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As the Stopping the Vîolenîe CouIlsenor at the North Island Crisis centre part ofmy 

maadateistopmvide~on~onaidawaraicssactivities~theca~.kOvatbe 

~4yesrstheCentn'swomeo's~coorcanatoraedIhave~~presentatomtold 

pibIic~~serVœgroups,aPdtheIocalcollege.Wehawatsoc~mmem~ratedtheannivasary 



Limame am violence m o n  (Ambast Wilder Famdaton, 1995; MacLeod, 1989, 

1994; Wbitanan & Wekerle, 1997), ahcation fOr social change (Andci, Burke, J a m g  MMn, & 

Thomas 1996, BmdcMd, 1983; Fr* 1997, Hope & T i  1995), and participatory resestch 

(Ml, 1 9 7 5 , 1 9 7 9 , 1 ~  bht@q 19a1; Mc'Taggmî, 1997; Park 1993; M h ,  1983; Smith, lm, 

Staecker&Bona9ch, 1992)encansgesconnnrniitiestotakem~deh~as 



mdivi&ais or as O ~ O X I S .  Findhg by Amherst Wdder Folmdation on prwenting nrraI 

violence danonsirate that programs led by co~~imimity groups are more successful m preventing 

vioiaice than those led by police or the crimmal justice systmi. MacLeod (1989) in 'The City for 

Womea. No Sde Place'' reports that there is a neeâ to encourage local women's leadership in the 

development of policies to reduce women's fear and victimization. She goes on to say this will 

promote full participation of all members of the community and thus 'teduce the VUltlerability, 

. fear and victmüzation of women" (p. 45). These findings duenced my decision to chwse FPR 

because this strate= encourages the participation of local women in addressing local problexm 

Uirough a collective edllFSlfiVe proces. 

I chose the FPR strategy for two additional reasons. First, I wanted to initiate a research 

process that muid lead to the exploration of these questions: What do women in our commmity 

h o w  and feel about violence against women? Do they cunaitly protect themselves? Ifso, how? 

lfnot w b t  can they do to feel safer? What changes, if any, do these women recommend for the 

community or local organizatiom? Being open to these thematic questions wouid assist me in 

using a problem-posing approach as advocaîed by Paulo Freire (1997) before engaging in 

problem solving. Tbrough this problern-posing process the educator provides a fkunework for the 

participants to think, to analyze, and to consider problems and then find solutions (Hope & 

Tmunei, 1995). Moreover, answers to these questions could help me as a community educator to 

betta undentand local womm's Srpenence and perceptions of violence and could assis me in 

designhg fimire pevention &cation activities. 

Second, I wanted to employ an educaîid strategy that could mvolve cornmunit, 

women m leaming abouî violence prevention and influencing change in their own thoughts, 

feeiings, atîitudes, and behaviours tirat may lead to local action, Thus, 1 wanted to address the 

inactivity of the cummuniity in regard to violence agamst womai by imtiating an educationai 



pmces that edwaîes and anpowers local women and -w membas to bewme active 

participants in the Wtation of violence prevaition and local change. 

Piupose of the Shidy 

My overall intent was to learn how to encourage local women to leam about and prevent 

violence in th& lives and m their commUDity. The pinpose of this s t d y  is to identify whether 

FPR can facilitate such a h'beratoxy leaming proces, one tbat tesulis in pasonai and social 

change. As a f i  ad& educator 1 am concemeci with the effdveness of the mepies  

women-serving organizatiom use to educate the commUIUlty in the pvention of violence aga& 

women 'Ihrough my work as a iiiemîory adult educator and fanimst counselîor for women 

srwivors of abuse, 1 have corne to appreciate the leamhg that cornes fbm shared expexieices, 

consciou91ess raisin& and conscientkation (Freire, 1997). Bridging the social change education 

methods of adult education with a feminst and participatory rs*irch process muid provide a 

dynamic megy for addt educators to use in prevdon educaîion work. 

The profcss of fcminist participatory research draws upon the p ~ c i p k s  of ffaninist 

pedagogy and participatory research. Through this study 1 seek to add insght into two questions: 

(a) Can the use of FPR hcrease I d  grassrwts involvement in violence prevention education 

and lead to personal and social change? (b) What skiIIs and howledge are useful for an duit 

eduûitor to possess in order to u n d d e  a FPR pnness? In exploring these cpestiom this sady 

descnk a process that may be usefui to otha adult eduaitoIs ïnvolved in social change and 

Iicberatory education and emancipatory research m kir own cornmunifies 



UsingaFPRproœsasanediLcetonfmsocialdiangetook thissttdydescribesthe 

pierinmg, implemartation, and evahiation of this strategy as a meaas to addrrss the prevaition of 

vioi~sgamstwomm.FPRisaprocesstbat~todeveZoptbeaiticalconsei~ofthe 

nseerchaandpartiàpantgto~vethe~ofthosemuOhzd,andto~rasoQal 

~ a r d ~ - T h e s e ~ I e s w a e d t o g u i d e t h e d e v e l ~ p m e n t a a d p s o c e s s o f  

the 'Women for Co- Safay" that was impléménted berween FebnÜiry aad April 

of 1999. I)raing this project five local women paaiapaSed m a series of- sesicm that wae 

d e s i g d  to (a) i d e  issues of c o q  @) enaurage the participants and mysdfto leam h m  

one another about violence agsmst womeq and (c) develop -011s fbf change. Tbis 

pjectwasfOUdbyanwahÜaionthatusedpaadpst-pmjectevahrabionf0misaswellas 

~individualinterviewswithpartiQpantstoidaitaycbangesinthoughS~and 

actions they arpaienced as a result of participahg in the study. FPR was evahiated fbr its 

efktiveaess as a violence prwention -on tool and education for social change process. 

FPR projects are idedy plamied, documented, and d r e d  by the participants. 

However, becme becarise study was part ofmy academic leaming experieace dis ideal wm iimited 

Whae possiIe peraapants 
. . 

assistedwithp~andwereHdeed~~-resesrdias,andco- 

learnasinthisprocesn Thisthesisisnotcu-I(Ufhbied; raîherI wrote itwahdiefùiisupportofthe 

maPenta 

Theissueafviolei#reagamstmme~lisbroedaodmchidesnoto~~=sféarof 

vioknce m the puMc and the private domains, but also dationsbip abuse, datmg viol- 

d d a k i s e ,  semaiabuse, andsdassault Asacesultitwasazasqto-tûe 

f8QLPt0~0mea's~safityca~cemscmdOearmthefollowingdomamg(a)piblic~ 



ag;mLptwomaiwahmcomnnmitiesaadthe~wledgemeriSofwomea'sparti~laK,wledge 

ofthese hues. In this regard the issue of violence ageiast womm in mtmiatt telationships, a 

fomaf'tioIes~cp.~&offenocwinawoman's hmq isnorrbe~ioaisofthissaidy. 

Ins tead~sh idy i s~wi ththe leve lo f feerard~woaienhavemthefOurarras  

menitiODedabove. For ex~mpie. mregard to homesafaybfoarsisonhow SaféwomenWin 

tbar homes and thér fear of possible Brtruders. 

Atthough I made efEbrts to iachide womai h m  d sepmm of the ccnnmit8ty' h s e  

w h o v o î m t d t o  parti~eweredWtntewomai~ee~ltheagesof25 a d  50. I,too, am 

~andwi tb in~egerange .Thesewomeo' spr imaryocarpet io~]~ imroW~~rbhg ,~  

for chil- attedbg college, or a combination of these advities. The wices missmg âom the 

shidy inchide women who are aborigd, senior, le&& adolescent, disabled, and visible 

mmorities SevenJ.sourcesofdatawae~ondiaingthereseerchpmcessto~the~left 

by these misshg wices. These inchudeci MacLeod's (1989) piper 'No Srdé P h :  A C i  for 

Women," and Johnson's (1996) book Dannaous Domsins: Vto1e~~e Anaiast Womai m Canada 

ThesetworesoirrcesmchideatfKzCanadianwomai's~ofviolenœ~abuseard 

bnng their voices to îhis project. 

Additional nsources an caaed upon fOr this p r o j e  I coaiplaed a iiremm search on 

ooaal~&cetioo,~Raad~olro~eagaiastwbmeimthe~ofcommumtysafety, 

andtherdeofaBilteducatianmvid~prcvaiti011Iibiüad~esIformdaseducational 

rcsarrcesfbrparticil>ants-Idnwuponsevaalren.reic*iadensMlyfor~dcarrYmg 



out the pject, espeaally hose addressmg education for social change and FPR or participatory 

Drawing b m  both my own Srperience in wodMg t o w d  preventing violence a@st 

women and the principles of participatory mearch 1 used the foiiowing set of assumptions to 

guide my project design, facilitaiion, and evaluaîion. My füst assumption is that social change 

research and education has an obligation to irnprove die lives of the participants. Thus, 

mformation collecteci through this process was oriented toward serving the interests of the 

dominated or exploited. A second assumption is that the pasonal Ilspratives and orai historia of 

these women are valuable sources of infomatio~ The participants and 1 coiieaed and d y z e d  

this information throughout the pmess and we challaiged or validateci the meanings of these 

individuai experiences h u g h  collective dialogue. My third assimiption is that participatory 

fe~eafch is profoundly educatiod and can influence both cognitive and emancipatory Iearning. 

E d d o n  w i t h  this proces is rmdastood as leaming ttuough searchg for meaning and 

understanding and then tmslaîîng this knowledge into action Fourth, 1 also assumed that 

feelings and motions an effective as guides to action. Emotions can unearth the depth of an 

issue and its meanhg for the participant and co~l~equentiy steer the corne of learning, 

invatigation, and action Fmally, 1 assumeci sharing catml of the leaming process with the 

paxticipants is necessay to encourage the women to take control of the oppressive forces that 

affect th& lives. 

S w d  assu~lfptio~ls about violence aga& womea influenced how the study was 

org;mized and kilitated. These inchde the followiug: (a) ad& victims of abuse, sexual d t ,  

and sewal harassmait are predominanty f d e ;  @) womea have the ri& to ikedorn h m  fear 





Fo~owhgthish!rochxctorychapter~ diapter2 reviewsthedwiiterahire. These topics 

mciwieaddtechtcationforsoQalcbange,femimst~nseardi,andviolence~ 

~0men.uichaptet3Id~thepraaiceoffemiaist~cipatoryre4eardi~the 

psmtdonofthe Women~Co~Safnyp~ojectIinitiatedaad~edmordatoshidy 

~~eriessofthisprocess1chapter4Idisaissand~howthesa$ysupports,  

chanenges and adds to the disarssion off- participatory repearcts the praaice deducation 

for social change, andthepmmtionofviolenœagaiaPtwwim Ifaq Ianatyletheuseailnessof 

f m i i n i s t p a r t i c i p a t ~ r y ~ h a s a n ~ d p r o a s s t o ~ g O Q a l d ~ e f ~ ~ n a t c h a n g e  

l~tonidmduadconmnmityimiohrpmaththemovemadtopmnm~olare~ 

womai. InthecloSmgSeCtiO~ofchapt~4I~anddrawconchisomasto  the^^ 

of th midy to the fidd afaduh &cation and the practice o f a m  m o n  educetiw. 



To develop the theoreticai background for this study 1 reviewed relevant literature. This 

study of feminist participatory research P R )  as an educational and research pcess m dation 

to the prevention of violence agahst women reqwred the review of the literature h m  t h e  areas: 

ducation fo;social change, feniimst participatory researcb, and violence agairist women As FPR 
4 

is an educational process that advocates for social change and the elimioaton of oppression 1 fkst 

explore the mots of this process through a rwiew of the education fOr social change literaaire. 

This discussion includes an examination of adult education and social movements, the pedagogy 

of Paulo Freire, and l i o r y  feniuiist pedegogy. Second, I explore three broad topics withh the 

megory of FPR 'fhese inchide the two r-h areas that inform FPR participatory and 

feminût research Also wkhin this category I explore the critiques off- and participatory 

research that are offered by feminist participatory researchers. F d y ,  I review the literature on 

violence aga& women with a f' on the social context of woman abuse, women's féar in the 

cormu*, and the role of ad& education in violence prevention. It is not possiile witbin the 

confines ofthis review to mver each topic in detail; rather a review of the key features in the 

liteniture fiom each area is used to provide the foundation needed to understand the roots of this 

process and its applicability to this study's phming, design, and fkdhtion. 



AduIt Education for Social Change 

Adult ducation has a long history of involvement in social change. This history developed 

h m  movementç inspirai by radical educators who believed that education should not be isolated 

h m  the econornic, political, and suciai realities of society and can be used to change dominant 

ideologies. Adult educaton and fe~earchers who are part of these movements and who follow these 

theoretical underpinnings are found in diverse settings and use a variety of strategis to facilitate 
4 

leaming for Iiberation. They share in the vision of adult educators of the laie 19th and early 20th 

cenhiry who helped found the field as a distinct endeavour (eg,  Coady, 1939; Lindeman, 1926). 

During the last 40 years of the 20th century their work ha- tended to f d  toward the margins of 

practice due to the trend toward professionalization whereby rnainstrearn adult educational 

practitioners accept the given social structures. These are the structures thaî social change adult 

educators challenge through their wock. 

Selman and Dampier (1 99 1) state that adult education is a "means of ernpowe~g 

individuals to gain a meanire of contml over their circumstances" (p. 1 17). Through a rather bnef 

discussion of the history of Canadian social change education, they provide examples of projects 

i n i t i a  with specSc economic, social, and political ends in mhd such as the Antigonish 

Movement and the Women's institutes. Through the Antigonish Movement of the 1920s and 

193Os, exploiteci fishermen, farmm, and miners were assisfed by adult educators Jimmy Tomp kins 

and Moses Coady in joining together to set up credit unions, canneries, and cooperatives (Selman & 

Dampier). Brookfield (1986) descnies how Coady set out to assist cornmunity members iden* 

concans, explore needs, develop action plans, I d e  resources, and Unplement change. Coady's 

purpose, suggests Brookfieid, was to mate  dissatisfxtion with current conditions and develop 

critical outlwks that would lead to community activisn. This was achieved by going into the 



cornmunity, holding mas meetings that addressed the need for social and economic change; these 

meetings l e .  to networks of s m d  study groups and kitchen meetings to identiw problems and plan 

solutions. 

The Women's Institutes provided a forum for women to discuss their ideas and to advocate 

on important women's issues. Adelaide Hoodless, an educational refonner concerned with 

womenos issues during the lare i%h century, recognkeci the need for institutes Ihai wouid irnprove 

women's dohestic practices; these institutes were carried out Ui such a way that "leamuig and 
b 

action were shared efforts among the manbers" (Selman & Dampier, 199 1, p. L 2 1). Selman and 

Dampier descnie how the initial concem of home economics was quickly broadened to include 

issues such as community improvement, arts, citizenship and 0 t h  areas of concem to women. 

They explah thai Women's institutes were popular fonuns where women could express their views 

prior to their right to vote. 

Brooffield (1983) reviews many cornmunity-leaming projects in his book on addt 

educaîion and the community. He argues that moa development and activist initiatives have m n g  

educational cumponents in that participants are engaged in the intentional and purposeful 

aitainment of specifïed knowledge and skills, as well as leaming experkntially. This history shows 

that adult education undertaken by the people of a comtnunity can facilitaie social action and bring 

about change in that community. 

Much of social change education today is connected to community education and 

comrnunity activist projects just as it was in the early yean of the 20th century. Broo ffieId (1 986) 

suggests that aduit education can still work with community activist gmups to enhance the 

ducational dimension of their activities. He argues, however, that today the social purpose of adult 

education is often neglected in favour of the perfection of technique, needs assessments, and 

hsüuctional designs. Yet, he points out that the leamhg that goes on in communities today still 



adheres to the original purpose of adult education. The adult leaming that occurs in communities is 

"United by a cornmon vision of a society based upon the principle of social justice, participatory 

control, and democratic decision makaig proceses" (Bmffield, 1986, p. 164). 

The current texts on education for social change oflen draw upon tmmfomiative 

educational theory to define their practice. For example, Arnold et al. (1996) state that 

and p u p s  a d  seek to transfomi power relationslips between teacher and leamer, education and 
4 

society, and among leamers. Arnold et al. define education for social change as "an approach to 

education that is in the interest of oppressai groups. It involves people in a process of critical 

analysis so that they can, potentidy, act collectively to change oppressive structures. The process is 

participatory, creative and ernpowering" (p. 5). The practice of addt education for social change is 

onen done in the cuntext of wider movernents for social justice. 

The Link Between AduIt Eduation and Social Movements 

Social change education is linked to social movernents, and several authors (Arnold et al., 

1996; Brooffield, 1983,1986; Crowther & Shaw, 1997; Tobias, 1996) discuss the educational 

potentiai of these movements. Crowther and Shaw argue that social movements provide the 

purpose and CeSomes for coilective leaming experiences: 

As germinafors of alternative values and ideas social movernents bring vision to ou. 
understanding of the existing order.. .. For adult educators they are a resource because 
they are explicitly educational and conûibute to the creation of a aitically informed 
public through the dissemination of ideas, values and beliefs which are in opposition to 
the statu quo. (p. 267) 

Crowther and Shaw connect aitical leaming to participating in social action and conclude that such 

involvement helps adult educators reaiink the dimensions of learning that occur m community 



action work. Tobias recognizes that adult education is linked to a range of social rnovements and as 

çuch can be viewed as a fom of sociai, cultural, and political practice. Social change education 

provides a vision of the füture without which "our fùtures would be impoverished" (Crowther & 

Shaw, p. 274). 

better withinlhe themmunity and within larger society. These movanents may involve validating 

lived experiences, promoting consciousness raising, or engaging in collective action. Bmffield 

(1983) descriies social change education as a Liberating mode1 of cornrnunity adult education He 

purports that adult education senes as a "compensatory and readjwtment mechanism concerned to 

promote the collective weU-being of an identifiai disadvantagai or disenfknchised group" (p. 69). 

