fnendships and continue to support each other 
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during difficult times. AU of the participants were changing their lives and some of hem 

were detennined to change society. Several channeled their energy into social action. For 

example, one woman ran for political office. We di leamed valuable lessons and 

experienced a sense of the power within this circle of strong, passionate women. 

Implementing these study group programs enhanced rny skills as a tramformative 

leaming practitioner. For example, the study provided the opportunity to integrate change 

theory into my practice. In each group, 1 used my graphic tool to educate women about 

their change process. As 1 gained experience and understanding. 1 was able to explain the 

stages, processes, and techniques more clearly. hplementing the study also provided the 

opportunity to customize activities that foster transformative learning. For example, 1 

used art projects differentiy in each study group. In the &st group, 1 used severai 

individual ut activities as tools for critical self-refiection. In the second group, 1 used 

fewer art projects because the group put grenter value on dialogue. In the third group, the 

art projects had a powerful impact on group process. 

Evaluating the Group Program 

During this study 1 modifïed and enhanced each group's program by matching the 

program's design and rny facilitation approaches with participants' needs within their 

transformative leamhg process. 1 evaluated the effectiveness of rny efforts by measuRng 

the participants' prograrn completion rate, by conducting post-group participant 

interviews, and by reviewing my teaching log. 

Assessing the rate of program completion provided an objective method for 

evduating the effectiveness of my group program. I expected that a higher percentage of 



participants would complete group programs that met their immediate needs for 

knowledge, support, and empowerment at citical times during their transfomative 

l e d g  process. 1 assessed eahaaced effectiveness of the modified program by 

comparing the completion rate of the group programs to the completion rate of the 

previous group programs (discussed earlier in this chapter). I examined completion rate 

by cultural group and age to determine whether or not the modified program was meeting 

the needs of all ages and both cultural groups. This analysis revealed that 96.3% of the 

participants completed the study group programs compared to 72.2% in the previous 

group prognms. The completion rate for First Nation women increased to 100% in the 

modified progratn cornpared to 66.6% in the previous programs. For Caucasian women 

completion increased to 94.4% from 76-15 in the previous groups When 1 assessed 

completion rate by age, 1 noted that the only teenaged wornan completed the snidy 

program, whereas none (of t h )  had completed previous programs: This analysis of 

completion rate by culnual group and age is summarized in Table 3 and Table 4. 

All27 participants in this study met the critena for group participation. At the 

beginning of their program these women were already (a) in long term individual 

counseling, (b) aware of power dynamics of family violence, (c) able to tell their stories 

without minimization and denial, (d) not abusing substances, and (e) wilhg  to commit to 

the program for 10 weeks. In prior programs, no criteria were applied to determine group 

readiness in participants. By applying criteria and ushg an assessrnent tool, 1 could 

identify clients who were ready to engage in the group process. The increased completion 

rate in the study program reflects the participants' satisfaction with a group program 

designed to meet thek specific needs at criticai stages in their change process. This study 



indicates that program completion is related to group readiness rather than to age or 

cultuml group. 

Table 3. Completion of Study Group Programs by Cultural Group 

Culturai Group No. of Participants No. Completing % Completing 
pwram bgrm 

First Nation 9 

Caucasian 18 

To ta1 27 

Table 4. Completion of Study Group Program by Age 

Age in Years No. of Participants No. Cornplethg 9b Completing 
program Program 

16-19 

20-29 

30-39 

40-49 

50-59 

Total 

Conducting post-group participant inte~ews was an important component of 

evaluahg program effkctiveness. At the beginning of each group program, 1 explained 



that 1 was attending university to study adult education and that 1 was conducting a study 

as part of my educational program. I explained that 1 was trying to improve my abilities 

as a group facilitator and to improve our group programs for women who were engaged 

in changing theû lives. AU of the women were invited to contribute to this study by 

participating in a post-group i n t e ~ e w  about their change process, and the role of the 

group program in that process. 

As part of the educational component in the group programs, I introduced my 

gnphic tool to teach the participants about the change process (see Appendix A). In the 

section about the irnplementation of the second study group, 1 explained how I used this 

teaching tool. In this diagram, change is represented as a spiral process involving six 

stages, progressing from precontemplation toward termination. At each stage, helpfûi 

processes that foster change and hindmces that block change are summarized. This 

practical gnphic tool helped the women to understand the complex, muitifaceted change 

process and to apply this knowledge in their lives. For exmple. one woman identined 

her progress in changing her behaviors when she was angry. 

In preparation for their post-group interview. they received an interview guide 

designed to help h e m  reflect on their ongoing change process (see Appendix C). The 

questions in the interview guide were intended as a tool for critical self-reflection. The 

questions focus on the change process as a uniquely personal, ongoing process involving 

tïiggers, tools, motivation, and choice. The questions guide critical reflection on the 

factors that help or hinder the change proces, and the role of counsehg, group process, 

and group programs in this process. 



1 conducted the intemiews during June and July1999, foIlowing the completion of 

the study group programs. Of the 22 individuals who pamcipated in the study pmgrams, 

18 contributed interviews to this study. There were 5 women who completed two groups. 

They were enthusiastic about having the oppominity to participate in my education. Due 

to staffhg changes and pressures during this study, 1 did not have a colleague in the 

Women's Progmm who could conduct these interviews. As a resuit, '1 felt that my 

primary responsibility was to respect the confidentid client-counselor relationship by 

conducting the interviews myself. 1 understood that my involvement could m a t e  bias 

because of my personal and professional investment in the outcome of this project. 1 also 

understood the potential for women to temper any cnticism of thek group program 

because they might want to please their counselor and facilitator. However, 1 thought that 

these 18 women were confident enough to express their feelings honestiy. 1 interviewed 

the women informally using the interview guide. 1 taped some of the i n t e ~ e w s  for ease 

of recording. Some of the women came to their interview with their thoughts already 

written on their interview guide. 