Both BrooHeld and Amold et al. (1996) descnbe liberatory education as that which is in the 

interest of oppressai groups. Whatever the context or location, the work of social change educators 

is intent on making a ciifference in the name of social justice. Today social change practitioners and 

theonsts continue to encourage other adult educators to consider the social and political 

implications of their work (Arnold et al.; Brookfield; Freire, 1997; Love& 1988). Arnong the more 

influentid of these theorists is Paulo Freire. 

Pedagogy of Paulo Freùe 

Social change practitioners around the world have drawn upon Freire's philosophies and 

ideas as justification for their work (Arnold et al., 1996; Haig-Brown, 1995; Hall, 1975; Hope & 

Tirnrnel 1995; Lmett, 1988; Women's Self Help Network, 1984). This wolk includes commMity 

development, commUIUty education, literacy campaigns, feminist pedagogy, aboriginal education, 

anti-rack education, and participatory research to name a few. As Freire's philosophical 

foundaîions and methods are cornplex, they are cüEcult to Summarize; an overview is insuffiCient 



to do his work justice. 1 do, however, provide a glimpse of the pedagogy that made him a leader in 

social change education 

Freire's persunai experiaice with poverty and his Christian faith heled his moral 

imperaiive to side with the oppressed and exploited. A Brazilim-hm educator who worked in 

literacy campaigns, Freire was innuenced by a Mm& critique of education and built his theories 

wirhin the contexr oihis historicai beginnings, poüticai beiiek, anci a pst-revoiurionary sociery , 

(Mayo, 19941 Mayo conchdes that Freire's writings are Udexpinned by the coexistence of 

Christian and M d s t  ide& ... which constitute the basis of a very important politico-religious 

social movement" (p. 5). Mayo emphasizes that this movement embraces a vision of a society 

transfomed into one fke b m  al1 f o m  of structural, explicit, and impIcit violence. Conti (1977) 

summarizes Freire's philosophical foundations as a cornmitment to populist rather than 

representative democracy, a betief that education is not neutrai and must concem itself with raishg 

the consciousness of the oppresseci, and the conviction that only through collective dialogue and 

action can a solution to oppression be found This philosophy led Freire to an explicit analysis of 

how oppression occurs and a rnethod of achieving the liberdon of both the oppressed and 

oppressor. 

Freire (1 997) originated .the problem-posing method of liberatory education. He cautions 

however, that this method was developed in a p d c d a r  context and urges 0 t h  practitioners to 

develop sûaîegies that are appropriate to the sethg in which they are to be used. Allman (1988) 

and Weiler (199 1) point out that Freire is kquently r d  without consideration for the context in 

which his theories were developed and thaî adult and community educaton often fail to distinguish 

between the philosophical approach and the methods used. They each conclude that Freire's 

methods m o t  be used in isolation h m  his philosophy and context, and that the domestication of 



his theories and methods is indeed a problem. The rnethods in question, namely problem-posing, 

dialogue, conscien~or i ,  and praxis, are described below. 

Problem-posing. According to Freire (1997) those seeking to raise the conscious~less of 

others must respect the values and cultures of those with whom they work. Pmblem-posing is a 

means of addressing issues that are relevant and meaningful to the people who bring with them 

cuicvai expectations and expenences of social discrimination Freire describes probiem-posing as a 

dynamic pr&ess thai le& the oppressed into personal and mia l  Liberation: 
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In problem-posing education people develop their power to perceive critically the way 
they exist in the world with which and in which they h d  themselves; they corne to see 
the world not as a static feality, but as a reality in pmess, in transformation (p. 64) 

Through this pmcess a gmup of people work together to describe and analyze the mots of their 

personai experiences to create social connections and mutual responsibility for change (Wallerstein, 

1987). The problern-posing method of Freire has its own language to descnbe aspects of this 

process. This language includa key concepts such as dialogue, conscientization, and praxis. 

Dialogue. Freire (1997) describes mainstream ducation as a banking method of leaming 

whereby the expert teacher depotiis knowledge into the empty vesse1 that is the student mind. He 

believes that each individual possesses valuable knowledge and that only through dialogue with 

others, the authentic form of communication, are participants able to talk about and identm their 

reality (Butterwick, 1987). Dialogue is "the encornter between men @] mediated by the world Ui 

the name of the world" (Freire, p. 69). 

Conscientbation. C o n s c i e n ~ o n  is the process of developing a critical social 

conscience. This process is grounded in the lives and experiences of participants. Critical 

consciousiess is matecl through an awareness of the socio-culrural reality that shapes peoples' 

lives and their abilïty to ûamforrn that ceality (ButterWick, 1987). 



Praxis. Praxis is a concept that recurs in Freire's writings. Praxis is a cyclic process 

whereby action and reflection occur sirnultaneously, with lieration as a result. Freire advocates for 

a kind of intellectual pra.xk that is capable of traosfonning a leamer's consciousness and cm lead to 

social and political action (Mayo, 1994). Problem-posing, through dialogue and the 

conscientkation process, sets the cycle of action and reflection into motion. Hope and Timmel 

and lectures iS important to this process. 
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Roles and Qualities of Social Change Educators 

The tramformative education process of Freire has added to and oflen inspired the fiterahire 

on the roles and qualities of liberatory adult educators. Fr- (1 996) argues that the educator's role 

is îündarnentally to enter into dialogue with the participants Freire (1 997) also concludes that this 

dialogue cannot exkt without profound love for the world and people, humility, and faith in human 

kind It is this stance that builds trust and hope in the people the educator works dong side. Below I 

present a bnef suxnmary of the fiterature that discusses the d e s  and qualities needed by 

practitioners who work in the field of social change education. 

Several social change educators use the terms animator or facifi tator to describe their role in 

the education process (Arnold et al., 1996; Blondin, 1971; Hope & Timmel, 1995; Shor, 1980; 

Titmus, 198 1). Amold et al. use the word faciiitator to descnie their role as it denotes an equal 

relationslip between educator and participants. They indicaie that they also use the temi animator 

because facilitator de-emp hasizes education as a poiiticd activity . Blondin uses the more political 

tenn of animator whose role it is to assist cornrnunity groups in the development of their ability to 

innuence change. He explains that the animator helps the group develop skiu in analysis and goal 

setting? promotes cohesion among participants, and assists them in i d e n m g  relevant information 

to use in the p u p  process. Accordhg to Titmus, the animator acts as a catalyst and resomce 



pemn in a dernocratic pmess where the emphasis is on the ducational value of the experience, 

the acquisition of 1-g skiils, and the process of personal development Hope and Timmel view 

the role of the liberatory educaîor as a three-pmnged including facilitator, animator, and 

coordinator. The facilitator provides the pnness ensuhg open communication and addressing the 

grop prucess needs. The animaior gives spirit and Mie to the group by engaghg the group in 

criticai ttiiniaog, hereby neiping Uie group deveiop its creative potenciai. The coordinator ciraws 

events, peoplé, and actions together helping the group make sense of its experience and maintain 
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motivation and direction. Like Hope and Timmei, Shor identifies multiple roles for the social 

change educator including faciiitator, advocate for missing perspectives, lechirer, discussion leader, 

mediator, clearinghouse, and Librarian. In addition to identifying the roles of the educator, the 

literature on social change education suggest that these community educators possess certain 

qualities. 

Hope and Timme1( 1996), influenced heavily by Freire, mggest that educators be g o d  

listeners and have the ability to establish solidarity and trust with the participants. They descnibe 

how social change education leaders can do this by using the skills and qualities that are 

characteristic of counseling practitionen. These include engaging in problem formulation with 

people, using empathy, building supportive and carhg relaîionships, possessing good observation 

skills, and h a h g  weli developed interpersonal and group comrndcation skills. The work of the 

British Community Work Group (1973) discusses similar characteristics and suggests that the 

worker must be able to build relationships characterized by trust and confidence, adapt to different 

circumstances, and be sensitive to the gmups Pace, adjusting themselves accordingly. 

Through social change educafion leamexs enter hto a leaming process not to acquire fxts, 

but to explore their d t y  in a social exchange with others. The intent of social change education 

is radical. Being radical, according to Hope and T0immel(1995), means "going to the mots" (p. 



16). Racism, classiSm, sexism, homophobia, and otha oppressive structures are often found at 

these roots. Oppression makes the lives of millions of people around the world painful and 

inhumane. It is here among the disenhchised, p r ,  and oppressed that social change educators 

do their work. This work of€en includes the criticai analysis of issues relating to gaider. The 

women's movement has added much to the discussion of education for social change. 1 now tum 

Liberatory Feminist Pedagogy 
a 

Three bodies of knowledge innuence the fiterature on liberatory feminist pedagogy. These 

include the critical pedagogy of Paulo Freire, faninist theory, and the method and practice of 

f a s t  pedagogy. These theoretical discussions contribute to the understanding of FPR in that 

feminist participatory researchers draw h t l y  h m  the learning rnethods of the women's 

movement and adult education while chailenghg the patnarchal attitudes of education. 

Furthemore, feminist pahcipatory researchers often fhd thanselves working as both academics 

and activists. 

Leaniing and the women9s movement The key to understanding the educationai 

potentiai of liberatory f e s t  pedagogy is to examine its mots, narnely, the women's movement, 

and its method of conscioumess-raiskg. The womm's movement, like the social movements 

discussed in previous subsections, is profoundly educationai. However, its educational aspect is 

unique, as Miles (1989) explains: 

Educational theory and theories of knowledge and leaming are centrai to the women's 
movement and to feminists in ways that are not tnie of other social rnovements. For 
feminists, personal change and growth are not guaranteed by-products of siruggie that 
many Manusts and other cadicals have tended to presume. Feminiçts, instead, consciously 
structure their practice to rnaxjmize personal transfomation as both a means and end of a 
süuggle which explicitiy refuses the separabion of process and product (p. 4) 



Miles descn"bes this critical educational process as a leaming experknce that encourages equality. 

provides students with skills, resources, and intellectual twls to challenge oppressive social 

sixuctures, and iategrates vocational training, personai empowerment, pasonal ailightenment, 

and social action. In addition, Miles points out that social movements challenge the sepration 

between daily Me and knowledge production. A distinguishing feature of the women's 

movemenr is ùie renisai by heir  ieaders to &vide subjecr marter by discipline, preferring insied 

an Uiterdiscip- approach to real problerns and b&g d o m  the monopoiy of howledge by 

recognizing leamers as howledge creators. Grounded in the subjective experience of women's 

Lives, leaming through the women's movement fiditates a collective investigation of the wodd 

and the self. The prirnaiy proces in which this has been achieved is through consciousness- 

raising. 

Consciousness-raising. In anaiying Freire's conscientization method and the 

consciousness-raising strategis of the woman's movement, Butterwick (1987) concludes that 

while conscientization is well known in the field of adult education the ''emancipatory power of 

consciousness ra ihg activities within the women's movement has received limited attention" (p. 

19). In North America consciousness-raising began in the late 1960s among wornen who were 

active in the civil rights movment and who began to dernand that the stmtegies used by civil 

cights groups to achieve @ty be used to address women's hieraiion. Weiler (1991) explains 

how this consciousness raising focused on issues relating to the sexual division of labour. As the 

women's movement began to reach l e s  radical women it lost its cornmitment to comrnunity- 

based coliective change, focusing instead on individual and pasonal empowennent. Accordingly, 

it fomd expression in fonnal education Buttemick is of the opinion that coIlSClo~~~less-mising is 

the foundation of educaiional activities of the women's movement and, although in a different 

forni, it contmues today thmugh women's studies classes, women's centres, and job re-entry 



programs. Hart (1990) States that consciousness-raising 'kckons with the intemal and external 

effects of power, which precisely makes it a fom of emancipatory leaming entaihg the process 

of criticai reflection and self reflection" (p. 48). The women's movement and its process of 

conscious1ess-raising has contnbuted to feminist theory and faninist pedagogy. 

Feminist theory. Feminist theory oonûiiutes to libemtory feminist pedagogy in its 

bmpkk on Uic ïiatiüïiï G V ~  S U Ü C ~ I Ü ~  p ~ e r  rclat~m~ and 'hc kk to the nûinm'~ iilfi*a~ai. 

Tisdell(1993) States that ferninist theory de& with the nature of strucîural power relationships 
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and interlockhg systems of oppression %ased on genda, race, clas, [and] age" (p. 21 1). 

Faninist theory '%aiidaies differences, challenges universal claims to truth, and se& to create 

social transformation in a world of shi fting and uncertain rneanings" (Weiler, 1 99 1, pp. 449450). 

Butterwick (1987) describes three common themes of faninist theory. The h - t  includes the 

beiief thai wornen are oppresseci, but that this situation can be changed. The second is that the 

personal is politicai, which rneans women experience unequai power relationships in their 

penonai iives that contribute to their stnictural oppression in society. The third is that the 

development of a feminst consciousness can lead to personal and social transformation 

regardIess of the ideological differences between feminists. 

Feminist pedagow. Maher (1987) notes two bodies of literature on feminist pedagogy: 

gender-focused literature which addresses the development of penooal growth and 

ernpowexment and liberatory Literature which addresses structural change and includes direct 

social action. Tisdeil(1998) organizes ferninist pedagogical iiterature into three models. Fim, like 

Maher she inchdes a psychological mode1 that focuses on the individual with an emphasis on 

personal awafeness and individuai differences. The study of women's ways of howing by 

Belenky, Clinchy, Goidberger, and Tarde (1 986) is a good example of this mode1 of inquiry. 



For Tisdell's (1998) second and third models she divides the liberatory mode1 discussed 

by Maher into two streams of thought: structural and pst-structural feminist pedagogy. Structural 

faninist pedagogy is concerneci with challenging social structures such as racism and patriarchy, 

whereas the post-structural mode1 emphasizes the "shifting identity of student and insûuctor [and] 

positionality of dl participants, includmg the instructoi' (p. 145). Positionality is a term used by 

p o s t - 5 ~ ~ ~  Rminists ta idm&t as 44mmshon bc%~srn 'bz individual mil the in;ascctiiig 

structurai syslerns of privilege and oppression that affect how participants construct laiowledge, 
a 

discuss their own expenence, and intemct in the classrwm" pisdeil, p. 146). This involves 

naming one's oppression and one's privilege. B r i s h  (1990) and Gupta (1993) discuss post- 

struchiral theory in relation to the teaching and leaming in the classroom. Identifjing oppression 

and privilege is a way ferninist teachers can address the contradictions women experience as 

leamas, teachers. and change makers. 

Liberatory femuiist pedagogy utilizes the essential concepts bom of the women's 

movement to exempli@ its emancipatory intent that is different h m  that of non-femlliist social 

change education. Feminist pedagogy, argues Bri& (1990), is about teaching h m  a feminist 

world-view. This involves teaching in a way that recognizes relationships of power, values the 

experiences of women, and incorporates the affective, emotiod, and experiential aspects of the 

leamhg process. The philosophy, the method, the context, the content, and the pmcess of a 

leamhg event are perceived through a gender lais. One of the interesting themes in liberatory 

feminist fiterature is the critique of addt education. 

Feminist critique of adult education. The feminst critique of adult education points out 

the dearth of information on the experiences of women within the fieId Hugo (1 WO), Burstow 

(1994), and Smith (1992) have noted the gender bias in the study and practice of addt education. 

Hugo States that duit education has a class conscience but as yet no genda conscience. Hugo and 



Smith report that hïstorical accounts of women in adult education are sasly  kkhg as women are 

seldom disaissed in the literattlfe due to the power men hold in definhg the field and detenmning 

what actually COIlStituta aduit educaîion. Some male &t educators do, however, attanpt to 

Associates, 1990) but thk is cleady the exception rather than the mie. A ment book by 

MacKeracher (19%), a fernale addt educator, is one of the fèw Canadian texts on aduit education 

As une example of how adult education is strongly i r i f l u d  by male thinkm and male 

hegemony, w&ich prMleges male d e l s  of leanring, Blrntow (1994) points out that although 

Malcolm Knowies contniuted to ad& education by c l m n g q  the top-dom models, he stül 

projecis a libaal male bias in his w o k  Burstow claims thaî thk sets up a lemhg system d e r e  

ad& is synonyrnous with male, and preference is given to male modes of l e m  

There is a ciear prefernce of mdependence over both depemleme and interdependence; 
isolation over relation; the iadMduai over 6% the expM over the mipIicit; the 
straigh f o m d  and hi@y directional over the tentative, the groping t o m  and the 
divergm the cognitive over the ernotional; the objedve over the subjective or 
mtasubjective; and the logicai, scientilFic, and hiw m d l e  over the artistic and non 
Mmnc.  (p. 6) 

Burstow conchides that what contirrues to dominate addt  education is the white middie ciass maie 

Severai authors M e v e  that the women's chaüenge to a&it e&&m bas the potendal to 

add to its &al purpose (Miiles, 1989; Staiker, 1998; Weiler, 199 1). Miles for ex~mple, says that 

women's adym and integration into ad& &cation 'livould streagthen the anpOrtant and 

&ily many of the pedagogicd phiples they have deveioped and worked with ova decades" (p. 

2). Staiker, in a recent discussion ofwomen in ad& edudon history, States that aEthough 



woaxm have pushed past oppressiw niisogynhic Mers in adult education, there is much to be 

aduit educators a aew appreciation for the women in adult education's bistory '%ose 

CO mniimient and vigw srrrngthened the fielà" (p. 249). 