During the i n t e ~ e w s ,  the women expressed pride in their learning and growth 

during their group program. One woman explained, '7 îike myself more these days. 1 am 

looking fomard to the new challenges. to not feeling overwhelmed and defeated any 

more." The women i n t e ~ e w e d  were a w m  of their unique change process, including 

duration, strategies, and ~ h n i q u e s .  For example. the youngest group rnember expressed 

the '%ope that change is possible and that 1 don't need to continue the cycles of abuse any 

longer to learn. I can make different choices." These women were also aware of the event 

that triggered their current change process. For example, escalating violence and death 



threats triggered one participant to seek help and make changes in her Me. During the 

in te~ews,  the women expressed satisfaction with their increasing confidence and 

assertiveness. A woman explained that attendhg the program renewed her detemination 

to complete her coilege program. The participants expressed gratitude for the validation, 

support, networks, connections, and learning they experienced in their group. A woman 

said, "Everyone in that group had great wisdom. I wili take what I heard from these ladies 

to the grave with me." Another young woman said. ' m e n  I looked around the chle,  it 

gave me hope that I could become a human king, with a l l  of the ernotions, and 

especialiy with jo  y and laughter." During the interviews, the women- acknowledged the 

role of the facilitators and group prograrn in supporthg their process of learning, growth, 

and change. As one woman explained, the facilitators helped her change process by 

providing "a good ear and the ability to ask the tough questions and never make me feel 

bad for how I felt" "Another wornan said, "The dynamics of the two of you was very 

ernpowering to the rest of us. 1 felt very ailowed to be happy, to be sad, to be conhised. I 

felt welcomed into the group." The comments of these wornen retlected the power of 

group programs to foster learning, growth. and change for women in transition. 

Each of the 18 women who chose to contribute to this study had a story to teil. 

Unfortunately, space does not permit the inclusion of di of the stories of the women who 

phcipated in the post-group interviews. The stories of the six women who were pronled 

in the participants' subsection for each group reffect the complexity, diversity, strength, 

and wisdom of the women who anended these group prograrns. Their stories reflect that 

healing fiom woman abuse is both universal and unique. because the experîence of 



woman abuse crosses aU generations, cultures, religions, socioeconomic status, and 

educational levels. 

Review of Mv Teachin~ Iag 

My teachuig log provided a valuable tool for critical self-reflection on my practice 

throughout this snidy. During the fvst group program, I had a colleague in the Women's 

Program but 1 facilitated the group alone. My colleague and 1 met weekly for mutual 

support, encouragement, and collaboration in our counseling practice. She brought her 

W g h t  and experience io our discussions about program design, group process, and 

facilitation methods. However, she could not provide specific feedback on my group 

program or facilitaior approaches. 1 used my teaching log to reflect critically on my 

practice. For example, 1 refiected on the need to be able to "think on rny feet" and quickly 

modify my plans to meet the immediate needs of the group. 

During the second group prognm, 1 CO-faditated with a coiIeague who did not 

work in the Women's Program. Due to the demands of her regular job, my CO-facilitator 

was unavailable for constructive feedback, cntical reflection, or program planning. Thus, 

my teaching log was an essential tool for cntical self-refiection. After one session, 1 

commented on my reluctance to confront a woman who had breached group 

conf~dentiality. 1 dso criticized my slow reaction time when there w;rs an emotiondiy 

charged situation during a session. 

During the third group progrun, my teaching log reflected the benefits of working 

coI.laboratively with an experienced CO-facilitator. Although this coileague was new to the 

Women's Program, she was an experienced counselor and group facikitor who was 

famihr with strategies and approaches to foster growth and change in adults. She was 



enthusiastic about the opportunit- to apply her knowledge, skills, and experience in our 

group program with women. We discussed theoretical ideas, collaborated on appropriate 

approaches and stratepies, shared responsibility for group activities and proces, and 

provided feedback and consmictive criticism on faciltation roles and styles. These 

interactions confmed my leaming and renewed my energy. At the end of the program, 1 

wrote, "As CO-facilitators, we trusted each other, were in close commuaication, were 

coopemtive and supportive, and were confident in our content areas. 1 feel confident, self 

assured. and knowledgeable now." 

Reviewing my teaching log provided insight about my personal and professional 

transfomative leming joumey throughout the study. 1 discuss my leaming in detail in 

chapter 4. 



CHAPTER 4 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of this study was to examine the process of designhg and 

implementing a transformative group levning program for abused women. To fulnll rny 

learning goals. 1 modifed and enriched an existing collaborative group program by 

adding transfomative learning strategies and approaches. In this chapter, I discuss 

fostering transformative leaming in group programs for abused women and describe my 

personal and professional transfomative leaming jouniey during this snidy. Afkr this 

discussion, 1 provide conclusions and recommendations for practitioners interested in 

applying similx strategies and approaches in prognms for abused women. 

Fostering Transfomative Leaniing in Group Programs for A b d  Women 

Throughout this study 1 focusedon the role of transfomative group leaming 

progruns in fostering growth and change for abused women. In this section, 1 discuss 

designing an effective transformative leaming program, selecting participants using the 

tramtheoretical change model, facilitating transformative l e d g  in group therapy 

programs, and empowering women to work toward transformative leaniing. 

Desimine an Effective Transfomative Leamin? Pro- 

1 knew fmm the outset that designing an e f f ~ t i v e  transfomative leaniing 

program requires an understanding of transformative learning as a cornplex, genenc 

process. For over 20 years, theorists and practitioners in the fields of adult education, 

feminist education, and clinical psychology have been exploring Ieaming for growth, 

development, and change. To facilitate the pmcess, I famüiarized myself with the add t  

educators (e-g., Bmokfeld, 1995a; Cranton, 1994,1996; Courtuey, et aL. 1998; Mezûow, 



199 1.1997) who describe a sequence of leaming activities that occurs when a 

disorienting dilemma triggers adults to examine. challenge. and revise their perspectives. 

1 used their 1iteratu-e. as weU as that of feminist educators (e.g., Belenky et al., 1997; 

Clinchy, 1996; Gilligan, 1993; Goldberger, 1996a; Schweickart, 1996; Tiidell, 1998). to 

identify a sequential process to descnbe women's development of self and voice. 

According to Belenky et al.. emotional arousal propels women forward in this process. 

Similady, clhical psychologists (e.g.. Prochaska et al., 1994) identify a sequential 

process involved in changing problem behaviors, and acknowledge emotional musa1 as 

an important motivating factor in this complex process. Understanding that adults may 

access Ieaming prognms at cntical times in their uansformative learning process helped 

me to design a program that accu as an effective catdyst for change. For exmple, the 

women who participated in the study groups recognized that they were engaged in a 

complex leunuig process. They accessed the program when they were emotionaily 

aroused to end the abuse in their lives. One participant observed. "Once you start going 

through that process, it feels so good you just want to keep going." Their cornmitment to 

continuing their change pmcess indicates the effectiveness of this program as a catalyst at 

a critical point in th& transfomative leaming process. 