Furthmore, Weiler (1991) criticke.~ Fr& for bis use ofthe male referait and iack of 

d W o n  of the abstract temis he uses. In Freire's wntll>g, argues Weiler, oppression is assumai 

to be a sbared acperiaice. She points out thet Fr& does not address overlapping fonns 

of oppression tbat occur, nor does he qlore the combination of priviiege and oppression 

ercperienced by some educators (e.g, abonginal women). The underpmimigs of pst-stnictdist 

femimst pedagogy are visible in Waler's discussion of oppression and authority. She 

demonstrates that fariinist pedagogy cm inform Freire's theories by suggahg  a "S'ited theory 

of oppression and subjectivities, and for the need to consider the contradictions of such universal 

daims to truth or process'' @. 455). 

Fembist critique is not Med to the analysis of the misosyaist attitudes and gender blind 

aspects of aduIt &cation as a discipline. The iiterature ah addresses the distmction between the 

Femmism. the çommunitv. and the academv. When the litemûue on &minkt pedagogy 



succeeded in chaaguig the public u n d d g  of d e  violence, creatmg networks of 

o ~ o n s ,  devdophg publications, and coritribriting to the mass &cational endeavour of 

shatiag the c'consciomess of the Canadian public in terms of affhmiion of women's nght to 

equaüty" (p. 1). 

Activism and theorking are both important sources of knowledge creation and need to be 

feunited. W& and Ristock (1991) m g m Z e  that women's studies would not exkt without the 
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activism of the women's movement and, simiMy, many actRist ferainists corne to academic 

women's studies programs to ground their camrminity work in the femimst Reraîure and to gain 

credentisls. Although there is much overiapping and both &cles can and do leam from one 

. . another, bridging this gap is not easy. -Rdûnan (199 1) demonstrates how the 

Canadian Researcti IostiMe for the Advancement of Womm (CRIAW) provides a context wdhin 

wtiich 'Yerninists scatterd m a variety ofinstinitioaat coutexts may work togeiher, leam fim each 

another and develop new ways to undentand and to change societal hsthlions and to transfi,m 

potriarcha1 social stnicbres" (p. 28 1). 'Rh bridging of a d v h  and the academy through research 

is not aew and holds promise for umttig ad& &cation, activism, and femioist pedagogy and 

rese~uch in th& pursuit of& change. Fammst Partiapatory Research acts as a catalyst fbr 

bridghg d u d o n  and research as a dual process whai lcberation is the pRmary purpose and whai . 

individuals and cornmunities are interesteci in resesrchmg and learrriog abwt problems that 

contnbute to th& opp&on 1 now hm to a review of Femimst Participatory Research 



knowledge of womai to facilitate wornen's iiberation. A review of the fiterature on FPR 

illustrates its f&st mderpùuùngs and the cntique of mainstream, participatoxy, and feminist 

research I begin this section with oveniews of participatory and feminist resemh and then 

discuss FPR's cntique of both participatory and feminist research. 

margins of thé field Adult dufation is still dominated by a positivist and empiricist research 

approach @eshler & Hagen, 1989). Yet, liieratory adult educaîors who involve themselves in 

research activities choose to align thanselves with research processes that refld their philosophy 

of liberation. Participatory research is one such process. The fiterature on participatory mearch is 

influenced by commUI1ity development worken of the south, feminist research, and 

transfomative adult edudon intended to counter domination and exploitation. The terms used 

in the participatory research literaîure are varied; for example temis such as activist research, 

participatory action re~eafch, praxis reseafch, transfomative research, and coilaborative research 

have been used. Today, adult educatois with a liberatory perspective ofien use the term 

participatory research (e.g., Gaventa, 1988; Hal, 1992; Maguire, 1987; Park, 1992). This 

perspective regards participatoly reseafch as a vehicle for the creation of local knowledge, as a 

process of learning about oppression, its ongins and rernedies, and as a catalyst for the use of 

popuiar knowledge and ski11 to inform and engage in social change. 

The goals and purposes of participatory research stem h m  its beginnings in the south 

and marginalized groups in North America. Yeich (1996) recognizes that participatory research is 

greatiy ùinuenced by the work of Paulo Freire, specifically his emphasis on community contml, 

developing a cntical cooscious~less, and generatitlg leaming through dialogue and interaction 

with others. Gaventa (1988) points out tbat in the United States and other developed countries, 



participatory research has developed and flourished and is used by adult educators who work with 

communities addressing power structures and with nght-to-how movements. Much of this 

development is in response to the ineffective and exploitive nature of ûaditional social science 

research done on marguialized people and groups. 

Hali (1975) argues that orihodox social science research methodology used to snidy 

i~i-pinalizcd peoplc is bascd OII kj i z ~ c a ~ h a s  tû develop an âpproxh ta 

understanding human behaviour that resembles the nahlral sciences. Park (1 992) argues that the 

techniques used by these researchen a .  @id and privilege the experts, who control the 

production and distribution of knowledge for theu own gain. Brown and Tandon (1983), Hall 

(1979), and McTaggart (1997) challenge traditionai social science as ovasimpii£jhg reality 

and promoting the myth of objectivity while being elitist in nature. HaIi suggests that this 

position views the production of knowledge as a commodity wherein the information gathered 

tiom the people is packaged as books, seminars, or journal articles and sold for money, 

prestige, or power while the need to help the people h m  whence the information came is a low 

priority. Hd also points out that for adult educators, this contndicts the principles of their 

practice. 

Participatory research was conceived as  a way to respond to the needs of oppcessed 

people. Its purpose S to bring about progressive social change. Definitions of participatory 

research h m  the literature reflect the emphasis toward social justice, solidarity, participation, 

morality, and action that characterize this approach. HaU (1992) d e s c r i i  participatory research 

as "a social action pmcess that is biased in favor of the dominated, exploited, poor or otherwise 

ignored men and women and groups" (p. 16). Park dehes participatory research as "a way of 

cmting kuowledge that imlves leaming h m  investigation and applying wbat is learned to 

couective problems h u g h  social actionT' (p. 30). Sirniiarty, Cancian (1993) emphasizes that 



"participatory research is a radical type of activist social research in which the people king 

studied or the intended beneficiaries of the research have s u b t i a l  control over, and 

participation in, the research" (p. 93). This research appruach contains several themes unique to 

participatory research - participation, politics and change, empwerment, and the d e s  of the 

researc her. 

Participation. Pdcipants are expected to be Fuii participants, not rnereiy invoived as 

respondents dr subjects of a study (Deshla & Hagen, 1989; McTaggart, 1997). They share in the 
. 

way the research is conceptualized and practised and how the resuits are used. This participation 

is a fom of democratic knowledge creation through dialogue, and its success rests on the 

existence of a functioning coliectivity (Park, 1992; Stoecker & Bonacich, 1992). Gaventa (1988) 

points out that this collective inchdes people who want a voice in decisions that affect their lives - 
- such as civil rights groups, environmentalists, or labour unions. Participation, clarifies Gaventa, 

Uicludes encouraging participants to draw upon their popular knowledge that may include 

cornmon sense, folklore, or local wisdom. 

Politics and change Participatory research practitioners and theorists agm that this 

research paradigm is pro f o d y  poiiticai. Brown and Tandon (1 983) explah that participatory 

researchers have a cornmitment to an explicit ideological perspective that fuels their work. 

McTaggart (1997) States that these explicit politics "aspire to cornmunitarian and egalitarian 

polih'cs" as people work towards justice (p. 6). Hall's (1975,1979, 1992) numemus Wt'tings on 

the subject support this view. He States that the research pmess is the liberation of the oppressai 

and the mobilization of these people to create solutions to social problems. Cancian (1993) 

challenges the notion that 'kal" participatory research must include actions thaî radically d u c e  

inequaiity and produce social traasforrnation. Mead, she believes a project should be judged a 

success ifit leads to change at the cornmunity b e l ,  &etal level, or if it assists in the 



development of a critical consciousness for individual participants. Park (1 992) similarly notes 

that many participatory research projects provide little collective action but instead change the 

behaviour of participants, raise comciousiess, or strengthen community networks. 

Empowerment Participatory research empowers participants in severd ways. Petras and 

Porpora (1993) explore empowement and powa dations and suggest that fosteing dialogue 

ernpoweringthe community. Seeing its efforts taken seriously, "the cornrnunity accordingly 
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begins to take itself seriously" (p. 1 15). Deshler and Selener (1 99 1) discuss how "through the 

reduction and elhination of economic, social, political, and technical oppression" the research 

activity can conûiiute to individual and local empowerment @. 1 5). Deshler and Selener 

conclude that t r ans fodve  research can ernpower participants to take practical action as 

individuals or nnpower groups to change oppressive structures as part of a popular liberation 

movement. Cancian (1993) discusses participatory research as persody empowerhg because 

participants leam dica l  thinkllig Mis and research skills, increase their cornpetencies, and 

make new social contacts. Furthennore, Park (1993) emphasizes the personal gains of 

participants, as individuals becorne ''more aware, more critical, more assertive, more d v e ,  and 

more active" (p. 2). These gains are a direct consequence of participahg in the research process. 

Participatory research process. One feature of participatory research is its reluctance to 

develop a step-by-step guide or concrete mode1 to folIow (Hail, 1975; Park, 1993). This is due to 

the unique nature and context of each participatory ~ s e a r c h  project. Park states the design m u t  

be a reflection of the needs of the people involved and should emerge h m  their experience. Haii 

defines participatory research as a process involving three cumponents: research, education, and 

action. According to Deshler and Selener (1 99 11, the research, education, and action processes are 



not separable but rather overlap and give participatory research its strength. Although in practice 

they are not separable, each cm be extrapolated in theory. 

The fmt component is the research pmess; there is contmversy as to whether 

participatory reçearch cm be calied research, because it does not adhere to the canons of scientific 

rigour. However, McTaggart (1 997) argues, 'Participatory research is research, not just poiitical 

activisn or oppositional politics. . .it is about the conscientious objectification of concrete 

experience mid change" (p. 7). According to McTaggart, cntics are typically ignorant of the 
a 

methodological literature that defines this pmcess as a reseafch sûategy. Park (1993) responds to 

the daim that participatory research does not keep proper distance h m  the subject, and thus 

compromises objectivity and validity, by stating participatory research cannot be judged in terrns 

of positivist science. Park explains that these criticisms corne h m  a branch of science that 

quates valuable knowledge with what the natunl sciences create. Park (1992) clairns that by 

doing this research adult educators expand the domain of intekchial knowledge and 'him up side 

dom the relationship between theory and pracbce, and restore the place of ordinary people as 

creaton of knowledge" (p. 3 0). For Hall (1 975) the process is equaliy important: 'Research 

cannot be justifieci solely as the basis for intellectml exercise.. .it is important that the community 

or population gain not only h m  the resuIts but h m  the process itself" (p. 29). 

The second cornponent is the educational aspect, which is undisputed as a key elment of 

the participatory research pmess (Deshler & Selener, 199 1 ; Hall, 1975; Park, 1993; Stoecker & 

Bonacich, 1992; Yeich, 1996). Park argues that participatory mearch is profoundly educational: 

Education here is understood not in the sense of the didactic transmission of knowledge 
characteristic of much clasmm teaching, but rather in the seme of leamhg by 
searching, or researching. The result of this kind of activity is Living knowledge that gets 
translated direcdy into action, because it is mateci with this concrete appropriation in 
mina (p. 3) 



Park descn'bes this as a direct path between knowledge d o n  and its utilization. His 

perspective links the reçearch and educational aspects together. Hall also makes this connection 

when he states that the 'Yesearch process should be seen as part of a total educational experience 

which serves to establish community needs and increase awareness and cornmitment in the 

cornmunity" (p. 29). Hall also connects participatow research to adult 1 e . g  principles, 

pointing out that unlike conventional research it is based on adult needs and emphas~es what 

adults can d o k  active participants in the process 
I 

The third component is action; imlike traditional research, participatory research is directed 

toward liieratory change. The Literanire has iittle to say on action as a process in itself. Like the 

previous two components of participatory research, action is dependent on the whole process. 

Action is ofien the visible aspect of the process in which the research has provided usehl 

infoxmation upon which to act. Stoecker and Bonacich (1992) argue that the participaîory research 

pmess helps people behave more democratically white trying to fight racisn, classisrn, sexism, 

and other oppressions. Consequently, the emphasis is on change as a d t  of the inquiry. 

Smith (1997) points out how participatory research is sirnultaneousiy a method for 

research, a process of education Ui the development of a critical conscience, and also a generator of 

action. She illustrates the action-reflection cycle a s  part of the whole: 

A group of people collectively entm into a living pmess, examining iheir reality by asking 
penetrating questions, mulling over assumptions related to their everyday struggies, 
dehierathg alternatives, and t a h g  meanin@ actions. They sûip away the veneer of life 
circumstances, revealing the foundation of why things are the way they are. This back-and- 
forth, action-reflection process develops increased critical coosciousness arnong group 
members. People in PAR are o v d y  political, working to change the status quo where 
unjust social, economic, and decision making structures ex& to break k e  of constraints, 
and to open up possibilities on both inner and outer levek. (p. 177) 

Smith's description explores the cormection between education for social change and participatory 

reseach. Both processes are concemed for social justice and the ctmtion of a critical 



conxiousness. Both draw upon the action-reflection process to uncover these injustices and both 

uisist on facilithg change in people's understanding of their situation and the structures of 

oppression Participatory research adds the research component to the work of education for social 

change, making it educational research for social change with both the participants and addt 

educator leaming through researching together. This process involves adopting specific roles that 

are aljo sharcd G r  ncgsbkd viirh tliz piuticipaiits. %7liie hzre is not a grcd deai on infomauon 

on the roles of the mearcher in the participatory research process, what is written is heIpful to 
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understand how the facilitafion of this process cm look in practice. 

Researcher roles in participatory research. Groff (lWS), Smith (1997) and Law (1997) 

argue for the researcher to use roles that are appropriate to the needs of the group, encouraging d e  

sharing w hen possible. These various roles are discussed in participatory research literature and 

c m  include process consultant and process moderator (Hughes, 1996), advisor (Yeitch, 1996) 

motivator, organizer, and educator (Maguire, 1993; Park, 1993) t h e  manager (Groff), and co- 

Iearner (Brooks & Watkins, 1994; Brown, 1982; Couto, 1987; Hall, 1975). These d e s  are similar 

to those of the social change educator discussed earlier. However the participatory research 

Literature, concerned with role and power sharing, discusses how these roles h m  researcher 

to participant and the consequaices of this for the mearcher. 

Smith (1 997) and Groff (19%) point out that researchem often m u t  balance these various 

roles, shifbng to appropriate strategies as required by the grog's process and the stages of the 

research. Smith suggests that this balancing is a skili that develops with practice and with attention 

io cues and feedback that r d t  over tirne and with involvement in the action-reflection pmess. It 

is for this reason that Smith argues for guidance for those researchas with limited experience in 

group facilitaîion, participatory methods, and contlict resolution. Groff emphasizes the need for the 



researcher to be seGaware, seKkiticai, and rely on intuition and ratiodîy d e n  negotiathg 

these d e s  thmughout the research process. 

In a participatory research study of parents of childm with disabilities Law (1997) found 

that over time the participants assumeci greater controi over meetings and discussions, and her role 

then aitered between support person and fiicüitaor. She found it was important to recognize this 

SM and know when to disengage fiom the group so that they cikected the process. These shifting 
a 

roles are unique to each participatory research project and &en result in ambigu@ as d e s  shift 
b 

between researcher and participant. Law stresses that the researcher needs to be cornfortable with 

arnbiguity bg.ause ofien it is unclear the M o n  the process wiii take. Moreover, the role the 

researcher adopts wiil depend on the circumstances and stages of the research process as weil as 

on the level of the goup member's participation Smith (1997) argues ïhis ambig* is 

delirate, as it allows responsiveness to the particular situation and the people involveci" (p. 187). 

Sùnilariy, Brown suggests that mntinued ambiguity about method is desirable for participatory 

research because t keeps the process flexiile and vital. One of the purposes of participatory 

research suggested by Smith is to shift the "power-over relations to a power-with and power-f?orn- 

within" through the research process (p. 173). This shift in power is demoastrated in the sharing of 

roks between participant and researcher, which as disaissed previousiy, is one ofprinciples of 

participatory research. 

Feminist Researrih 

Feminist research has its orïghs m bath the critique ofthe positMst social Saence 

paradigm and the wornen's movement The aitîcisms of majnstrearn social research by f i  

researchers rnirror those of participatory researchers- Here 1 give a bnef synopsis of the feminist 

research critique of traditional social science research I also nrmmarize the b&c tenets of 

femmist researck 



Criticisms of social science research. Similar to participatory researchers, feminist 

mearchers challenge the cl* by social scientists to objectivity and value-fixe research (see 

Chovanec, 1994; Gelsthorpe, 1992; Lather, 1986; Maguire, 1987). Lather argues that just as there 

is no neutral education there is no neutrai science because research paradigms infierently reflect 

the researcher's beliefs about the world. Chovanec concurs and states that because science is not 

value k, researcii cannot be neunai. G e l o r p e  expands on rhis notion in her deiinition of 

f& research: . 
Feminist research is seen to be antipositivist; it involves a link between beliefs, life and 
research; it is opposed to what is sometimes termed b'decorticateù" theory - theory which 
is essentiaily specuiative, concerne. with abstractions and does not reflect knowledge 
grounded in lived expenence. (p. 94) 

Gelsthorpe also states that feminist research is often accused of lacking objectivity; ironicdy, this 

is pmisely the concept ferninist research questions and smtinizes as a myth. Objectivity, argue 

feminists such as Gelsthorpe, is not possible as mearchm and the researched b ~ g  their own 

subjectivity to the work they do. This subjectivity is a primary source of knowledge upon which 

feminist researc hers draw . 