As the fanlitator, 1 was aware that designing a flexible, responsîve prognm that 

m e t s  the immediate needs of the participants requires an understanding of 

transfomative leamhg as a uniquely personal process for adults. As Daloz (1999) 

explains, ' I t  is richly textured d e r  than W y  tuned teachiog that allows the most room 

for growth and learning" (p. 240). Each wornan in the study groups was working toward 

msfonnative le;iming in her own time and her unique way. In the post-group 



interviews, participants expressed their gratitude for the support, caring, validation, and 

acceptance they received from other group members and h m  the facilitators. As one 

woman observed, "Growth is personal, change is ours. Group will not make it happen, 1 

will, but group is a place to share with othen so the process wiU continue." In my 

teaching log, I wrote, "Peers play an essential role in leaming by vaüdating expenence, 

checking reality, affinning growth, breaking denial, and contributing practical wisdom 

and tools." The participants' willingness to explore thek unique change process indicates 

that the program effectively fostered learning for change. 

From my past experience facilitating women's groups, 1 knew that designing an 

effective program requires an understanding of transformative l e h g  as a holistic, 

multidimensiond, and emotionally painful process. Dirloc (1997), Grabove (1997). and 

Scott (1997) agree that the process of perspective transformation involves hard, painN 

soulwork and intense grieving as adults mise basic assumptions and question 

foundational beliefs. Brookfield (1995b) wams educators to act with care and sensitivity 

to ensure that learners' self-esteern cemains intact when their foundational structures are 

shaken. Understanding these aspects of transformative learning helped me, as the 

educator, to plan a program thrt not only fosters depth transformation but also provides 

emotional safety for participants. Consistent with Michelson's (1996) feminist 

perspective, 1 took a holistic approach to fostering depth transfomation by using both 

rational approaches and intuitive appruaches in the group programs. For example, critical 

incidents and brainstorming focused on the role of the mind in transfomative Ieaming, 

whereas art projects and storyteIling addressed the spint Throughout the program, my 

CO-facilitators and 1 balanced support and challenge to provide emotional safety for the 



women as they examined and revised their perspectives regardhg family and 

relationships. The participants expressed intense ernotions, including rage, fear, sadness, 

and joy. One woman expressed her gntefulness for the group's "acceptance of my 

emotions-manger, fear, pain, love." The wülingness of group members to participate in 

group activities indicates that the p m g m  was effective in balancing both challenge and 

support to foster depth transformation. 

To design an effective transfomative group leaming program, 1 had to balance 

the content and process to support individual and group Ieaming. Imel(1996) explains 

that the balance between content and prwess changes dong a continuum of leamhg as 

the emphasis rnoves from individual Ieaming toward group leaming. Following 

Cranton's (1996) recommendations. my program design emphasized group process to 

support tmsformative group Iearning. For example, although 1 prepared content for each 

session, it was frequently necessary to set my agenda aside to focus on issues of 

immediate concem to the group members. As Cmton explains, transfomative learning 

groups work toward a common goal by engaging in critical reflection on their 

expectations. assumptions, and perspectives of the world around them. In the study 

groups, all of the participants were working toward the common goal of ending the cycles 

of abuse in their lives. Their willingness to engage in cRtical reflection on assumptions 

during the group process indicates that the program design was effective in supporting 

transfomative group learning. 

Selectin? P m n m  the Transtheoretical Changg Mode1 

Transtheoretical change theory provided me with practical guidance in selecting 

participants for group programs. Rocbaska et aL (1994) identify six stages in the 



cornplex process of change. moving from precontemplation toward termination. In their 

view, this process is sequential but not hem. They explain that most individuals recycle 

through this spiral process severai times before successffly changing a problem 

bebavior. They beiieve that matching challenges to the stage of change maximizes 

success. Initialiy, 1 thought that the group program would be most effective if dl of the 

participants were in the action stage of the change process. 1 developed my criteria for 

participant selection to idente  women who were at the action stage. However, as 1 

gained experience applying this theory in my practice, 1 realized that my criteria ûctuaiiy 

selected participants who spanned the stages of contemplation, preparation, action, and 

maintenance but screened out precontemplative clients. Rather than act as  a hindrance, 

this diversity among the participants enhanced the leaming process. For example, wornen 

at different stages shared their tools, strategies, techniques. and experiences. Women who 

were faaher dong in their process could see their progress. Women who were beginning 

their process expressed hope that change was possible. The common factor was their 

cornmitment to their change process. In my teaching log 1 commented that ai l  of the 

women were "committed to working on their own healing and growth." The increased 

rate of program completion reflected the effectiveness of selecting group participants 

using the transtheoretical change model. 

The graphic tool (see Appendk A) that 1 developed to explore the change process 

with leamers draws on the ideas of authors such as Mezirow (1991). Miller and Rollnick 

(1991), and Prochaska et al. (1994), as weil as my own experience. Rochaska et al. 

(1994) believe that understanding the process of change helps individuals c gain control 

of the cycle. and move through it more quickly. efficienùy, and with less p h  My 



experience in my group program supports this view. 1 used this graphic tool to help 

participants to iden* their progress and their process. For example, one woman 

expressed her satisfaction with having a tool that described her personal expenence. She 

exclaimed, '1 am going to pack this sheet with me wherever 1 go. They keep asking me 

where 1 axn in my h e m g  and now 1 cm point to this model and Say, T m  nght here!' " 

Their eagemess to understand their progress and process indicates the value of providing 

a pnctical visual tool to explain a complex theoretical process. 

The transtheoretical change model helped me. as a practitioner, in planning an 

effective thenpeutic intervention to motivate my female clients at different stages in their 

change process. DiClernente (1991), and Miller and Rollnick (199 1) identify motivational 

suategies that support clients throughout this process. In my program, 1 focused on 

promoting decision-making and strengthening commitment to foster successful change 

for women in the stage of contemplation. preparation. action, or maintenance. For 

example, a woman who was contemplating Living with a new partner asked for help 

evaluating the wisdom of her decision. Another woman, who was preparing to end her 

relationship, asked for help to weigh the pros and cons in the decisional balance. A 

woman in the action stage of developing healthy emotional expression told the group of 

her plan to reward her efforts with a weekend retreat. In a group session, a woman in the 

maintenance stage renewed ber commitment to continue setting clear boundaries with her 

family members. The participants' willingness to embrace their change process indicates 

the effectiveness of using the transtheoretical change model to plan effective motivational 

interventions by therapists. 