Maguire (1 987) points out that feminist research has cailed into question the centraiiity of 

male power in maiaseeam research. This aspect of the critique h d s  its ongins in the women's 

movement. MaguVe explains that in the early days of ferninist research, women "came to 

recoguize that the study of women was absent or marpinaiized in their respective disciplines" (p. 

76). The women's movement did for feminst research what it did for feminist pedagogy in 

h g  previously private and personal circumstances into public ones for the researcher and 

researctied, and the educator and leamer- Keily, Burton, and Regan (1994) state that early 

definitions of feminist research centred on the creation of "bowledge about women through 

resmh with women" (p. 29). Stanley and Wse (1990) recognize this definition as a d o r i  to 



the existing sexual bias in social science resmh, but it was soon seen as too sirnplistic because 

~tegones  such as women, gender, and structure Wed to address assumptions and 

genemlizatons within them. Women shared expaiences but not necessarily the same mes. 

Stanley and Wise explain that the experiences of black feminists and lesbian feminists had, until 

this point been invisible. 

During the 1980s, women of color and lesbian mearchers placed the ditf'erences between 

women on e&y f d t  agenda and demanded a reworking of whaî ferninism meant (Joyappa 

& SeK 1996; Reinharz, 1992). Today, the f e d s t  research iiteratun: reflects and addresses the 

diversity of the feminist movement This diversity includes feminist research that adhem to 

research paradigms that add to the body of cumulative knowledge as weii as those thaî 

"maximize the research process as a change enhancing, reciprocally educative encounter" 

(Lather, 1988, p. 571). 

Several authors argue that femuiist research is transdisciphary (Joyappa & Martin, 1996; 

Merriam & Simpson, 1995; Stanley & Wise, 1990), multipamdigmatic (Lather, 1988) and has 

Little agreement in t e m  of method and practice (Joyappa & Self, 1996; Maguire, 1987; Reinhan, 

1992). 2). this literature suggests is thai feminist anpirical efforts are not a monolith; rather, 

they consist of many voices, cut across numerous disciplines, and lack a single definition of how 

to do feminist research. What they have in cornmon, states Reuihan, is the women's movement 

and women's experiences of outrage and hope. Reinh;uz also argues that a consensus on method 

might prevent diversity h m  hcreasing within feminst research. It is this "cumulative 

multiplicity," she argues, that assists feminist researchers as they look '70 each other for concepts, 

tesearch designs, thmries, and inspiration" (p. 246). Joyappa and Selfstate there is no universal 

women's acperience and fwinist research therefore grolmds itseif in the "global agenda of 

impmving the liMs of women in the specinc circurnstances of individual cornrnunities where it is 



p d c e d "  (p. 16). Which theory, method, or topic a f W  reseat.cher uses depends on that 

resean=herYs personal fifi pwpective, discipline, and political agenda What has becorne 

important is the acknowledgement and na- of these dBêrences and locations. 

Tenets of ferninist research. Although fénnmst research is diverse, it shares some 

cornmon tenets. F ' i  fimin& research is the doing of feniinisn and facilitating womai's 

Lieration Reinhartz (1992) states that a femuiist penpective is not a method but rather a way of 

viewing the world. It can adhere to Lierai, iiberatory, Manch, socialist beliefk, or stem 60m any 
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number of political leeoiops. It may indude methods fiom mahtmm soaal sciences or those 

advocated by emancipatory and criticai theorists, educators, and researchers. Yet the anaiysis of 

gender and oppression is central to feminism regardes of orientation and is iïkewise centrai to 

ferninist research. The starhg point for feminist research is changing the statu quo and 

d o r m i n g  patriarchy. Lather (1988) states research is ody féminist If t leads to action that is in 

the Uiterest ofwornen. Fengnia research has a liratory intent and uses meth& to mate useful 

knowiedge for women and other oppresseci people in order to make a difference in th& lives or in 

society as a whole. 

Second, feminist researchers explore the iived expience of wornen and d u e  diversity 

(Cook & Fonow, 1990; Mies, 1983; R e i n h q  1992). They are interesteci in the dady, hed 

experiences of women and use methods that enable researchers to hear participants' voices in order 

to uncover previously unlaiown realities (such as reiationship abuse) t h  are submerged in 

women's private hes. Exploring lived experience, argue Cook and Fonow, hcluda talcing into 

account the diversity and complexity of the femaie experience. F e r n a  researchers seek to honour 

and s~cknowiedge the mices of alî women regardles of class, race, seraial orientatio~ ab*, 

religion, age, or national oligin This tenet also &races subjectMty as a source of loiowiedge. 

Personal histories, views, f i  and theones are gathered h u g h  interviews, group dialogues, 



nanatives, and collaborative inquiry processes-such as consciousiess raising-in order to make 

visible their shared realities. 

A third tenet is that faninist research is empowering and must equalize research 

relationships. Feminist research is not just research about women. It is research for womai to be 

used to ernpower them in their paçonal lives, in theu communities, and in th& society by 

cralùig sc ia i  cliange @(R~uuz, i992j. Geljtlwpe ( i WZ), and K&y, BBrnton md Rega (1994) 

suggest that t6 facilitate empowerment feminist researc h attempts to share wntrol of the research 

proces with the individuai, group, or community. It demands researchers address how their 

personal values and politics influence the research design and the participants. This enables 

researchers to insert thanselves into the research activity aware of th& powa and their politics. 

Feminist researchers, aware that research has been largely a process of domination, atternpt to 

serve the ne& of the exploited and oppressed by adophg a 'tiew h m  below" and working 

dongside the participants (Mies, 1983, p. 123). 

Related to the above statement are the ethical and morai implications of feminist research. 

A view h m  below implies comection and rapport building with the participants, not to give 

science more authentic data but as an effort to stmggle with women against oppression and 

exploitation (Mies, 1983). The anti-positivist stance of femuiist mearch is in response to the 

unethical and immoral practices of mainstream research that takes information away h m  the 

people for the sake of the knowledge indutry and gives littie in retum (Cook & Fonow, 1990). 

Feminist research is grounded in respect for the hman capacity to lmow and to change. 

A fiAh tenet of feminist research is that it is educational and uses many methods. FemUiist 

research is the process of leamhg to perceive politid-, economic, and social contradictions. This 

m e r  awareness can Iead to social change. Fanuiist research 0 t h  uses consciousfless-r;iising 

and conscimtization processes to maxhke the dialogue and the ducational exchange between 



the research participants and the researcher (Cook & Fonow, 1990; Mies, 1983). The context of 

the research and the philosophy of the researcher duence the selection of rnethods to cary out 

this process. Gelsthorpe (1992) explains that methodç brn the social sciences - such as 

interviews, ethnography, participant observers, and group dialogue - are often adaptai and used 

by feminist reçearcherç. Ernancipatory femuiist researchers, however, are more inclined to use 

action-retlection research merhods such as consciousness raising groups, participatory research, 

de-plays, pGcho-drama, and group discussions, and are also more Likely to follow the research 
. 

through an action phase. 

Faninist research, as a form of critical social science, generates aitique of its own 

practices. In cawing a unique place for themselves within the critical research cornmunity, 

feminist participatory researchers take issue with various aspects of feminia researc h as well as 

participatory research practice. 

FPR's Critique of Feminist and Participatory Research 

Feminist participatory research follows the tenets of feminist and participatory research 

and is refkcted in research that uses methods that mpower the researched, contribute to change- 

aihancing social theoty, and build change into the research design. Ferninist participatory 

researchers howeva, fhd limitations in both faninist and participatory reseuch. Through this 

critique the unique aspects of FPR becorne apparent, thereby disthguishg it h m  feminist and 

participatory research. 

Maguire (1987) attributes the same criticisrns to participatory research as she does to 

male bias in traditional research. In reviewing the literature, Maguire found an androcentric male 

bias: "participatory research appears to be coiiuding, however unwittingly, with the prominent 

male bias of the social sciences" (p. 50). Although participatory researchers seek to break the 

psitivist monopoly over knowledge production, she argues that they do not address the male 



monopob of participatory research Women are "often invisl'ble, submerged, or hidden in case 

siudy reports or theoreticai discussions" (p. 48). Ma* finds several problems with 

participatory research m regard to gender. These Uiclude the predominantly male-centred 

language used in the liteme, women's un@ access to project participation due to their 

multiple roles, the hidequate attention &en to obstacles to women's participation, and women's 

unequal access to the project's benefits. She also states that participatory researchers ofien make 
I 

unsubstantiated generalitations of th& research hdings to women when the data is based on 

men's experiences. FUially, she is critical o f  the absence of feminist perspective in theoretical 

debates and the exclusion of gender from the participatory research issues' agenda. 

Maguire (1987) suggests that if participatory research begm with people's everyday 

expience, it must start to rem* that women's everyday experience is ciiffiirent £iom men's. 

Despite Maguire's d q u e ,  the üterame is still iarpely androceritric with only a few paxticipatory 

researchers in the pst decade mentionhg the contriiutions of women (e.g., Hall, 1992; P& 

1993; Stoecker & Bonacich, 1992). Apart ffom Maguire's comprehensive book on the subje* 

examples of FPR are me. Those that are available (see Moss, 1995; Shaw, 1995; Smith, 1997) 

draw upon Maguïre's text, feminist research theory, or participatory research lit- to Som 

thek work. hhguke points out that "as emerging radical approaches to social research, feminist 

and participatory reseerch are paraiid but as yet unconnecteci approaches and lqe iy  ignorant of 

one another" (p. 71). Today , is is the realrry. 

S e v d  ferni& researchers advocate for a proces that is directeci towards social change 

and praxis and not merely another approach for creating data that îdiorms change (Kelly et ai., 

1994; Lather, 1988; Maguire, 1987). Kew et aL encourage researchers to adopt an an& 

oppressive f i  praxis approach that aims to account for and take 8ccount of the sources of 

oppression and areas ofpriviiege in women's lives. Maguire cntiqyes femMist research for not 



i d e n m g  how to go about emancipatory feminist resean=h. Maguire ais0 states that feminist 

research adheres to an emancipatory intent but does not provide any concrete steps to act on the 

renilts. Both Maguire and Lather urge féminist researchm to be as concemeci with the pmess of 

the research as they are with the product Maguire argues that 'imtil faninist research more 

actively expeximents with ways to make the process, not merely the products, empowering for 

'aoh the researche~ and researched, ihe goal oCpduciag bowlalgt: Cor women'a 2iiiancipation 

may not be f31y reached" @. 104). Lather believes the process is more important than the product 

because empowerhg methods contribute to consciousness raising and transfomative social 

action. At this poinf the research becornes praxis, and praxisaiented inquiry stimulates a 

cyclical process of action and reflection that contniutes to emancipatory knowledge, which in 

tum is of benefit to the participant and the researcher in the pursuit of social change. In this 

regard, Maguire suggests that feminist research can gain much in ternis of how to go about 

ernancipating women by integrating the pdcipatory research process into theu research designs. 

In am, FPR uses the gender lais of the wornen's movement to address the women- 

blindness of participatory research and attends to the inaction of f i s t  reçearch by utilinng 

participatory research strategies. FPR is an emancipatory leaxning strategy. It develops an action 

and Iiieratory cornpunent to leaming and research that is typicd of adult education's historical 

emancipatory purpose. Furthemore, as a research strategy and educational process it is congruent 

with adult ducation principles, which view aduits as whole pasons participating actively in 

Society. Like participatory research, the processes that charactaize FPR include investigation, 

educaîion, and action. As investigation, ETR begins with women researching experience through 

problem posing. As an educational process, ETR anaiyzes the structurai causes of named 

pmblems through coiiective discussions and activities using social change and fwinist 

pedagogical educaiional approaches. As an action process, FPR encourages people to take 



coilective action on issues originating in the research anâ ducational actMties. AU three of these 

processes are carried out using a fRninist perspective. One area in wbich this process can 

idluence change is m the prevention of violence aga& womea 

Violence Aeainst Women 

& 

In this section I provide an o v e ~ e w  of violence agamst women within Society - with a 

focus on the Canadian context . 1 then review the üterature on the nature of women's fear in the 

community and how thk fear serves both to keep women d e  and to act as a form of social 

control that limits women's fkedom to enjoy their cornmunities. Fdy7 1 address the impact of 

violence on lemhg and educating, and the curent trends in violence prevention &cation. 

The Context of Violence Aeainst Women 

Violaice against women in Canada is a major soaal problem and mcludes a broad 

s p e c t ~ n  of events such as murder, wife battering, s e x d  dt, thrats of violence, 

intimidation, and d harassment (Johnson, 1996). These violations are Iinked to the 

"SOciaVeconomic/politid structures, values and poiicies thit dence women in our society, 

support gender-based bsaumnati 
- . .  

'on, and maintain women's inequaliS (Subcommiftee on the 

Stanis of Womq 199 1). Johnson points out that women are uniquely vulnerable to sexuai 

violence- The soaaiization of women does not encourage plysicai violence, nor do most women 

have the "physicai stmgth to engage in violence, particuiady against a much bigger and stronger 

male opponent. Men receive both the training and the s d  assurance that in certain 

circumstances a g m o n  wili be toierated, ïncluding violeice agahst one's wÏ6e'' (p@. xix). 

Johnson does not d i .  the fact that men experieaice a grrat deal more reported cases of 

violence but rather explains that violent events aimed speciscalty at women because of th& 



gender have devastating consequences for large numbers of women in the form of fear and 

caution that permeate their lives. This pmasive threat of violence keeps women h m  achieving 

s t a t u  that is qua1 to that of men (Johnson, 1996; MacLeod, 1989; Stanko, 1993; Womai's 

Action Centre Ag& Violence, 1996). 

Women, Fear, and the Community 

Women m Canada worry about their saiety. In a recent Canadian study it was found that 

one in two wbmen experience at Ieast one incident of male violence d e r  the age of 16 (Johnson, 

1996). In regard to women's concem for their safety, 40% of Canadian women worry about 

being home alone at ni&; 60% are womed about waIking alone in their neighbourhoods after 

dark; and 83% express worry about walking alone to theu cars fier da&. This study fusther 

reports that 87% of Canadian women have experienced sexual harassment. 

Gender différences are reportai fkquently in the research on the fear of crime (Gordon & 

Riger, 1988; MacLeod, 1989; Stanko, 1993). Young men, who recount the least amount of fear, 

report the highest level of violence whereas women report a lower level of victimizaiion, while 

having higher levels of fear. MacLeod states that fear is ünked to women's economic, social, and 

political vulnerability. Wornen are more likely than men to be poor and therefore less likely to 

afEord safe ûamportation, housing, or alarms. She M e r  explains that women are l e s  inclined to 

report crime because they are more likeIy.to be b l d  for their victimizafion. Gordon and Riga 

completed one of the first comprehensive studies on the nature of fernale fear. Their study 

reveded that women's fear of crime is a c W y  the fear of rape. Stanko concurs and adds that 

because women's encounters with any man could be dangernus, 'îvornen's fear of crime is in 

many respects women's fear of men" (p. 157). In an eariier article, Stanko (1991) descn'bes how 

women are left to sort out the d e  h m  the d e  men. This creates a problem for women as  the 

power to define which cÛnmistance is appropriate for sexualized comments and behaviour is left 



to men who have the prerogative to "sexualize women any tirne, any place, if they so choose" 

(Stanko, p. 57). 

Faninid writers have pointecl to the social contml element of fear. For example, Keily 

and M o r d  (1996) explain that women are often 'caught between dominant 'malestream' 

definitions and their own expenential knowledge" @. 2 1). They explain that malestream 

howledge h t s  what counts as abuse ùirough ciennitions in iaw, meaicine, ana psyciiiany; 

maiestrem Iaiowledge includes what men define as violating and excludes what women h d  

humiliating and abusive. In this way it is men who decide when women are to speak up about 

violence and, "as the perpetrators of sexual violence [they] have a vested interest in women's 

silence" @. 20). Madrk (1997) argues that the fear of crime is "one of the most oppressive and 

deceidul sources of informal control of women" (p. 343). She argues women's fear is 

exacerbated by stemtypicd images of criminals and vichms, leading women to restrict leisure 

and professional activities and to develop codes of i d e .  victim behaviour such as avoiding the 

sûeets and strangers, sbying inside, and dressing properly; these codes clearly limit a woman's 

right to participate in her wmmunity. 

Johnson (1 996) points out that wide range of acts not considerd criminal are threatening 

and serve to remind women that they are potential targets for s e d  violence. Johnson says that 

because these experiences are so common they have been overlwked in understanding women's 

fear. These include whistling, evaluative comments, leering, humitiating comments, obscene 

phone calls, king followed, or being rubbed up aga& in buses and elevators or 0 t h  close 

spaces. Johnson points out that wornen are never sure which of these activities is a precursor to a 

sexual assauit or other crime and are ofien unsure what kind of response h m  her will deter or 

aggravate the situation. Sheffield (1993) calls these common s e d  mtimidation tactics a fonn of 

se& terrorism thaî is cbaniftested through both actual or implied violence" and she States that 



they "serve to rernind women and girls that they are at ri& and vulnerable to male aggression just 

because they are fernale" (p. 73). 

J o b n  (1996), and Gordon and Riger (1988) conclude that mai l  doses of fear enhance 

a sense of prudence in potenti* cimgmus smiations, enabling women to use precautions that 

help keep them d e ,  or at least feeling d e  in th& cummwritia. Staoko (1993) points out that 

women's precautions do not guarantee protection and that women are d t e d  more oflen by 

men known & thern than by strangers. Gordon and Riger rationalize thaî women m o t  affbrd to 

dixount th& fear of violence More seraial violence is eluninateci. Gordon and Riger provide 

specific suggestions that may eradiate d violence. These inchde those that airn to reduce 

saaial assaulf educate the commimity about the fàcts of rape, and most importandy involve 

people in collective activities that will increase their attachmaa to their cornrnunity and d u c e  

female fear to level appropriate for thaî cunimunity. MacLeod (1989) is of the opinion that if 

womai are to become l e s  vulnerable and less féarfiil, they must be supporteci in th& efforts to 

become more involved in cornrnunity We. The Iiterafi~~e on women, fear, and the commwùty 

stresses the need for community invoIvement and education One way this cm be addresseci is 

through violence prevention edu~ation. The Menmire on violence and education provides iasights 

as to what educators can expect h m  participants wah a history of abuse and what they can do to 

help. Wh this in mind 1 turn the attention ofthis Iiterahire review over to a disuission of adutt 

&cation and violence prevention 

Adult Education and VioIence Prevention 

Adult educators working in violence prevention fàcilitate leaniing that prornotes the nght 

to phyScai, emotional, senial, psychological, and financial autonomy. Through such education 

women leam to take back th& ri& to participate fie* m th& cownunities. In this section I 



review the impact abuse has on women's leaming and the trends in violence preventïon 

Impact of abuse for leamhg and educating. Violence affects women's educaîional 

expaiaice. In their study on women's ways of knowing, Belenky et ai. (1 986) identified that 

many of the women intervieweci had histones of male violence which impacted the way they 

them cautiod mund male professors, codused about 'what was really going O&' and 
b 

co~l~eqllentiy conflicted about receiving praise" @. 59). Rich (1 985) explains that the threat of 

violence is a problem for women leamers, making their access to educaîion unequal to that of 

men's: 

Women and men do not receive an equal education because outside the classrwm 
women are perceiveci not as sovereign beings but as prey . . . the capacity to think 
independently, to take intelianial rida, to assert ourseives mentally is inseparable h m  
our physical way of being in the world, our feelings of personai htegrity. Lf it is 
dangerou for me to wak home late of an evening h m  the library, because I am a 
woman and can be raped, how self possessed, how exuberant can 1 feel as 1 sit working in 
thaî library? (p. 25) 

Horsman (1996) states that very often a woman has been told by a past abuser that she is stupid 

and unable to l e m .  Ifshe is still in an abusive relationship she may receive these messages daily 

or find that her education is undermined by his attempts to keep her h m  succeeding through 

physical, emotional, or hancial abuse. Nonesuch (1 996) and Potvin (1 994) suggest that 

educatofs recognize that the experience of violence has an impact on women's leaming and take 

responsibility for disclosures that occur in the leaming environment. PotWi points out that, 

stahstically speaking7 educators are very likely to ikd abuse survivors attending their classes, 

training, or wodohops. Being prepared for disclosures and understanding these women's 

ci,ramsmces while appreciating the impact of abuse on leamhg is useful knowledge and ski11 

for educators to possess. 



Weiis' (1994) guide for setting up an employability educational program for abused 

women provides a comprehensive explanation of the impact of abuse on leamllig and 

employment F& women with abusive histones have dificulty with self-esteem and oflen 

underestimate their abilities or sabotage their niccess. Second, as a result of fiquent trauma in 

their Lives some women may fed the need to have constant chaos in order to feel normal. This 

n q i  hcludz Izaving jobs or training due ti, n u n i m u  crises. Tliird, some of thex womzn r n q  

accept h i&d structures and have difficulty letting go of traditional fanale roles that 
. 

discourage their attempts at self-improvement. For exarnple, they may give up school or career 

plans to please their abuser. Fourth, abuse sunivors often have spent a great deal of t h e  and 

energy averting or stopping attacks. Therefore they may continue to find ways to keep peace at al1 

costs. This rnay involve avoiding confrontations, withdrawing their view if they feel challengeci, 

or not speaking up at all. They may develop extmne stress reactions to job or workioad pressures 

that cm  lead to physical complaints, depression, anxiety, addictions, or dissociation. These 

reactions cm lead to incompletion of work and numerous absences. A fifth consideration is that 

abuse survivors o h  have a sense of powerlessness and isolation that can lead to an inability to 

decide on cimer directions, or to develop their own opinions. Finally, some of these women have 

no boundaries at ali or they are extrernely guarded. Poor boundaries can result in extreme anxiety 

when being observai by a trainer and can increase the leamer's vuinerability to sexual 

harassment. 

Horsman (1996) and Wells (1994) suggest strategies for addressing the issue of abuse in 

the leaming environment. Wek encourages the building of a learner-centred, women-centred, 

and safe environment for women to leam and grow. Wells indicaies that what made a differaice 

for the graduates of the Bridges Emp1oyabilit.y Program in Victoria, British Columbia, was 

feeling safie enough to risk malcing changes. The Bridges staffare aicouraged to mode1 healthy 



boimdaries and to adhere to adult education principles such as creating a non-judgmental leaming 

environment, honouring individual processes, and drawing upon the eXpenence of the lemer. 

Similady, Horsman suggests specific strategies such as keeping confidentiality, valivalidg 

experience, offe~g support, knowing locd resources for abuse sunivors, and helping them find 

assistance at their request. 

Curren t trends in violence prevention education. Tic: purpose oiprwention ducation 

is to help woihen reduce or prevent the violence in their lives. This education generally takes two 

ûm&: (a) leaming the des  and strategies for staying d e ,  and (b) anpowering women to take 

back their personal and social power. 

The first strategy includes traditionai self-defme classes, seminars on safety tips, and 

niles to prevent assauk In the past decade this trend has been criticized for not empowering 

women. Brookes-Gardener (1990) states that women are taught to anticipate ped, profane the 

self in the name of safety, and appear to have an escort. She argues that such strategies "connote 

ineptness rather than skill, apprehension rather than ability, [and] a self debased rather than 

revered" (p. 3 12). Brookes-Gardener does not suggest women stop using sûaîegies to keep thern 

d e ,  but rather points out there are consequaces for women as a resuit of these practices. Burton 

and Heillig (1993) suggest that these d e s  "Limit our lives, cinb ou. control and lead to blaming 

the victim, especialiy if she did not follow the des" (p. 2). They recommend prevention 

educaiion that builds confidence Ui one's instincts and intuition and that develops assertiveness 

and capability ddk; these qualities can lead to regaining personal power. McDaniel(1993), a 

self-defense trainer, States that prevention educators must address the emotional and political 

carnifications of the rules and stratepies for staying safe. Programs that do not 'biay 'disexnpower' 

mdividuals who are already psychoIogicaily ~-ulnerabIe" (p. 1 3 3). Part of this pmess  involves 

convincing women they have a right to defad themseives; that rape and fear of it are f o m  of 



social contml. McDaniel seeks to tum women's fear into anger in order to motivate women to 

defend themselves and make changes. 

The second strategy mages h m  the critique of the first and is reflected in the 1990s trend 

towards the use of prevention education that empowers women to make changes in their hes  and 

theu communities. Sexual harassnent prevention training for work and schwl (Senecai 1997; 

Wood & Shearing. 1998). emplopent and job readines p n i g m n ~  for wonen m.+;cs of &use 

(Wells, 19943, Literacy projects that address violence against women (Nonenich, 1996) and 

cornmunity-based solutions using safety audits (Whitman & Wekerle, 1997; Women's Action 

Centre Against Violence, 1 996) are examples of these types of programs. As a means to masure 

the degree olprevention movanent as a redt  of prujects like these the Policy Circle on Women 

Abuse h m  the Family Violence Prevention Division of Health Canada developed an analytical 

assessrnent framework (Macleod, 1994). This hrnework includes concrete components to ensure 

the prevention activity is a positive move toward (a) the reduction of unqual power dynarnics; (b) 

increasing empowerment; (c) addressing inequaliw, (e) intluencing changes in values, attitudes* and 

behaviours; (f) reducing isolation; and (g) building cornmunity. This h e w o r k  reflects the ment 

trend to support prevention activities that look beyond the c-risis orienteci responses of the 1970s and 

1980s and to work with women, children, men, and their communities while providing women with 

twis to d u c e  the inequality in their lives. 

Summarv of the Literature 

Adult educahon has a history of facilitahg social change. In the early parts of the 20th 

century adult educaîion was active in the pinsuit of social justice; however, the last halfof the 

cenniry saw the pro fessionalization of the field at the expense of its original social change purpose. 

Today iiberatoly dui t  educators, whiie in the margins of the field, are still plyhg their trade. They 

can be found in community development ventures, Literacy campaigns, and social movement 



activities such as  the prevention of violace against women. A variety of theuries can infon-n their 

practice, including the pedagogy of Paulo Freire, hiadtory feminist pedagogy, as wefl as feminist 

and participatory research. 

FPR blends the theones of social change education, liberaîory feminist pedagogy, and 

emmcipatory research to m a t e  an adult ducation pmess that educates for social change, 

researches for social chan- and does so with a broad social conscience that hcludes gender as s 

centrai elment. FPR is compatible with the go& of violence prevention education in that it 

empowers women to leam about ~ P P ~ o n  in their lives, reduce unequal power dynamics, and 

innuence change at the individuai, community, and social level. Violence prevention education 

concems itselfwith finding a way to end violence against women and reduce the occurrences of 

assault, abuse, while increasing a woman's seme of safety and self. Violence, its theat, and its 

consequaces have a senous impact on the practice and fdtation of adult education 1 applied the 

theories presented in this review in a practice setting. This application of FPR in the context of 

violence prevention education is descriied in the next chapter. 



DESCRIPTION OF TEiE STUDY: 
PRACI'ICE OF FEMINIST PARTICIPATORY RESEARCH 

This chapter d e s c n k  the féminist participatory research O R )  study 1 Unplernented to 

address the issues of preventmg violence against women This study used an education for social 

change approach that was expected to raise awareness, buiid comrminity, reùuce isolation, and 
a 

empower local women to afkct change in tbeir community and in th& personal lives. The study 

descn'bed in this chapter gave me the opportunity to apply the principles of FPR and to illustrate the 

dynamic process it nutues. 

FPR begim with a problem. My paticuiar prof&onal problem was how to involve the 

cornmunity in violence pmention education actinties. In a d h e ~ g  to FPR principles, it was 

impedve that I locate this problem within the experiences of commumty women A sense of this 

problm arose 6om the people most affectai by it, local women Coflsequently, 1 began my study 

by assessing and &kcthg on what 1 lmew about my CO-, rny own personai experiences; 

those of m y  clients, fiiends, and Fdmily, as well as my awareness of local crimes against w o m e n  

This reflection led me to i d e  the context m which the project should take place, to select a 

mode1 for facilitating the shidy's planning and evaiwtion process, and to design a process that - 

rdected the principles of FPR Tbrough the project descn'bed in this chapter, 1 was able to m e r  

the questions posed in the fmt chapter. These questions include: (a) Can the use of FPR increase 

local grassoots involvernent in violence prevention education and lead to personal and social 

change? (b) What skills and knowiedge are usefiil for an ad& educator to possess in order to 

undertake a FPR process? 



Naming the Moment= Reflêctin~ on the Context of the Studv 

Faninist participatory researchers and violaice prevention educators advocate the 

considenition of power relations that may infiuence the leamhg and the research process. I 

followed the feminin research guidelines suggested by Mies (1983) to consider these issues. Mes 

advocates replacing the notion of value-fiee research with conscious partiai@, repiacing the 

researcher vit& 6om above with the view h m  below, thus reducing the power imbalance between 
4 

re~ea~cher and researched, and replacing spectator knowledge with active participation in the 

stniggle for women's emancipation As such, part of the plarming process reguired that 1 andyze 

and Stuate the shidy wRhin the context ofthe cornrnunity and within my persona1 and professional 

Communitv Context 

This study took place in a srnail coastai wmmmi~ of 4,800 p euple. Predorninantly 

fishing, logguig, and mining community, Port Hardy bas Faced serious ecunornic upheaval in the 

1st 5 y m .  In 1994 an internaîionaüy owned copper mine pulled out of the area, rernoving close to 

800 jobs. In the last 3 years the logging and commm*ai ~~g indusoties have faced many &ut 

downs and restnictu~g Needless to say, the impact of these changes on the cormninity has been 

stressflll. The number of people dependent on anplopent insutance and incorne assistance 

ben& is high Ahhough, Port Hardy's population is primady white (people belonging to the 

d o m  group in Canada), three Fi Nation bands are located in the area and make up 

approxhateiy 25% of the population. Politicaily, the community is dMded between the ri& wing 

and lefi wing parties. This comUmty has a very snaIl senior population but it has b e n  growing 

steadity in the past few years as people decide to stay rather tban leave the area for th& retirement. 



My profisional and personal experiences td me that women are not d e  in our 

community. My clients report semai harasment by employers, known men, and unknown men 

Friends report not waIkïng in ceriain areas at night ?xcawe they do not feel d e .  These fean are 

fueled by personal experiences in our community such as an attempted sexual assault in an afcove 

of an m e n t  builclhg a few years ago duruig which the woman screamed for help for 10 

minutes 'Miore someone came to her aid. in 199 1, a 6-year-oid-gki was bnitay. raped and 

murdered in Our community. Many other incidents go urireported but are heard about within the 

comrnunity through word of mouth. 

Personal and Profmionai Context 

Who 1 am and what 1 bring to this shidy are also important contextuai mon to consider. 

Arnold et al. (1996) di this ''painting ounelves in" (p. 11). 1 am white, middle class, educated, 

fernale, and a f d i s f  h m  a working-class f'amily. My a s d o n  with the Crisis Centre, my 

education, my class, my origh, and my skin colour give me access to privileges in my community 

and in Canadian Society. W h  these characteristics cornes an @on that 1 i d e  with others 

ofmy statu and th& 1 should behave accordingly. Howwer, 1 also expience forms of oppression 

related to my gender. As Mies (1983) suggests, 1 view this double codousness as an opportunity 

beauise it gives me eqerierrtial knowledge of oppression that 1 can irbegrate into the research 

process d e  also giving me access to privileges that 1 am use to a i k t  social change. I am not 

oniy an educator and -cher, 1 am aise a participant, because I too have arperiences as a 

woman lMng in this community that may relate to those of other I d  women 

Through this process of assessin8 and reflecting on the commtmity and personal context of 

this saidy 1 became aware of several baniers and possibElities that Muenced the choices 1 made in 

and women Usmg prwention as the foais might appeai to local women because most women can 



relate to the concept of fear and not f* safe at some point in th& iives. In addressing 

community s a f i  there is no need to disclose hfbnnation about relatio- viol- s d  

orientation, or poLiticai leanings. This &or may ease the reluctance of geaiog invohred by making 

the topic feel less threatening. 

Second, d e r  ad&- the context 1 became cognhnt that the m n d c  reality ofthe 

com~ity made it L!dy m y  women d d  not &rd childure md aiso th maay mi& be 

working to support th& fàdies. ThTherre, they were more likeiy to attend at ni&. Building on 
a 

this, ifwomen are indeed concemed fer th& safety, especiaily at ni& considering tmsportation 

problems was n m s w y .  Thid, being aware of my own privilege and the cmmmunity's divasity I 

decided to actively pursue the interest ofwomen h m  marginalized segments ofour wrnrnunity. 

F d y ,  1 remained mindful of my own agenda when planning, tàcilitatiog, and a9hiatmg the 

project. 1 would need to be carefiil aot to impose my sense of what the problems might be for 

violence prevention. 

Pianniw the Studv 

Feniiriist participatory research is an approach to ernancipatory ad& &cation that blends 

the goals and philosophies offéairmsn with those of participatory research and emerges as a 

coiiective way ofempoweriog women to take action towards improvùig the conditions of th& 

üves. in pianniog the study I was guided by three bodies of litexatm reviewed in chapter 2. The 

féminist and participatory research litgahue guided the deveiopment of my philosophical approach 

and my sefection of a strategy that would mahize  the leamhg and change cfiaracter of the 

research process. The education for soaal change r e f i c e s  helped me implement the action- 

rdection pn>cess and providexi the learning actMties used in the Women for Community Safèty 



project. F i ,  the violence prevention iiterature guided my planmng process so that the de& 

social justice outcornes wodd indeed d e c t  the ammt definition of prevention 1 predicted that 

plarming the study withui the guideline of the literature wouid mate the Link between the d o n  

ofhowfedge by local women, the faglitation of Locai and personal action, and then r d  in the 

prevention of violence against women m our CO-. Below I desmi specific strategies taken 

&om the iitarmire that guided the development and nrciütation of the shidy. 

The ~ction-kenectioo Process 
b 

I adopted the spiral modd of tk action-rdection process Eom Arnold et al. (1996). This 

model has fwe stages: (a) start with the expience or knowledge of the participants; (b) look for 

patterns; (c) add new information and theory, (d) practice skills, create strategies, and plan for 

actioa; and (e) appiy the action Wnhin thk process several strategies were used that are advocated 

by popuiar educators (Freue, 1997) and by ferninid participatory researchers (Chovanec, 1994, 

Joyappa & h&h, 1 996; Maguire, 1 987; Mies, 1983). These strategies set the cycle of action and 

refiection in motion; they include g a h g  themes, posing probIerns, sharing stories, and using 

questions to guide discussions. The spiral model addresses the creative tension found between 

p&ce and theory, action and reflection, and participant knowiedge and new input (Arnold et ai., 

p. 39). Thfou@ this action-dection process, 1 was able to continualh, evahiate and rwise my 

strategies with the participants thrwghout the study. 