. ransformative lem in^ - in Thera~v Groilp~ 

To facilitate transfomative learning in therapy groups 1 attended ciosely to the 

complex nature of leaming groups. Armstrong and Yarbrough (1996) explain that the 

leaming group is dehed  by the complex m y  of characteristics of the group and its 

members, including age, gender, socioeconomic statu, race. and geography. For 

example, the study groups included women who differed in age, race, and socioeconomic 

status. Cranton (1992) identifies a complex array of characteristics that leamers and 

educators bring to the leaming environment, including personality type, culture, and 

experience. She explains that the leaming process may change leamer characteristics 

such as autonomy and values. In her view, the facilitator stimulates and encourages 

people to change and grow. For example, both the women in the study groups and the 

facilitators brought their personalities, culture. and experience to the learning 

environment AU of the participants brought their experience of spousai abuse, whereas 

the facilitators bmught their expenence working with abused women. By participating in 

the program, the women gained autonomy and exvnined values. By facilitahg the 

program, my CO-faditator and 1 gained ~e~conf idence  and enhanced our skills. 

Facilitating this type of learning group also required me to have an understanding 

of the complex webs of belonging that, accorduig to Daloz (1988,1999), may enhance or 

hinder growth for adults. The women who attended my program were enmeshed in 

complex farnily, relational, and community networks that Muenced their choice to 

change and grow. For example, one mother of five children was cornmitteci to changing 

her way of expressing anger toward her family. Another woman experienced pressure 

h m  her extended family to reconcile with her abusive partner. As a faciiitator. 1 



maintaïned an atmosphere of openness, welcome, and support that encouraged women to 

access prograrns as often as needed, and for as long as required. This approach 

acknowledges the cornplex factors that .tuence women's choice to change and grow. 

In my therapy groups, 1 attended to p u p  dynamics, group development, and 

group prwess. Foilowing Vella's (1994, 1995) principles for effective facilitatioa, 1 

focused on relevancy, immediacy, respect, and inclusion in my study groups. For 

exmple, providing a safe, respectful, and a f f i g  atmosphere fostered the women's 

participation in discussions and activi ties. Similuly . Heunlic h ( 1996) suggests that 

facilitators constmct leaming activities to address the unique character and needs of the 

learning group. For example, in my program I honored the unique character of each study 

goup by planning specûc activities and content to address relevant issues of immediate 

concern to the group members. I fostered group development by providing introductory 

activities as the groups formed, challenging activities as they worked together, and 

celebntory activities as the groups reached closure. According to Imel and Tisdeli 

(1996), facilitators affect leaming by ;inendhg to group process and by challenging 

leamers to take responsibility for their own leaming. For example, the women in the 

study groups were encounged to take responsibility for their own Iearning by 

contributing their experience, knowledge, and sidis in the group. Comrnents in my 

teaching log reflected my satisfaction with group process and group development during 

these prognms. I noted that during the fmt 3 weeks, the groups formed into cohesive 

working groups. During that time, the facilitators provided the structure and safety 

necessary for trust to deveiop. By the fourth week ai i  of the groups began to take power 

and responsibility for the direction of their program. They continued to work cohesively 



for the next 6 weeks. AU of the groups found closure difficult, because they did not want 

the group support to end. At the end of the first group program 1 wrote: 

1 have a sense of warrnth, pride and gratitude as we complete this group. The 
women have been so eager to participate in each step of the learning process. 
They have done their own work, been supportive, respecdul, caring and honest 
with each other. They have celebrated each other's success and supported growth 
and change. They aisted the group process. 

My thoughts about the second study group were also positive: 'Y have &y enjoyed the 

entire process of working with these hardworking women intent on their growth and 

change. The group was stable, committed, pdcipatory, supportive, respectful, and 

encouraging." Finally, reflectiog on the third study group, 1 wrote, "1 have never enjoyed 

a group as much as 1 did this one. There were 13 dynamic, growing, evolving women 

who ~éi l ly  worked hard. They were chalienging, supportive, caring, voderous, assertive, 

emotiond, dynamic, and powerful." 

Another ability that I needed to have was the ability to adjust faciiitator roles to 

the needs of the learning group. Cranton (1996) and Imel(1996) view group facilitation 

as an art  rather than a science, requiring educators to adjust and balance their roles to 

support the goals, purposes, and characteristics of each unique leaming group. 

Facilitating groups for abused women requires an understanding of the d e  of the 

educator as a rnidwife and as a mentor. Both of these roles describe a teachernearner 

relationship based on trust and c m .  Authors, such as Belenky et al. (1997), regard the 

educator as a rnidwife who preserves newbom thonghts and provides a culture for 

growth. For Stanton (1996) the rnidwifekacher brings knowledge, attentiveness, and 

care to the educationd relationship. Similady, as a midwifdteacher and connectecl 

therapist, 1 could idencify each woman's strengths, support her growth, and nurwe her 



newbom thoughts. At times. my CO-facilitator and 1 acted as reso& by providing clear 

factual information in educational sessions. We were coaches when we pmvided 

guidance as the women learned and practiced new skills. We were helpers when we 

adjusted our facilitator approaches to the hunediate needs of the group members. My 

experience during this snidy confirms that the art of the midwifefteacher is balancing 

when to teach, how to coach, and what to celebrate. 

On other occasions I acted as a mentor. For example, 1 embarked on a learning 

jomey  with each woman in the study groups. At thmes 1 acted as a guide by providing a 

safe leaming environment and by sharing my personal experiences. My CO-facilitator and 

I were rnodels when we demonstrated cnticd thinking and respectfd communication. We 

were CO-Iearners when the women shared their wisdom. At times, we acted as 

provocateurs when we posed problems and encouraged critical refiection on psychosocial 

and cultural assumptions. As explained by Bloom (1995). Daloz (1999), and Tanile 

(1996), the art of the mentor is recognizing when to waik ahead as a guide. beside as a 

cornpanion, and face to face as a provocateur. The participants' willingness to engage in 

the group process indicates the effectiveness of my balmcing the challenging and 

supponing roles in the teachernearner relationship. 

All of the abused women in my group program brought sensitivities to the 

leaniing environmen t Facili tating transfomative leaming in therap y groups requires 

constant awareness of the vulnerability of the participants. EKon and Williams (1995), 

Horsman (1999). and R u d e  and Ysabet-Scott (1995) agree that violence creates barriers 

to leamhg because it has an impact on the whole being. Homan maintains that 

sumivors of historïcal or current abuse experienœ intense emotions in the classroom, 



such as feu, anger. sharne, and a e f .  My CO-facilitator and 1 maintained awareness of the 

dynamics within the group at al l  times to promote emotional safety for a l l  participants. 