Violence Prevention Education as Movment toward the Goal 

To enme this project wodd reflect a vioIence p m d o n  frslmework, 1 reviewed literahire 

on the subject (Brwkes-Gardener, 11990; Gordon & Riger, 1988; MacLd, 1989,1994). MacLeod 

(1994) says definitions ofvioience are broad and, as such, the goal ofprevention is ofien elusive. 

Furthmore, it is not ahmys ciear ifprevention meam the ehhitîon of violence or any 

movement toward this goal. For this shidy 1 chose the laner. It was my hope that by ushg the FPR 



process addt educators would be able to prevent violence against women in their p h c e .  To 

mate a process that would contri'bute to making a project a prevdon edudon actkity 1 

foiiowed the recommendations in the hrature. This includes providing the fàcts, Bcamming power 

issues, participation, Uivolving the commmity, and iduencing changes in attitudes, 

feeiings and behaviom. Using these strategies is intendeci tu reduce isolation, &ce structural 

inequalis, and ized to persooal and social empowennent. 

Evaiuation P h  
a 

The d u d o n  straegies 1 prepareû for this study incfuded p r e  and pst-projeet evaluation 

forms, a final oneto-one mteMew with the five participants, and rny pasonal reflection upon the 

study's process and outcornes. 1 p b e d  to use this data to gauge the extent to which invoivement 

in the famnist participatory research project idluenceci changes m the thoughts fkhgs, and 

d o n s  of the participants and led to violence prevention This data would also provide information 

to assess the efkctiveness ofth pcess as an education for social change tooL Samples of 

evaluation inStnnnerrt~ are found in Appendix A 

In the design of this study 1 opnsidered several issues. F m  I decided on a h ~ l i m i t e d  

feniinist participatory research projecf with the possiibility of corbimillrg &er the end date. 1 

b e l i d  this to be a respectfui way to begin because it achowiedges that ad& women have busy 

schedules and many responsibilities in their üves. It aiso left m m  for potential long-temi pIanning 

and action, as admateci by the violence preverition h m w o r k  and feninist participatory research 

If by taking part in the study the participants ~tlllfed to becorne more invohred in violence 

pmation acthities after the projeds conchison they d d  be able to do so. Seconci, 1 hchrded 



an &ductory pmcess in the study's design in whch 1 explaineci the purpose, objectives, method, 

and process of the research for change project. The prelimmary stage mcluded adverdgng the 

projecf irâo- local stakeholden, tallang with potential participants to explain the project, and 

an orientation session as the fÙst wmponent of the implementatioa hiMg this introductory 
# 

process 1 decided to mfom poteda1 participants about how the i r b o d o n  was to be used. 1 

exphed that the iaformation would be used in two ways (a) to S o m  local stakeholders about the 
4 

needs for women's sense of community . s a f i  that might arise fiom the projeçt, and (b) as part of 

academic research to determine the educationai potda l  of the study's procesS. For the orientation 

session I desigued a pemiisgon f o m  for participants to 9gn indicating the5 consent for me to use 

information gathered h m  the study for academic purposes while keeping th& identity private. Ail 

participants reviewed the content of the final document so as to ensure th& infonned consent for 

the use of and correct interpretation of their comrnents and expiences. AU provided consent. 

this phase of the design 1 sought to remit participants h m  marginai segments of 

the cormmmity. For example 1 presented at an Abonginai Women's Wehess Confecence and a 

Women's Studies class. During these presentations I identifiai several reasons wtry people might 

be interested, such as heiping the connnunity kl der, gMog something back to the community, 

and protecting childm 1 aiso ideuiSed several problems potential participants might have with the 

materiai or process, such as ensuhg is was not a therapy group and havuig a q m S c  tirne, place, 

and end date. This iafocmafion enablecl me to design a FPR process that was as relevarrt, safie, and 

as 8ccessile as possible. For example, 1 p b e d  to include a session on saféty and cMdm, 

establish that the purpose of the project was not for therapy, and hold the project chrring a the that 

was aîcessible to the interesteci wometl F i ,  1 I spent thne during the study's planning 

attencbg to the issue of s a f i  br the o r i d o n  Several inquiries came h m  womai who 

identifid themeives as abuse srwivors. DisaisSng issues of violence and abuse can bring up 



mernories of abuse a d  strong emotions; therefore, it was imperative to addres persona1 and 

emotional safkty for the women who would participate. 

To foUow the orientation session, 1 designed four faused disaisgon sessions for the 

Women for Conmnimty Saféty project. 1 p h e d  each session to be about 2.5 hours long and to be 

held one evmhg per week FPR is about encouragjng participants to id@ th& own goals for 

sociai change d e r  than adopting those of the reseuck or educator. Thus my plans for each 

session were broad so as not to impose my own agenâa for social change. I tned to keep the 

schedule fimile; but basicdiy 1 intended to raise the participant's consciousness about women, 

fear, and comunity safety and ide- locations and &iations in wiiich local women felt d e .  

The knowledge created through this process couid be used to educate one another and to influence 

change in the comnnnnty. 

Each session followed the action-reflection model w k e b y  1 strirted with the experiences 

ofthe wornen, encouraged them to look for pattenis, added new information for reflection, and 

concluded with suggestions for action. Through participation 1 expected that the women wouid be 

engage. in a proas of conscientuation (Freire* 1997) and, thereby deepen th& awmess  of the 

sociai, political, and ahual rralities that shape their kIings, thouPtris, and behaviours. The spiral 

model of action and rdection was expected to occur at three lwek dumg each session, 

throughout the overdi event, and within me as 1 rdected weekly on the shidy. 
' 

The application of the actions named during the four discussion meetings was planned for 

two f k d  sessions. The purpose ofthese two sessions was to narrow the f oay  to idem common 

threads r m i q  through our discussions, to identit;l baniers to iriitiatmg action, and to begin action 

planning. This wodd hopefully create a dynamic pmcess in which the women wodd i d e  the 

problems mhefent in raishg cummimity awareness about women and fhr7 wtiile raising th& own 



consciousness and enco.rap.ig them to be more creative, more assertive, and more invotved in 

local issues. 

1 carefiiuy chose the actMties to fàciihe the feminist participatory m h  process. 1 

wanted to use actbdies and -011 meuiods that encouraged sharing, anaiph, empowment, 

and (above ail) ownership of the process. The design of the femimst participatory project inchided 

choice of the location, the focus discussions, the group agreement, and the action planning process. 
I 

1 selected a venue that was aux@%le and cornfortable. The CriSs C m ' s  main m m  was chosen, 

as it is physicdy accessr'bIe and afEords both a handicapped washroorn and a kitchen, The m m  is 

invithg and ummate with a sont, chairs, and a coffee table. Plants, toys, and women-fkiendiy 

posters add to the welcoming amiosphere. Arnold et al. ( 19%) disaiss the politics of fÙmhre, 

maintaining that the use of space is also a staternent about power relations. 1 arrainged the frrrmhue 

in the room in a circular fashon to encourage the 'Gew from below" relationship behveen the 

participants and myseif(Mies, 1983, p. 123). 

1 used forzis diScussons to extract the women's experiences durùig the participatory 

research process. The disaission rnethod is a way of teachmg and learning that assisis with 

hight, reflection on experience, explorhg the world-view of otfiecs, and seeking collaborative 

uiterpretation (Brookfield, 1986). Through discusgon, personal n8nritives and oral histories can 

surfgce providing a valuable source of information M g  these discussions my d e  was assisting 

the group in uncuvering th& p e ~ a a l  Stones, &ch containecf a weahh of knowledge and 

&ence about violence prevention and women's fear. To pmvide structure for this process I 

fomuiated questions that foaised on the topic under investigation and would be us4 while 

smmrk@, clanfymg, and recording their rrsponses. For example, when probl~posing on the 

topic of public safety 1 asked questions such as: (a) What do you wony about? (b) How do you 



restrict your actMties, dress, or behaviour? (c) What Ied you to worry about these issues? (d) Who 

else worries about these types of thhgs? 

Each foaised disaission included two parts. First, 1 asked the group to engage in a 

problem-posing disaission, talking about and listing ali the themes relatai to the topic of concem. I 

encouraged the participants to draw themes and ideas fiom personal histories and storks thet thqr 

had heard from the other women. Second, 1 encouraged the group to refiect back on this fmt part 

and make recomrnendations for change. My hope was that this format would aid in the anaiysis of 

comrnon +ences, iink the personal with the politicai, and draw on women's ways of knowing 

(Belenky et al. 1986). The questions I used were open enough to encourage sharing of stones yet 

stnictured enough to stay close to the vision ofsocial change without derailhg the process into a 

group therapy session; I was conscious of the problem discussed by Weiler (1991) on the p o t d a 1  

for social action groups to veer imo therapy work unless a structure to prevem this is provided. 

Furthemore, I considered it an ethical Vnperative not to re-victimize the women in this group; thus, 

my question-posing provided boundary setting in regard to personal discloses of past abuse and 

vicbnitation I addressed this iwe through a group agreement that would help the p u p  address 

the pot- emotional impact of participating in this pnxess and hearing personal disdosures. 

1 chose to have the women fonmilate a group agreement at the beginrnEg of the project to 

' 

engage the participants in creahg a proces that muid make them feel d e .  Due to the emotional 

impact of working on the issues of woman abuse 1 beiieved it mandatory that attention be piven. to 

S a f i ,  prooviding any survivon in the group the the  needed to deal with th& pain In addition this 

agreement process encourageci the women's setting of limits with themselves and others in regard 

to personal disdosures of abuse. 1 also emphasized that the purpose of the group was one of social 

change and edudon, not therapy, thereby identifying the d e s  we would assume as researchers 

and leamers and not as m e m h  of a personai healing group. 1 chose this emphask not to deny the 



women's experiaice within the group, rather as a way of setting and modeling boundaries and 

providing support for women needing addaional hdp that the group d d  not provide. Moreover, 

each pason has a different codon level for experiencing the strong emotions of others and these 

participants might also need support. 

As part of the agreement process I design& an exercise locatllrg the group on a c o n h u m  

of personal growth with educaton at one side and therapy at the other. 1 explained that this group 
4 

was somewhere in the middle. The purpose of this exercise was to emphasize that while the group 

would involve the sharing of personai stories and provide an opportur9s, to lem about the extent 

ofwomai's fear leading to personal growth, it would not be therapeutic nor would it be purely 

educational; d e r  it would be somewhere in between providing elements of learning and persona1 

growth. This was intendeci to complernm and &orce the role they would assume as CO- 

researchers and co-leamers while pointing out that their involvement had the potentiai to infiuence 

personal change. The next part of the acercise hvolved the women in creating a iist of expectations 

and gmund des  that could help them feel d e  while doing the work in this group. 1 designed a list 

of possible questions to explore in small groups m order to assis participants in their disaission 

such as: (a) What would make us feel d e  as we do this work together? @) What do we need fkom 

others when we fkel strong motions? (c) What do we not want fion others when we fe l  strong 

motions? 

For the last two sessions I p l m e d  two exercises designed to m w  and priori& the 

previous 4 weeks of disaisson, leamhg and planning. 1 anticipateci that there would be not only a 

great deal of informaton, but also some conmon themes and ideas. The other aspect ofthis process 

was identifymg the bders  to action The actMtes drew upon the subjective and objective as weU 

as the motional and the rational expiences of the process. 1 expected that this would provide a 

well-mUILC1ed assessment ofthe informcrtion gathered so far. The first activity was a memoybased 



refiection of the previous weeks' work, which gave the women a chance to reflect on the material 

h m  a subjective and exnotional standpoint. 1 p b e d  to pst the information we had recordeci on 

flip ip paper around the room, to serve as a memory aid. 1 prepared questions for reflection that 

they amid fôllow. They were asked to recomrnend three issues and three actions, which 1 could 

then post on Bip chart paper in order to compare resuits. The second activity 1 chose was a grid 

anaiysis adapted fiom T h e l  and Hodzi (1995). This grid wodd engage the women in a rational, 
4 

subjective, and objective reflectio? process. 1 prepared a grid on Bip chart papa that had across the 

top the four topics we had addressed. Down the side were questions designeci to reflect on the 

soaal causes of the problans, idenw who controiied the decision makuig, name the values and 

belid5 connected to the barriers to the problem, and name who already works with the probiem 

area 1 speailated that with this information we might be able to i d e  how, as a group, we couid 

hdp-and if and when we should act on ou. concems. The group was to fiii in the grid. This process 

was intended to askt the women and rnyselfto learn about and identify the barriers to maal 

change in our community. 

Im~lementine the Studv 

In this section 1 descni the unfolding of the four fwsed group discussions and the finai 

two sessions in which the group narrowed th& foais, anatyzed their work, and made 

recorumendatiom for change. 1 begin with a bnefsketch of the participants who took part. 

Partici~an ts 

%or to the fht session 1 began to take the names of the women who were imerested in 

attendmg. When women wodd dl in to i n q h  I would tell them about the project, ansver any 

questions they might have and fhd out ifthey would reqirire daycare or transpoctation. 1 had 11 



inquiries from women who were iuterested in pamcipating. I did not gathtx a great deai of 

information at this point but I can say that ail were white women, 9 were rnothers with children still 

in the home, 7 of these 9 women were married and 2 were not. The remaining 2 were unmarried 

and did not indicate that they had children. On the evening of the fint session, 5 of these women 

attend&. Of the remaining 6 aU but one had decided they were unable to participate. The remahhg 

woman missed the fint session as she had a sick child to tend to. This participant began the 
I 

following week One participant who attended the fht session decided that she would not rehuii 

and did not give a reason For the purpose of discussion and clanty as well as privacy and 

confidaitiality 1 bave assigneci each of the rernaining 5 participants an alias. 

Here i descn'be the background of each participant without diMtlging any ideneifyllig 

characteristics such as speçific occupation, age, and location. As the comrmmity in which the study 

took place is small Ï t  is easy to id- a person with limited information E d y  it is imporiant to 

mention 1 knew all of the participants prior to this study. Agam the size of the comunity, my 

participation in the community through my wok, rmeationd activities, and the activities of my 

children made it &eiy that 1 wodd not know them on some level. I use the fonowing 

pseudonyms when quoting or desmihg the actions of a participant during the project and when 

quoting fiom the pre and pst d u a t i o n  questionnaires. 1 do not use any names when repeating 

Uiformation mered in the final one-tmne interviews. The information gathered in these 

interviews was often quite personal and the decision not to use names was supporteci by 

participants in order to protect their privacy. 

Anna is a white fernale, manid with two children and working outside of the home. She 

indicated she had not been active in the community and hope this project would provide her with 

the oppominity to do so, whüe givmg ha Uiformation that would help to her help d i i l h  with 

s a f i  issues. This woman found out about the project through a women's sbdies class. 



Barbara is a white f d e ,  mmied wah two children, working outside the home, and going 

to schwl part-time to gain a degree in social work. She found out about the program through the 

advertisemeat 1 had placed on the Comnainity Channel. Because she was interested in human 

seNices field she wanted to become more involved in the community. Furthemore, she indicated 

she felt unsafe in our community and wanted to be part of impmving comrrninity safety. She had 

been involved in community work previous to this project. 
# 

Charlene is a white € d e ,  maniai with four ctiildren and working outside the home. Like 

Barbara she goes to school part-time and is working towards a degree in social w o k  This wanted 

to attend to lem more about women's issues and h d  out what other women thought about safêty 

in this cornmunity. She had not beai involved in the community and was lookhg to become more 

involved. 

Danielle is a white f d e ,  married with one child, and not worlciag outside the home. She 

had been involved in some vohmteer work and wanted to become more involved with women's 

issues. She indiateci that this community f& Iess d e  than anywhere else she had iived and wanted 

to be part of maicing t &. This participant started at the second session, 

EUm is a white f d e  and a mother with one chiid. She does not work outside the home, 

but does attend school fùil-time. This participant found out about the project through a Eend and 

wanted to becorne involved in hprovhg community safety for herseif and for ha M d .  She stated 

that by geiting involved she would be giving back to the community and helping other women, 

which she hope to do as a career someday. This wornan Uidicated that she was keedy interesteci in 

keeping kids d e .  



Session 1 

1 begm the f b t  session by introducing myselfand attending to housekeeping issues such as 

the location ofthe washrooms and to the scheduling of a break. I then askd each woman to 

introduce herseifbriefîy and t d  us why she had attendecl. This served as an ice-breaker and a way 

for me to get a sense of wtiy they were in attendance. 1 then gave each woman a folder that 

containexi information on the project, staristics on women and s a f i ,  the pre evaluation and 
1 

Pemgssion form, a k t  ofgrounding assumptions, and a taitative agenda for the sessions. I 

purposely did not use the terni f M s m  on many of the handouts I created so as not to threaten 

any wornan who might have a negative association to the tenn 

Ne% 1 explauied the inforniahon gathered in the project as havhg two applications. 1 

Uidicated that the project would address local women's c o n m  for cornmunity safety by 

involving them in the research process. The information we compilai wouid be used to 

recommend changes to various CO- organizations and seMces as we deemed necessary. 1 

M e r  explainai that the shidy was also part of my own academic research on the utility of 

participatory research as an education for social change strategy. 1 d e s a i  how 1 p h e d  to 

document the impact t h  the research process bad for each participant and for the comunity, 

ushg this infioRnation in a master's degree thesis on violence prevention and dui t  education They 

wouid be informed a d  consultai in regard to the content of the thesis prior to it becoming a public 

document. 1 said that to gather this & d o n  1 would need each of them cornpiete pre- and pst- 

evaiuation questiormakes as weil as participate in a private imeMew with me at the conclusion of 

the project. 1 indicated that if they did not w;nit to be part of my acadernic reporting that we codd 

di proceed with the project and I would not include their speQfic experiences in my academic 

report. Wah thk m mmd 1 asked the participants to sign the pemiisson fomi giving me consent to 

use the hfbnnation h m  this project m an d e m i c  report and then iastruded them to complete 



the pre-evaluation f o m  AU agreed to participate in both aspects of the study and completed the 

paper work 

Once the forms were completed 1 then reviewed the statistics on violence against women in 

C m &  Several women were surprised at how high the numbers were, especiaüy regarchg sexuai 

harassnent. 1 then d e s c n i  the intent of pmicipatory research, hdicathg that it was unlike 

traditional research in that they would be involved in directhg the process of the research through 

th& discu& ofthe issues and suggestions for change. A discussion about keeping infomiation 
6 

local and the ~rtility of this prospect ensued. The group indicated it was r&eshing to think that they 

had something of value to say that would be usefiil and not merely used for some govment 

snidy. 1 dso raiiewed the purpose, goals, and agenda of the project, mer ing  questions as they 

arose. Anna pointai out that one of the meeting nights was during spring break and perhaps we 

d d  change that. The p u p  agreed this was a good idea In regard to the length of the project 

several women commented that they iiked the open format and would decide later ifthey wanted to 

continue. 