For example, in one session, several women expressed their anger toward their partners 

and toward the justice system. They were loud, intense, and vocal. For other women in 

the group. their angry voices triggered fear responses. Some women withdrew into 

silence and one woman dissociateci. Although it was important to provide an opportunity 

for hedthy expression of anger by sorne of the women, it w u  also essential to ensure that 

the other group members recognized that these women's anger did not pose a threat to 

them. Check-out provided an oppomuiity for each participant to express how she was 

feeling at the end of this session. My CO-facilitator and I offered clarification, feedback. 

support, and containment 

1 came to &e in this group, that to be effective in facilitahg transfomative 

leaming in therapy groups. 1 needed confidence and skiU in adapting a variety of 

strategies and approaches to the specific needs of group members. As Michelson (1996) 

suggests, 1 took a holistic approach thrt used various rational approaches and strategies, 

such as critical incidents and problern posing, as weU as various intuitive approaches, 

such as storytehg and art projects. Women appreciated being introduced to a variety of 

activities that they could use to continue their personal leaming joumeys. For example, 

one woman wrote in her journal, another made drawings and puppets, and a thud built a 

wooden box to contain her feelings. Similady, Cranton (1994,1996) stresses that there is 

no one way to teach or learn. Horsman (1999) maintains that di programming should 

integrate approaches that acknowledge the spirit, emotions, body, and mind. She explallis 
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that abused women engage in complex layers of hidden and visible leamhg as they l e m  

to exercise contml. build connections. and create meaning. 

One of the most important skills that I needed to work with abused women in this 

situation was an understanding of feminist therapy principles. According to Eberhardt 

(1994)' Pressman (1989), and Sinclair (1985)' this lcnowledge is very important Durhg 

the group sessions, 1 used feminist therapy principles to raise awareness of sociocultural 

issues related to abuse. For example, during one session, I posed questions to stimulate 

critical discourse about justice issues, such as the impact of the new domestic violence 

act on abused women's access to support seNices. These discussions enhanced the 

women's power by raising their awareness of their legal rights. The participants' active 

participation in the study group program indicates the value of offering an integrated 

prognm in leaming groups for abused women that acknowledges al l  aspects of their 

king and reflects feminist perspectives. 

owennn Women to Work Toward T ransformati 've b r n i r g  

Empowering women to work toward transfomative leaming was a key focus for 

me in this study. Cranton (1994) maintains that leamer empowement is not ody  a 

product of transfomative Iearning but ais0 a critical factor in beginning and maintainhg 

this process. At the beguining of the process, lemers are empowered through 

participation in decision-making and discourse. A learnedteacher relationship grounded 

in friendship and loyalty helps leamers to feel supported and comfortable. During the 

transfomative learning process, leamers are empowered through revision of 

assumptions, educator support, leamer networks, and taking action. Cranton maintains 

that learner empowement and autonomy are aiso the product of working t o w d  



transformative leaming. For example, early in the group process, women were 

empowered by engaging in decision-making and discourse in a safe learning 

environment As the group developed. women were empowered by participahg in 

chaIlenging activities, by receiving validation, and by developing support networks. 

Completing their group program empowered women to make positive changes in their 

lives. The participants understood and honored their progress in the change process. They 

recognized options, exercised choices, and experienced success. 

The women in my study groups experienced empowermenf growth and voice. 

Connected learning fosters women's empowermenf supports women's development, and 

encourages women's authentic voice. For example, in her post-group interview one 

womm observed. 'The groups helped me to open up my shell a linle b i t  Sharing my 

experiences and hearing about others' experiences helps you to look at things fmrn a 

different angle." Another woman explained, "In the group 1 opened up, laughed, talked, 

cned, and faced my fears and anger." The participants' increased confidence and positive 

action indicates that the prognm empowered women to tdce charge of their lives. 

My Personal and Professionai Transformative Leaming Journey 

Completing this study enriched and deepened rny experience in the art of 

teaching. Throughout this snidy, 1 engaged in a personal and professional transformative 

leYniag journey that focused on challenge and empowerment, phüosophy of practice, 

facilitation style, group process. and power dynamics. 

Completing this snidy has been both chailenging and empowering. The most 

challenging aspect of the study was to integrate bznowIedge from diverse areas of study 



into my practice as  a transfomative leaming practitioner. Cranton (1992,1998) and 

Mezirow ( 199 1) agree that drawing on knowledge from different disciplines broadens 

educators' perspectives. Designing the study group pmgram required the integration of 

knowledge from adult education, fexninist education, chical psychology, and feminist 

counseling. After completing a comprehensive review of the litenture, 1 applied the 

theory in my practice. 1 also brought my experience as a health educator and women's 

counselor to the task of facilitating the study groups. As Brookfield (1990b. 1995a) and 

Cranton (1992) point out, adult educators corne from diverse backgrounds and practice in 

diverse settings. Complethg this study provided an opportunity to enhance my skills as a 

facilitator and to apply my knowledge as an educator. 

My experience during this study supports Cranton's (1994) view that 

empowerment is a. critical factor in beginning and rnaintaining the tmnsfomative process 

as weil as a product of this process for educators and learners aiike. Fit, 1 was 

empowered by acquiring theoretical knowledge eady in the study. Next, 1 was 

empowered by applying this howledge with positive effects in my progrun. FiiaIly, 1 

was empowered by seing the leaming and growth in the participants as a result of rny 

progrun. In their post-group in t e~ews ,  the participants expressed gratitude for die 

opporninity to participate in a program designed to meet their needs at a critical time in 

thek learning journey. They appreciated the role that my CO-facilitator and I played in 

their growth. By completing this study, 1 have met challenges and gained empowerrnent 

1 have acquired an authentic voice as a comrnunity educator and women's advocate. 



hiiosoohv of Ractice 

Complethg this smdy afforded an opportunity to develop my personal and 

professional philosophy of practice that combined excellence in education with the ethic 

of care. Schweickart (1996) describes this philosophy of practice: 'The one carïng must 

maintain a dual perspective-one part devoted to the appreciation of the situation of the 

cared-for, another grounded in her own cognitive and moral values" (p. 320). As Cranton 

(1998) explains, "Developing a personal phüosophy of practice provides the grounding 

for aU other planning" (p. 70). Similarly, Brookneld (1995a) stresses the importance of 

developing a guiding vision that reflects the educator's ideological beliefs. My 

experience developing a theory of practice reflects Cranton's (1992) description of the 

process of working toward transformation for educators. Fm& during the planning stage, 

I made rny assumptions about education explicit and considered the sources of those 

assumptions. For example, as a feminist counselor 1 assumed that group programs 

provided the validation. connection, and support that would be particdarly helpful for 

abused women. Next, implementing the study provided an oppominity to observe the 

consequences of my assumptions and to question their validity. For example, I examined 

my assumption that women who were actively engaged in the process of changing their 

Iives would be cornmitted to participating fully in a group program designed to foster 

their leaming, growth, and change. FialIy, implementing and evaluating the study 

alIowed me to act on my revised assumptions. For example, 1 wumed that my criteria 

for group participation identified women in the action stage of change. ObseMng the 

participants during the nrst study group reveaIed that the women were in the stages of 

contemplation, preparation, action, and maintenance. Duxing the remaining stndy groups, 



1 adjusted my helping relationship to support and motivate womeo who were engaged in 

each of these stages of the change process. 