After a short break I fàdhated the exercise on group déty  stplaining both the purpose 

and the process. I descriibed an unpleasam personai aCpenence 1 had during a aaining aient on the 

subject of abuse because the issue of d e @  was not ad-. Mer my story, Eilen shated an 

a<penence in which group safèty was addressed. She told how much better she felt about berseif as 

a result. She said, gave me permission to be me and take time to compose rnyseIfwithout 

wondering what others were thinking." Once the purpose was understood 1 broke the group into 

two smaller groups to corne up with a list of ground d e s  that would make them fed safii in the 

group. Each group was given a list of questions to help them fornulate th& lia I CircIed around 

the room to a m e r  any quesiions they might have had about the task After 10 minutes the group 

reconvened and a master List that everyone agreed upon was put up on the flip chart. I would 



transmi'be the iist and give each participant a copy the foUowing week. One suggestion made 

during a disaission reiated to the d e  'What's said here stays here." Several women in the group 

intejected that they believed it important to talk about the issues with other people in the 

mmrnunity in order to get them thuilMg about the problem and perhaps get more people involved. 

We agreed that issues, suggestions, and personai examples muid be disaissed outside the group 

and for the purpose of community awareness and change as long as names were not used. This 

disaisson ani its conclusion was in line with the purpose of the midy in that the personal 

Bcperienoes of local women could lead to improved community S a f i ,  violence prevention, and 

the mation ofiocal lmowledge. Moreover, it was consistent with the permission they had given 

eariier to use the information to M e r  cornrnunity change and the sharing o f  their experiences 

within the acadernic comUIllty. F i ,  this disaission indicated to me that severai women in the 

group were eager to raise awareness in the community and begm prevention through dialogue. 

hiring the last haif hour 1 explained how the next four meetings wouid be organized. 1 

descn'bed the f m s  discussion method and the type of information I would be gihg thern on each 

topic, explaining that 1 wouid be g h g  than an article each week to read as an aid in gening than 

to think about the topic and how it affects them penondy. 1 also suggested that ifthey felt the 

Somation too dry, they could ask fiends or family what they thought about the issue as a means 

to stir up ideas for diyÀission This strategy, 1 decideci, could aâdress rrading levels as weU as 

leaniing M e s  and also take the problem into the co-. AAer 1 mdoned the topic and 

passed around the readiog material for the next week's meeting 1 asked ifthey had any questions or 

any suggestions for the process. No one spoke up. As people were leaving I overheard severai 

comments about the i m p o m  of this project to women in the c o e .  This indicated to me 

that s e v d  participams were already iavested in the process. 



Session 2 

1 began this session with a quick check-in. There was a mow-stom over the weekend and 

everyone had a comment to d e e  1 asked ifanyone had a n y h g  corne up for them &ce the last 

meeting. No comments were made. 1 did a quick "recap" of the previous session, and then I 

presented on the fipchart a surmnaiy ofthe information in the readmg handouts I had &en the 

week *MÔre. 1 highlighted the statistics, theones, and 6ndings on women and public s a f i .  

~ex&we began the fonised group discussion on public s a f i .  1 posted the following 
4 

questions on a flip chart and scplained that these questions would be used to guide our discussion 

each week. These questions included: (a) What do you wony about? (b) What simations make you 

uncornfortable? (c) Where and when do you fd moa vuinesable? (d) What do you do or not do, or 

how do you restnct your a c M q  &es, and behaviour? (e) Why do you do these thgs? I was 

prepared to integrate a aitical incident technique (which 1 adopted h m  Brooffidd, 1990) to begm 

the session if no one startecl taking (Brookfield, 1990); however, this was not wxssary as the 

discussion started without a problem. During this discussion I recorded responses on flip chart 

paper. 1 used open-ended questions to aicourage conversation and poseù questions to expanci on 

areas or to clac information For example, Charlene descn'bed a stuation m &ch a gmup of 

young men were hooting at her and fdowing her across a field. She said this situation worried her, 

and I asked ifshe was wonied about a potaitial r o b b q  or an assauit. She replied "hbbery." Ellen 

related her concans about the laundry room in her apartment building. 1 asked if she were more 

afiaid of wbat couid happen m the laundry room when she was done or if sorneone was thm. She 

said it was the fear ofthe potential for assault because of the room's Wlated location At the 

conclusion of this disaission we had idemifieci and wnmarized the fbilowing problems with 

public saféty in our (a) Un-lit or pooriy Lit areas made these wornen feei unsa£è at 

tirnes; (b) parks and green-behs felt d e  due to poor lighting, dense bush, ami broken giass, and; 



(c) several apartment complexes have seainty problerns (doors l& open and poor parking lot and 

entraIlce iightuig). 

After a short break the group explored possible remedies tu the problerns they had 

identifie.. 1 posted another set of questions on fiip chart paper to guide this discussion ttiese 

questions inchded: (a) What wouid make you fiel safér? (b) How can you fiel less MilnerabIe or 

&& (c) \Wzt stops p u  h m  duhg Ihis? (ci) community response wodd help? (e) Do we 

need more domation? Ifso who couid we ask? One suggestion that sternrned 60m the lightllig 

problem was the potential to do a sa* audit. 1 scplained that the Cowichan Valley S a f i  Audit 

Guide had information on how to do a safety audit ifwe decided to go ahead with this type of 

project. The group was quite keen, and 1 agreed to bring information on the audit process next thee 

The women appeared to be quite engaged in the process and shared lots of stones and &ences 

f?om their Lives or the lives of 0 t h  wornen they know. Cornrnents such as '7 had a d a r  

e!xperience" or 'lou woddn't believe what I went through when.. ." evidenced the mutual seK 

reflecbon that was oc&g 

Session 3,4,5 and 6 

The next four sessions folowed the same format as the second session; thus, 1 simply 

provide here the tughlights of eaçh session 

The topic for Session 3 was &&y at school and w o k  We talked about seiaial harassment 

and I provided them with a definition taken ftom Johnson's (1996) book I)rning our discussion we 

explorecl how sexual harassment plays itselfout in the workpIaces ofthe North Island. Three of the 

fke women disclosed personai experiaices with saaial harassment. They commented about 

experiences they had had with astomers, employers, and male co-workers. Enen, in üyhg to 

defeod herselfhm a aistomer who grabbed her bottom, was fired when she beoime mgry with 

the customer. Barbara commenteci that m a previous piace of employmnt a co-worker was a 



notonous burn-pincher and although the women ernployees cornplaineci about it arnong themselves 

they had seen it at the t h e  as a normal ocamence. Duhg the evenings discussion, Anna pointed 

out and others agreed that the high munber of service wtor jobs in our commurtity put niany 

women at risk of sexual harassment and that ernployers ofien do not take it senously. Furthemore, 

the group concurred that few women corne forward for fear of losing their jobs. The discusson got 

quite passionate at one point when the participants 'oegan to disniss how unfair this was to women 

and how they'are ofien in a 'ho win" situation 

During this discussion the women were breaking the culture of silence and reinterpretùig 

their hed arperiences. They posed three problems in regard to work and schwl s a f i  for our 

community. F k t ,  they idéntified the slow response of the RCMP to cd outs because of the large 

geograptrical area they must cover and the few officers available to our area Second, they 

determinai that working alone at ni& especially for yowig women was a problem. CMen 

ernp10yers have ody one staffon at night to save rnoney. Third, the women believed the s e M c .  

industry employees (especially women) are parcidariy suscepti'ble to wwal harasment by 

employers, patrons, and CO-workers. 

hving the disaission of possible solutions there was a grat deal of concern for women 

workhg late at ni* and waiking home h m  work alone after dark As part of a way to raise 

awareness of public safety the participants agreed to do the safkty audit sometime in Aprii, while it 

was stül da& mou& in the evening to iden* problem areas. The participants suggested 1 take on 

the organizing role because they aii have other W y ,  work, or school cornmitmats and 1 d d  do 

much ofthe organiPng as part of my usud workioad. While 1 was to do the organimig, 

participants wouid help in other ways such as baking, making posters, answering phone enquuies 

about the audit, and so foah They suggested that Block Parents and Cttizens on Patrol might 



coüaborate wah us on this project. 1 was W e d  by th& level ofiotererd to work on a major 

community project so eady in the process. 

Anna and Charlene pointed out that sexual harassment shodd be addressed through 

workplace policy and labour laws. This is what they were design4 to address. As a solution to the 

problems ofwomen at wo& the participants suggested aicreaSng CO- rnember's 

people wo& together dunng late s&. Anna suggested that older women have the wisdorn 

and awareness to be more cautious than perhaps do young women They stated that workers and 

employers needed to support and encourage a policy of two employees working nights and 

m p s  workpiaces d d  insrall dent alamis tbat would speed up the response of the RCMP. 

One parti& theme stood out duMg this &on It invohed a .  animatecl discussion 

about the issue of wornen aiways having to be in conho1 and to rnoday their behaviour because 

they are women. Through this disaission severai women began to see the ways they are 

infiuend by a sexist culture. This encouraged greater critical rdection of their personal 

situations. Chariene summed up the conversaiion: 

You can't put any fjtith in king nue you would be safe ifyou drank or ifyou jmt weat 
the other way on a wdk, like throt.& a trail Instead we mod@ our behaviour to stay sa&. 
1 stay home. 1 never get dnink cause you just don't know. Men - it doesn't even fàze 
them. 

ComerSafio~~~ and comments like these mdiated tliat the process was m fàct invohing the 

women in definhg th& rrality within the context of oppression and making the personal political. 

This particuiar grwp session provideci an example of a namÎng and definkg proces leading to 

critical rdection. The women began to recugnize how comments and gestures made by men are 

o h  sen as n o d  and t h d r e  ignorai or trÏvdkd. They i d d e d  how th& social reality, 

de- in relation to their geoder oppression, infiuenced th& behaviours to keep thanseives d e .  



Session 4 addressed the issues of home safety. Like the meetings before if thk session engaged 

the women in liveIy discussions. 1 presented the group with u i f o d o n  h m  a study on the 

impact of obscene phone & fiom a study of the same. In order to encourage the gruup to 

generate their own themes 1 then asked them what other issues in regard to home safèty we could 

discuss. Areas of concem suggested by the participants included brealang and entering, vmdalism, 

and home invasions. The discxlssion covered experiences of robberies, vandahm, and the 
a 

vuherabüity of the home during the &y when everyone is away at work The longest disaission 

centred on experiences of &-in intruders. For example, one evenhg an intoxicated man jua 

waiked into Danielle's home. The participants determined that location was pnhaps a &or in 

whether a person's home was a potential target. Ali but one woman felt d e  in her home. 

Howwer, Barbara said she had felt safe until this session and she planned to go home and put 

sticks in her windows as a preventive rneasure. Two women reported that they do not lock thek 

homes when out unies they are away for long periods of tirne. This fact shook up a few who 

recummended that they begin locking thar doors. A course on seLfd&énse was hailed as the best 

idea of the e v e g  AU were willing to help organize this if it were possible. They also suggested 

more patrols of residential areas by the police during the day, and patraps a youth center to 

provide potentiai j w d e  offenders with a place to keep them busy. 

Session 5 had to be rescheduied because only one participant attended. She and I went out 

for coffee to disaiss the topic on our own The folowing week m e d  as Session 5. This created a 

pmblem because we needed to d e r  add another week or cram two sessioas into one. The group 

decided that because Easter was co&g up and 1 would be unavaiable for 2 weeks der  this, we 

should try to get through the agenda for the three sessiom in the next two sessiom. The group was 

willing to corne d y  and stay late so that we wouid have the extra the  to do the work 



Thus Session 5 combineci problem-posing and problem-solving on s a f i  for children and 

youth with an overview of what was in store for the last meting. Several rnembers of the gmup 

wanted to know ifthe p u p  wnild continue after the next week We agreed to table this decision 

for the last session. During this disaission about the agenda and k e  meetings the women were 

actively involved in reflecting on the process and indicated th& prefermce to continue the group. 

The group engaged in a short foais disaission on the topic of children and youth. Themes 
# 

included supeniision on the school grouads and keeping kids occupied with heaithy activities to 

bath protect them and prevent them h m  getting into trouble (i-e., drugs, dcohol, or crime). We 

discussed the rules and curfews we have, especially for our daughters. Participants strongly 

supported the need for s a f i  prevention education for children and identifid bullying as an issue, 

as it is a problern that was mentiy beiig addressed in local schools. AU participants feh that there 

was a lack of organized actMties for kids. F i ,  the participants wrestled with the problern of 

getting people to organize the suggested programs for kids. They agreed that there were far more 

ideas than the tirne and energy needed to initiate such projects. The women decided that it was 

also important to ask the kids what their concerns were, and, und we knew th* there was Little 

else they couid suggest. 

In the second halfof the evening 1 explained the analysis part of the project. I did a review 

of the procrss we had been through so fàr to comect it to this 1st  phase. 1 reviewed the action- 

reflection process to show how we had beai decting on Srpenence and were about to plan for 

action Anna commented th& as a "cgroup of rnaiostream white women we were not a good cross 

section of the comrnrmay" and, as with youtb, 0th women's voices needed to be inchided. 1 

agreed with her critique and expiaiaed that ail we couid do was to make recornme~dations based 

on our own experiences and that this was the point of the project and the purpose participatory 

research, This led to a discussion about wtiy women other than us were not present The women 



seemed to think that 1: ornai o h  did not know that they d d  get involved or thai they did not 

have the means to do m. I did agree that other women muid be asked these sarne questions at a 

later date so they couid effect change in their hes and in the comrnunity. 

This also connected to the review 1 was doing in that it gave me a chance to explah that 

the emphasis of our ~ o r k  was not about hardcore data as with positMst re~ea~ch, but rather about 

raishg awareness, creating local knowiedge, and inttuencuig change. The safkty audit and other 
& 

measures the group proposed could heip that process. To prepare for closure we agreed to brhg 

food to the next meetmg to &are with one another. 1 concluded the session with an explanation of 

the two activities I plmed to use m the next session, the memoly analysis and the retlective grid. 

Session 7 

In preparation for this session 1 hung the flip chart notes f?om our previous meetings 

amund the roorn. Once the group had anived and settled in 1 reviewed the agenda for the session. 1 

scplained that l wanted them to ttiink back over the previous weks' discussions using the posted 

fiip charts as memory ai&. I asked each woman to consider a series of questions (e.g., Which 

issues, based on our fonised discussions, do you feel are most urgent?), and then to choose three 

priority actions and write them d o m  At the end of this exercise we cornpileci a master lia to be 

used in the grid adysk exercise. Auna o&ed a suggestion îhat rather than write these 

individdy, we could each go around to the fiïp chart pages and mark our top three preférences. 1 

asked what the rest of the group thought and ai l  cuncurred that this process would be much 

Smpler and save us some the. Anna vofunteered to calailate the top three problems and actions 

once they had aU marked th& choices. 

Mer a short break we began the &d adysis. This grid was intendecl to help the group 

id- the barriers to social change, hd out who the stakeholders were, determine ifwe needed 

more idtocmation to aq and decide d e n  we couid a* or ifthe work should be done by someone 



else. Although thi s technique wa s usefbi in getting the Hom is awkward to use and 

f i c u i t  to stay clear about the problems we were addressing and avoid getting sidetmcked. One 

positive outcorne of this exercise was the surfàcing of several practicai ideas. The lack of 

awareaess of rights and seMces could be addressed through workshops or a newsletter produceci 

by and for local women One complaint was that this exercise invohred "a lot of thinking for a 

Monday evening." 1 observai several concming nods. At the end of this session 1 explained that 1 
4 

would compile the r d t s  of the results of the grid exercise and share t with them and other 
a 

community members. This subsequent grid is presented in Appendix B. 

Chariene pointed out that although we had noted many concems in our cornmunity these 

are nothhg compared to what is going on in South f i c a ,  for ercample. "Canada" she s a d ,  '3s stdl 

one of the safest places in the world to live." Danielie said she a p e d  but that 'tve live here and 

we *in rnake t safer." I thought this was a w o n d d  tone for the group to end on, for they were 

connecting th& own hed experiences wkh expiences of people in other parts of the worid. 

'Rtey did this wMe staying tnie to a vision of cornmunity safety. I remindeci the women that 1 

would be contacting them in the next few weeks to do the final evaluation and interview. 

Before people lefk for the evaiing we twk time to discuss whether the group would continue 

now thaî the first part was complete. Two women reaiiy wanîed the group to continue because they 

found it to be persody f'ulfilIing, and it got them out of the house. The other three would consider 

it depending where and when Mer some disaission about the group's purpose they chose to meet 

again April26. 