My program design reflected my philosophy of education, personaiity type, and 

teaching preferences. Developing a philosophy of practice provides a famework for 

making consistent, informed decisions about program planning, implementation, and 

evduation. Cranton (1998) maintains that teacher seK-awareness is essential for teacher 

excellence. For example, acting as a midwife and mentor honored my personal style and 

expressed my authentic self. During the study groups 1 strïved for excellence in education 

that was grounded in an ethic of care. As SchweicW (1996) suggests, caring for the 

women in my study groups required "an attitude of receptive attention or engrossrnent 

toward the one cared-for" (p. 319). Brookfield (1995b) stresses that becorning critically 

reflective is not only crucial for good teaching but also for teachers' survival. He 

maintains that criticai reflection minimizes our risk when acting for change. For example, 

as a feminist educator, 1 raised women's awareness of social issues regardhg abuse and 

encouraged hem to participak in action for social change. However, as a Department of 

Justice employee, 1 could not express dissatisfaction with judicial nilings or teach 

strategies for social action in my program. Developing a philosophy of practice helped 

me to balance my ideological values and my ethicd principles. 

Facilitation Stvk  

Completing this study helped me to recognize rny authentic facilitation style. My 

style reflects a holistic approach that acknowledges the mental, physical, emotional, and 

spiritual needs of leamers. Simüariy, Ellioa and Williams (1995) and Horsman (1999) 

recommend this approach. For example, women came to the therapy groups with hopes, 



fears, and expectations. They hoped to end the violence and change their lives. They 

feared exposing their vulnerabilities and sensitivities to others. They expected to l e m  

new skiils and explore new ideas. My CO-facilitator and 1 tried to be cognizant of each 

woman's ne& mentally, physically, emotiondly, and spirituaiiy during the group 

sessions. In my teaching log 1 noted, "Facilitators working in this type of therapy group 

prognm must be flexible, adaptable, and resilient They must be able to think on their 

feet. Group members bring issues to group and a& questions that demand answers." 

My facilitation style draws on the midwife/tt:acher role suggested by Belenky et 

al. (1997) and Stimton (1996). The women understood the nature and boundaries of rny 

helping relationship when 1 descnbed myself as a midwife who would be a resource and 

coach throughout theû group program. In this d e .  1 not only educated women about 

healthy rehtionships. personal development, and self-care but also nurnired their growth 

and encouaged their authentic voices. For example, during her post-group interview, one 

woman described her group expenence as a powerful "birthing procesa" She recalied, 

'The pain was so raw--it was open, it was fresh. it was oozing, but it wasn't bad." 

My facilitation style also draws on the role of mentor and guide descnbed by 

Daloz (1999). 1 accompanied the women in my study groups on a unique learning 

journey. The counselorlclient relationship. lasting from 6 months to 2 years, was based on 

trust a d  authenticity. As a ~ t e d  guide, 1 modeled respectfhi communication and 

hdthy lifestyle choices. For example, during ail of the group sessions, my CO-facilitator 

and 1 modeled respectful communication by encouraging group discussion and by sharing 

responsibilrties. In a group session about sehare, we modeled healthy Mestyle choices 

when I described how a kayak trip renewed my energy and she descriid how a yoga 



retreat fed her spirit One woman cornmented that she received encouragement fiom the 

facilitators "through relating their experiences on how they live a healthy life." Another 

women commented that the facilitators "modeled different options." A third woman 

ùianked us for providing "guidance and direction." 

My facilitation style was affected by changes in the facilitation team duriog the 

program. Due to staffmg changes in the Women's Program, 1 facilitated the fust group 

done, and the second and third groups with different CO-facilitators. This inconsistency 

not ody reduced collaboration about program planning but also reduced feedback about 

group process. As Brookfield (1990b) points ou4 "Skillful teachers are critically 

responsive teachers. Although they are sensitive to contextual factors such as 

organizational necessities . . . they have a clear rationale for their practice" (p. 196). 

Throughout the program, I focused on delivering affective client programs and adapting 

to the different personalities and styles of my CO-facilitators. In my teaching log 1 noted, 

"ln iheory, there is structure and form to program planning and delivery. In reality, this 

process must be very flexible and the facilitator m u t  be ressent and adaptable." 

Group process, in this study, was shown to be a powerful tool for group leaniing. 

Cranton (1996) maintains that the ernphasis in transfomative leamhg groups should be 

on process rather than content. In my teaching log, 1 reflected on the importance of group 

process in rny program: '4Faciiitatoa must let go of the need to teach specific content for 

leaniing to occur in these groups." V e h  (1994a) provides principles for effective group 

leaniing that educators cm apply to any informa1 comrnunity-based leaming 

environment Her principles encourage the educator to trust group process and group 



development whde remaining responsive to the learners' needs. Applying her principles 

in my program helped me to provide leamhg o p p o d t i e s  and to support the emerging 

group pmcess. For example. in my teaching log 1 repeatedly commented on the need for 

my CO-facacilitator and me to "step aside," "step back," or "stay out of the way" in order to 

support the group's process and development. 

Completing this study encouraged me to reflect critically on group process and 

group development The study reinforced my assumption that group programs are 

pdcularly helpful for abused women, because this program provided an effective 

levning environment not only for consciousness-raising and expenential leamhg but 

also for transfomative leaming. The women in the study groups experienced vaiidation 

and support in a safe, respectful, connected leaming environment; this helped hem to 

challenge assumptions and fostered their sense of empowerment. The small size (7 to 13 

members) and diverse nature of these groups encounged individual participation and 

thereby promoted group process and group development For example, within the first 3 

weeks, each group formed into a hard working leaming group intent on sharing 

knowledge, solving problems, and providing support. According to Imel and Esdeil 

(1996), small diverse groups tend to be more productive and enhance learner 

performance. Similady, Eberhardt (1994) points out that "8 to 15 persons in a group plus 

facilitators will allow an ideal variety of perceptions and attitudes" (volume 1 - p. 182). 

The group process was fueled by powemil ernotions as women chalienged their 

assumptions about love, family, and relationships. In my teaching log I wrote: 

The group is very supportive, cohesive, caring, and gentle with one another. There 
is a lot of trust, compassion, and sharing of experience and leaming. There is a lot 
of room for growth and r lot of support of women king just where they are in 



their uniqueness. 1 am delighted and encounged by the intensity and passion in 
the mom. 

These women were engaged in the emotional process of soul work and grief work that 

fosters depth transformation as described by Dirkx (1997), Grabove (1997). and Scott 

( 1997). In the post-group i n t e ~ e w s ,  each of the women d e b b e d  how the group process 

supported her learning, growth. and change. For example, one woman identüied how the 

group process (sharing experiences and knowledge, leaming about options, trying new 

things, facing fears) helped her take control of her life. When the the  came for the study 

groups to end, the participants had formed support networks to maintain their connections 

with one another. Their reactions indicate that group process provides essential support 

and effective connections for abused wornen. 

Power D e  

Completing this study deepened my understanding of power dynarnics and 

positionality in the leamhg environment, which feminist educators. such as Tisdell 

(1998), caution educators to be awue of. Cranton (1994,1996) suggests that the educator 

cm use personal and positional power effectively in transfomative learning groups. She 

suggests that educators begin by giving up positional power (authority and control) while 

maintainhg and using personal power (expertise, authority, and loyalty) to encourage 

equal participation in discourse and promote learner decision-making. Later, after 

establishg a confortable, coilaborative atmosphere, the educator provides challenge 

and support as leamers critically examine their perspectives. Similady, I used my 

personal power early in each group program to establish trust and safety for the 

participants. Later, when the women were comfortabie in the group, 1 h w  on this trust 

relationship to challenge and motivate the participants. I also held positional power not 



only as a counselor and facilitator but also as an educated, Caucasian woman. 1 sought to 

reduce my positional power by Stting in the circle, participating in check-in, and king 

approachable and friendly. As the study groups progressed, rny CO-facilitator and I 

provided oppominities for participants to exercise power by alIowing them to identify 

relevant issues and appropriate activities. The wornen conaibuted their experience and 

expertise io discussions and activities. My CO-facilitator and I modeled healthy attitudes 

by ensuring that power was shared arnong the participants and us. In the group setting, 

the participants progressively practiced assertiveness and experienced empowerment. 

Similarly, Maher and Tetreault (1994.1996) suggest that the classrnom can be a 

relatively neuaal environment to explore the complex power relations in groups and 

society. 

Conclusions 

Based on the findings of this snidy, sevenl genenlizations rnay be made which 

may be of interest to other addt educators working with women who have expenenced 

abuse in their intimate relationships. I offer these generalizations here in the form of six 

conclusions. 

1. Women who have experienced abuse engage in the complex, multidimensional 

process of working toward tramformative learning through the rnind, body, emotions, 

and spirit. Theonsts working in adult education. feminist education, and clinical 

psychology recognize this holistic process. Each woman in this program engaged in this 

process in her own unique w q  and in her own tirne. Transfomative group leaming 

programs c m  act as a catalyst at critical times in the transfomative leaming process. 



Programs that provide support, challenge, and ernpowement can foster growth. 

development, and change for women. 

2. Transfomative group leaming programs are effective when the program design 

and facilitator approaches match the participants' readiness for change. Women at al l  

stages of the change process can benefit from group programs designed to address their 

specific needs. Rochaska et al.'s (1994) transtheoretical change mode1 is a practical tool 

that counselors and facilitators c m  use to assess mdiness for change. In my study. 

women who were in the contemplative, preparation, action. or maintenance stages 

benefited from participating in a transfomative group learning program. Women who are 

in the precontemplative stage might benefit from a different program designed 

specifically to meet their needs. 

3. Transfomative levning educators c m  benefit from developing a philosophy of 

practice that refiects their authentic self. This philosophy provides a framework for 

m a h g  ethical, consistent, and informed practice decisions. Developing skills as a 

critically reflective and intuitive practitioner is cruciai for educators. Engaging in criticai 

self-reflection ensures teacher authenticity and maintains awareness of the use of 

personal and positional power. Developing intuitive sWs involves receptive attention to 

the needs of leamers. Working with abused women in therapy groups involves the 

inkgration of theoretical knowledge from adult education, feminist education, clinical 

psyc hology. and feminist counseling. Practitioners need prac tical skills in program 

planning and group facilitation. 

4. Transfomative l e m h g  educators can benefit fiom developing a faditation 

style that reflects their philosophy of practice. personality. and personal style. In 



transfomative learning groups, facilitators rnay need to adjust their roles in response to 

the ne& of the participants. The roles of midwife/teacher and mentor can be usefid to 

foster transfomative leaming among abused women. These roles combine the ethic of 

care with the search for educational excellence. 

5. Transfomative learning educators require skill and confidence in adaptiog a 

variety of strategies and approaches to their practice setting. Responding to the changing 

needs of group participants in therapy groups requires creativity and flexibility. During 

this snidy, several strategies and approaches fostered transfomative leaming for abused 

women in the group program. These stntegies include creating a learning environment, 

attention to group dynamics. fostering empowerment, and challenging assumptions. A 

holistic approach, involving the use of both rational and intuitive approaches, was 

effective in fostering transfomative leuning. The rational approaches include cntical 

incidents, problem posing, brainstorming, de-play. critical thinking, and aitical 

reflection. The intuitive approaches are storytehg, metaphor anaiysis, journaling, art 

projects, writing and poetry. and creative visualization. Rational approaches may include 

intuitive clements and intuitive approaches may include rational elements. 

6. Lamers and educators both experience empowerment by engaging in the 

transfomative leaming process. Empowerment is not only a product of transfomative 

leamhg but also a factor in beginning and maintaining this process. Connected learning 

and teaching provides the balance of support and challenge that empowers women to 

work toward tmnsformative Iearning. 



Recommendations 

Based on the preceding conclusions. 1 offer six recornmendations for fostering 

transfomative learning in group programs for abused women. 

1.1 recommend that transformative leamiag practitioners integrate knowledge 

from adult education. feminist education. clinical psychology. and feminist counseling to 

design transformative group leaniuig programs for abused women. #en practitioners 

have these broader inclusive perspectives. they should be able to design more effective 

group leamhg programs. 

2.1 recommend that transformative leaming programs be designed with attention 

to rnatching program design and facilitator approaches to participants' readiness for 

change. 1 advocate the tanstheoretical change mode1 as a practical tool bat facilitators 

and counselon cm use to mess participants' stage in the change process. I recommend 

that practitioners offer different prognms for women at different stages in their change 

process. Specificdy. 1 recommend that women who are in the contemplative, 

preparation. action. or maintenance striges of change attend a program designed to 

motivate and support individuais in in of these stages. However. 1 recommend that 

women in the preconternplative stage attend a program with a diffelent program design as 

well as different facilitator approaches. This attention to design and &sessrnent could 

enhance the effectiveness of group programs in fosteMg transfomative learning. 

3.1 recommend that transformative learning practitioners develop a phiîosophy of 

practice to guide consistent, informed, and ethical decision-making in their practice. A 

teaching log is a practical mol for critical self-reflection on practice and for generating 

intuitive knowledge. A teaching log helps educators to maintain trustworthiness, 



authenticity, and responsiveness. This attention to developing an authentic voice should 

promote excellence in teaching. 

4.1 recommend that transformative leaming practitioners act as  rnidwifdteachers 

and mentors to combine excellence in education with the ethic of care in their prognms 

for women. Adapting one's facilitator roles to meet women's needs should enhance 

program effec tiveness. 

5.1 recommend that facilitators use a variety of strategis and approaches to meet 

the diverse needs of learners in transformative leamhg programs. Facilitators in these 

programs can reflect the hoiistic nature of transformative learning by applying both 

rationai and intuitive approaches in creative and flexible ways to support group 

development and group pmcess. This attention to the mental. physical. emotiond. and 

spiritual aspects of the learners should enhance program effectiveness by fostering 

tram formative learning . 

6.1 recornmend that transfomative lemhg practitionen provide a connected 

learning environment when working with abused women in order to empower them to 

work toward transfomative learning. This type of learning environment provides the 

balance of support and challenge that women need to grow, to develop, and to change. 

Completing this study enriched and deepened my experience in the art of 

teaching. Daloz' (1999) metaphor eloquently d a m e s  rny understanding of the role 1 

played as  guide, mentor, and midwife for the women who participated in my group 

programs: 
Like guides, we walk at times ahead of our students, at trimes beside them, and at 
times we follow their lead. In sensing where to wak Lies our act For as we 
support our students in their smggie, chdenge them toward their bat, and cast 
Iight on the path ahead. we do so in the name of our respect for their potentid and 
oar care for their gmwth. (p. 244) 
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APPENDIX B 

Group Participation Assessrnent Tool 

1. Relationship with F W y  Violence Prevention Unit: 

a) Are you currently receiving individual counseling? 1s your partner in the 

Assaultive Husband's Pro-? 

b) Do you think that group counseling would be of benefit in addition to individual 

counsehg? 

2. Abuse profile now: 

a) Are you currently in a relationship where there is violence? 

b) What foms of abuse are you experiencing at the present the? This may include 

p hysical, psychologicai, emo tional, fuiancial, social. and sexual abuse. 

C) Are you afraid for the safety of yourself or your children now? Are you king 

strilked? Are there threats agakt your Me? 1s the violence in your relationship 

getting worse? 

3. Histoncal abuse profile: 

a) What foms of abuse have you experienced in the past in this relationship? 

b) What foms of abuse have you experienced in other reiationships? 

c) What foms of abuse have you experienced in your family of origin? 

4. Practical concems: 

a) Are you cunently with your partner? How would you describe your relationship 

right now? 

b) Do you receive financial support h m  your parmer? 

C) DO you have concerns about housing, food, or transportation? 

d) Are you the primary caregiver for your children? 

e) Do you have legal custody of your chiidren? What axe the access arrangements 

for your children? Do you have day care? 



5. Relationship with the criminai justice system: 

a) Are you currently involved in legal proceedings regarding child cutody, assadt 

charges, peace bonds, no contact orders, probation orders. separation 

agreements, divorce proceedings, witness protection prognm, his tohl  abuse? 

b) Do you need legal assistance? 

6. Physical and emotional health: 

a) Do you have any current medical concems about the health of yourself or your 

cMdren? 

b) Do you ever feel depressed? 

C) Have you ever attempted suicide? AR you currenily considering suicide? 

d) Have you experienced the death of someone close to you? 

e) Are you currently using substmce-s to cope? Do you consider that you abuse 

substances? Does your partner use or abuse substances? 

f) What helps you to cope with stresses in your life? 

7. Support network: 

a) Who helps you the most in your family and your community? 

b) Who hinders you the most? How? 

C) What has helped you the most in the pst when you have needed support? 

d) What other agencies or senrices are involved in your life nght now, for example, 

Mental Health Services, private counseling services, Employee Assistance 

Programs, Alcohol and Drug Senrices, Health and Sociai Services, Family and 

Children's SeMces, Child Abuse Treatment Services, Victirn Semices, First 

Nations Justice Cornmittees, RCMP, Transition Homes, faith community? 



8. LRarning style: 

a) Have you attended other p u p  prognms in the past? What did you like the most 

and the least in that experienœ? 

b) What types of leaming activities do you enjoy. for example. discussion, 

activities, videos, art projects, readiag. How do you lem k t ?  

c) What leaming will help you the most right now? 

9. Cornmitment: 

a) Are you willing to make a cornmitment to attend the group sessions for 10 weeks 

in addition to individual counseling? 



APPENDIX C 

Interview Guide 

1. Please reflect on the most significant change that you have k e n  making in your life over 

the past year. 

a) What triggered you to start the change pnxess? 

b) What did you do that helped your pmess? 

c) What got in the way? 

d) What motivates you to keep moving forward? 

e) What have you discovered about yourseif that d o w s  you to engage in the change 

pmess? 

2. As part of your change process. you chose to seek individual counseling and you 

completed a group prognm for women who have experienced domestic abuse. 

a) How did you know when you were ready to seek counseling and to participate in 

a group program? 

b) How has counseling and group work helped you with your change process? 

C) What cüd you need from the group leaders to support your change process? 

d) What did you need fiom the other women in the group to help your change 

process? 

e) What did you dislike about group work? 

f )  What is the most signiticant leaming that you will take away h m  the gruup 

prograrn? 