Evaluatiae the Studv 

Evaluating the study invoIved gathering and reflecting on data &om two sources. F m  

uiforrnation was gathered h m  the pre- and post-aaluation questionnaires. By comparing these I 

detemineci whether the women's acpeaations for the project were met, whether the event 

:&end &eir perceptions of bow sari the community tels, and whettier th& understanding and 

awareness of'women's fear and safety had increased. The post-evaiuafion also provided 
b 

information on the effectiveness of the project design and ficilitation. Second, 1 coUe*ed 

information through personai interviews conducted 3 weeks foiiowhg the last session. The 

personal inte~ews provideci accounts of how each woman's involvernent in the feminist 

participatory research project iduenced the5 thoughts, khgs, and actions in regard to woman 

and comrnunity s a f i .  1 also asked them to reflect on the process itselfand bow d e  they felt 

during the sessions. The information f?om the evaiuation sûategies helped to detemiine whether the 

intent of the research project was met and provided evidence to assess the &eCtiveness of FPR as 

an ducation for social change tool in the prevention of violence against women in the commwiity. 

The original questionnaires and inteniew notes were given back to the participants at their 

request. Ail but D d e  completed both the pre- and postwahution questionmires. As she ody 

started during the second meeting 1 did not give her the preevaldon fonn This panicipant dici, 

however participate in the nnal evaluation interview. In addition the woman who attended only the 

first meeting and completai the f h  questionnaire, is not r e p s a t e d  here. The Wts of the 

evaluations are dMded h o  two sections: (a) the hdmgs fiom the pre- and pst-project 

questionmires; and @) the findings h m  the personal interviews. 



Fiidines fmm the Pte- and Post-Pmiect Ouestionnaires 

From the first questionnaire 1 deterrnined that participants' personal growth was their 

prmiary rûwn for attending, wanîing to get invotved in the community their second, and gaining 

knowledge their third. In an o p d e d  question on what thqr hoped to gain by th& involvement 

1 received the following respooses: Amia wanfed "to meet people and see what the issues were"; 

Barbara ho@ "to engage in personal growth by becoming more Uivolved in group activities7' and 

use the groui experience as data for a group process course; Chdene wanted to %am about what 
4 

r d y  goes on in the c~mmunity,'' and to help; and, Ellen wanted to %ce control of her life and 

lessen her fear of violence by makjng the comxmmity der." 

in another open-ended query, I asked the wornen what questions they hoped to m e r .  

Anna wanted to know iffearing for your children going out in the daylight is just enhancd by the 

media or is it genuine fi&? Barbara's question was how the community could becorne a safer place 

and how she could feel more confident and d e .  F d y 7  Ellen wanted to h o w  how she could deal 

with the problem of leaving her chüd at a school at lunchtirne when there is not adequate 

supervision. Charlene did not have a question. On the pst-project questionnaires ail participants 

indicated that the sessions met th& persouai and educational needs. However, there was no 

indication on these f o m  that the project met their need for involvement in the cornmunity. 

The pst-project questioaRaire asked about the organization of the project (props, activities, 

disarssion, and so folth) and the &ectiveness of the fàcilitator. Overaii the participants reporteci 

that the project was well organited, that the atmosphere was fun and relaxed, that the variety of 

perspedves they shared was signifiant, and that participating was a valuable expience. 

Suggestions for improvement inchided having more media attention to draw in more participants, 

involving the EZCMP or local government in the disc.xlSsions, and bringing the group back on track 

more &en when the discussions becarne sidetracked 



The scales used in pre- and post-aahiation questionnaires did not prove to be h e l y  

reliable, as al1 women pomted out theis responses to the questiun on th& level of worry depended 

on d e n  (tirne of day), where thqr were, and who was with than (child, fiiend, or done). 

Regardes of this problem with the question their m e r s  to two other questions showed a sMt in 

perception between the pre- and postquestioMaire as shown in Figures I and 2. There was indeed 

a nse in ther level ofundersbnciing of women's féar and safés, and a decrease in how weii they 

thought the &nmunity deait with the problem Figure 1 shows that three particîpants' perception 

of how wd the comrmmity responded to womeu's s a f i  decreased, however sligk A more 

signifiaint change is noted m the hcreased Ievel of understanding the women reporteci &er 

participating in this project as demonstratecl by Figure 2. These findÎngs suggest the project did 

s u d  as an educative tool. The data indicates the project increased awareness and iduenced 

perceptions. 

Figure 1: Pdcipants rdngs for the question: "On a scde of 1 to 10 how weii do you feei 
our corn* curremiy cesponds to women's safety (10 m a minimal response and 1 as an 
ampie response)?" 



Participants 

Before the project. Mer the project. 

Figum 2: Participants rating for the question: 'Yhi a sade of 1 to 10 how would you rate 
your understanding of womeq fear and safety (10 as high and 1 as low)?" 

Personal Interviews and Reswnses 

Three weeks der the project end& 1 met with each participant to cornpiete a personal 

interview. 1 gained quite a bit of idormation fiom these interviews and summak their comments 

under t h m  categories: (a) changes in thoughts and ideas; (b) chmges in kliogs; and (c) changes in 

actions. In this section participams offer their personal thoughts and feelings. In order to respect 

their privacy 1 do not use any names in this d o n .  

Chances in thoughh and ideas Four ofthe womai reported changes in ideas and 

thoughts. For example, one participant, who thought her féar was unique her said, 'Tt's reai, the 

thoughts I've had are wen founded, i'm not just paranoid" Another woman, who was not womed 

for her d e t y  in this cummunity, commented, "'UntilI was in this gmup 1 thought everyone was 

ike me - not womed" A third participant indicated that her reaiîty had 'k broadened to inchide 



other people' perspectives." Fesdy,  a foourth woman stated that being involveci helped her form 

new ideas. She viewed her ideas as part of a Cnt id  process and that she was now more bely to 

think about a situation dcal ly  and use the results to Uiform her actions- Using rnale-bashing as an 

euample, she explained that she thinks about this differentiy, realiring now that men are also 

Th= examples Uidicate thiit for sume participants, involvement in this process made them 

more aware of the realties of othen; they reported changing attitudes sich as "it ddoesn't happen in 
4 

rny back yard" or '7 must be crazy for feeling this way." To explah these new understandings three 

women identiflied the idea that perception is related to aCpenence. Women with abusive life 

experiences said that these experiences gave them concrete reasoas to be womed whereas women 

without these acperiences said they were perhaps too cornplacent but had no reason to think they 

were d e .  In sum al1 women claimed to be more aware of the problern of women's fear and 

Chm~es iu feeliner In terms of feelings all participants repotted the participatory research 

pmject was a positive and e'oyable experience. Three women comented that the location of the 

meetings and the acceptance they felt made the group an easy place to share stories and ideas. Story 

sharing felt dishirbing to four ofthe women but they found it opend th& eyes. One of these four 

women indiarted that list@g to the women's stories and hearing about the Statistics backed up 

how she felt: '7 don't think that 1 wodd be swayed by others to think it is just paninoia I am feeling 

- and this wili help me stay safer by lmowing it (potential violence) is real." The impact of these 

stones created féelings offear, anger, wony, and Milnerabiiity as these cornments indicate: 

Y wony about becomuig more Milnerable." 
'7 worry more.. . . 1 look over my shouider more." 
"After 1 hu t  my foot and had trouble m g  1 kit more Milnerable beçause ofwhat 1 had 
heard in the group." 
"It's scary to know that abuse like t h  goes on" 



"The stories by two women dishrrbed me." 
'7t &es me angry to hear what goes on" 

nie participants reporied that they did wt find the impact of the material or the stories 

traumatic. No one reported any stress syxnptoms. Two did, however, report miprovements in th& 

seIfIfimage and esteem. One woman was using the group to practise her group participation slalls 

and the other saw her involvement as a part of her healing journey The fht  womn stated her 

participation made her 'Teel stronger inside" which gave her a sense of W o m  The second 

woman stated, 'l feel more accepkd and more worthwhile. People are begmning to see me as 

p e m d y  usefid," and 'Tve discovered I have leaderships skills." Through dialogue and pasonal 

reflection these women were gaining not only a better understanding of the issues but ofthemselves 

as weii. . 
Changes in actions. The information obtained nom the interview questions about changes 

in actions the women had made feii h o  two themes: personal changes and an h c r d  

involvement with the issue ofwomen's safety. ui regard to personai changes, three participants 

reported that they already do a lot to keep themseives and their c h i i d .  safè (not waikhg alone at 

Nght, carrying bear spray, avoiding certain areas, and keeping thek car and homes secure). They 

stated that the project confinned for them that they were doing the right th& and they planneci to 

c o h u e  using these strategies. A fourth woman said she would be more cautious than she had been 

before ttns study. A fifth woman said she refisai to h e  iike a pnsoner and that atthough she felt 

more aware- she wouid not be changmg her current habits. One of the women who reported she 

engaged in cautious behaviour had decideci she was gomg to work on staying iit, and for the first 

time it was for sornething meaningtùl to her and not just to look better for her husband. This 

woman was deepiy concemeci by the levei of violence directed at disabled and older women and 

intended to improve ha heahh in order to stay safé and l e s  vuinetable as she aged. 



Ail participants had plans to bemme more iwolved h prevenhg violence. Four women 

were going to help with the comrminity safkty audit. AU wanted the group to continue and perhaps 

work on some ofthe issues we bad been discussuig. Two were mtent on behg more proactive in 

their personal lives by speaking up when they hessed injustice or abuse. One woman had 

decided she wanted to pursue a career in the field of women's justice, perhaps through social work. 

This woman was already hvesti@g a problern in child s a f i  at a local eleanentaq school, was 
a 

involved in the se>aial d t  prevention campai@ at the college she attende4 and was actively 

involved in organhhg the safkty audit. 

Summarv of the Feminist Partici~atorv Reseamh h i e c t  

The FPR project succeeded in raishg the participants' comciousness about women, féar, 

and cornmunity sa-. The project also resuited in the collection of information about @c sites 

and Shiations in the comrnunity where women fiel d e .  The womai report4 that they leameù 

&om one another wtiat it is that women t y p i d y  fèar and what strategies womai use to keep 

themselves and their children safe. T k y  aiso inindicd that the proces had led to personal changes 

for them. The involvement of the participants and other community membas in the safety audit 

and reqllests for information on community safety by local groups were an indication of increased 

commitment to the prevention of violence aga& women at the grassroots levei 

The FPR p r o a s  d e s c n i  in this chapter provided me with the experience of engagbg in 

an edudon for social change process and enabled local women to participate in a form of socia 

activisn During this saidy the principles of FPR were applied ushg education for s d  change 

activities and modeis. The pnxzss heiped l d  women, mcfuding q d f ,  leam about the féar 

eXpenence by women m our cm-. By engaghg in the participatory research process women 



begaa to appreciate thei. own lived expiences and personal knowledge and were able to use these 

as a source of intorrnation to plan for action to prevent violence against women In the next chapter 

1 compare my r d t s  with the tindings of others in the Iiterature. 1 outline the principles that 

emerged through the practice of kminist participatory research in the contact of violence 

prevention, respond to the questions posed in the purpose of this study, and provide conchigons 

and recommendaiions. 
4 



REF'IXCTION ON THE PRACI'ICE OF FI"IMINIST PARTICIPATORY RESEARCH: 
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

The intent of this stuây was to determine if FPR could increase local grassroots 

involvement in violence prevention education and to idem the skills and knowledge needed by 

an aduit educator in order to engage in this process. 1 have rdected on the process and findings of 
e 

this study and on the experiences of the participants and on my own experiences in iight of the 

iitenirure presented in chapter 2. In this chapter 1 discuss this rdection and compare my hdings 

and experiaice to the relevant literature. Fht, 1 asses the effectivena of FPR in practice. 

Second, 1 consider how adult education cm contribute to the prevention of violence against 

women Third, 1 address the d u e  of FPR to the practice of adult education FoUowing this 

disaission 1 draw conclusions and make recornrnendations based on the two origuial questions: (a) 

Can FPR increase local participation m violence prevention education and @) what skills and 

knowiedge do ad& educaton require in order to undertake this process? 

Assessine the Effectiveness of Feminist Pedaeogy and Research in Ractice 

In my search for a process to facilirae violence prevention education and research in the 

community in which 1 live, feniinist theory and practice were of paramount concem to me. As a 

fèmimst 1 am cognizant of the need for faninist anaiyss to undemand violence agamst women 

specificaUy and f d e  oppression generally. In my study 1 found that this féniinist analysis, in the 

context of FPR was instnunental in creatug a process that was empowering and change orienteci. 

I organize this d o n  around three themes: These inchde acploring enhancers and barriers to 

participation, reeugnimig and eqyalhg power, and educatiog and researching for change. 1 



caution that this categorization is artificial. in tbat my Bq)gience in the pfactice of FPR indicates 

that these categories ove@ and are intenvoven iao a dyneniic process. Wrthin these categories I 

consider the e f k h m e s s  of FPR as a strategy that encompases feminist pedagogy and resamh 

bloriiiP Enbancen and Barrien to Women's PIllficimtion 

Participation is a cornerstone of the FPR process. Tbroughout the study 1 gave 

consideration to the degree of participation ofwomai in the study itselfand to the participation of 
d 

the women during the Women foc Community Safety sessions. In planmng the study 1 was 

idueiiced by Maguire's (1987) research scperienœ. She found that the social and political 

realities ofwomen's arpaience influend their participation m co- research projects. 

mer üterature cunfirms thet women's ümited participation in ducation is M y  linked to the 

Socid conditions of th& hes (Belenky et ai., 1986; Burstow, 1994; Mes, 1989; Rich, 1985). My 

hdings are coosistent with this eadier r d .  

Mer considering the possible barners to the participation of women in the study, 1 

attempted to enhance the potential for participation by providing childwe, bansportation, and 

holding the event cluring the evening The participants reporteci that attendhg to these issues was 

important to them For the three that worked dunng the day, h a .  evening meetings was auciai 

to their participation Daaielie, a stay-at-home mom, was ody able to attend driring the evening 

because her husband was home then to care for thar M d .  Eiien, a single mother on a hited 

income, was able to attend because of the avaiiabiiiry of cbiidcare. 

The iack of interest by marginal groups of women in our commumty indicates that there 

were dl Limitations to participation m my study. Park (1992) suggests that participation depends 

"on how 8cutely the problem is fdt by the comimity and how motivated its rnemixn are to do 

somethg about it" (p. 10). Park and Hart (1990) have suggested that the extent ofthe problem 

may still be submerged m a non-cntical consciousness. This study did not p v i d e  data to either 



support or dispute these barriers to participation, but the lack of aboriBinal, adolescent, senior, or 

disabled women confirms that the problem exit& 

hiring the FPR mliective p r o a s  women are Bcpected to be full participants not just 

respondents. As suggested by Smith (1997) 1 enamrageci participants to be active in the project 

through ownersirip of the questions, agena and pmces. I fàditated this by foiiowing Arnold et 

ai.3 (19%) ideas for getthg started in an e d u d o n  for social change project. Consistent with th& 

suggestions, I discovered that using adVities to set the atmosphere and to build relationships was 

conducive to aicouraghg the women's participation in and ownership of the proces. F i  I 

began by hding out why each participant was present. This technique gave everyone a chance to 

participate nght away and estabfished an atmosphere of sharing. The womm began to see that 

they had Smüar reasom for involvement, such as c o r i ; t r i i  to the comrminity and protecting 

th& cMdcesi, During this sharing process 1 co~ected thar fe8sons for attendhg with the theme 

of the project thereby M g  how their participation fit within the context of the stuciy. This 

c u h e d  that they did have something concrete to share and gain h m  king involved in the 

Arnold et ai. (1996), suggest that whai starting a sociai b g e  &cation project 

fànlitaoa shodd id- the participant's scpedations. I found that descriing the participatory 

research process une8ithed assumptions the participants had about research that had helped rnold 

their initiai m o r s .  I discovered that severai women bad assumptions reiated to traditional 

researck For example, Amui questioned the validity of any data mer& h m  such a smdi group. 

1 was able to explain that validity in parcicipatory research was di&rent fiom that of traditional 

postivist research. Momver, by &amhg th& assumptions about the pruject h m  traditional 

research to non-traditional resarch 1 was able to sWt th& pacaved d e  6om that ofrespondents 

to t h  of mresearchers and CO-Iearners. 



The inchision of the group agreement activity gave the women an opportunity to negotiate 

how they rnight &y participate in the project Their negotiation engageci them in the mation of 

group n o m  for disclosures and disaisson Barbara cornmenteci that the stercise was usefiil to 

her 'The fht thing you asked - 'How can you fd die in this group?' - gave me the opportrmity 

to inchide my own input. Participating in tliis actMty gave me the chance to incfude my 

preferences." Ail women Uidicated during the final evaluation and inteniew that they felt quite 

sa& while p&cipatingpating These comments reiriforce for me the ernphasis tbat Belenky et al. (1986), 
a 

Briskin (1990), and H o m  (1 9%) place upon the issue of d e t y  with participants who may 

include abuse survivors. 

Recoenkhe and Eauaiizinp Power 

Power is centrai issue in the FPR paraciigm and is based on the premise that traditional 

education and research use power over processes and fàil to recognize the power dynamics 

inherent in ail rehîioaships. Consequedy, in my midy 1 an- my own laie1 of power in 

relation to the participants and the relationships of power between the participants. Like Brown 

(1982), Groff (KW), and Smith (1997) suggest, my role as facilitatoc invohred being cogpizaot of 

my power and how I negotiated my role with this in muid. As Tisdeli (1998) recommends, 1 

considered my positionality and integrated this awareness into my practice. For example, 1 chose a 

venue and a discussion format that was non-threatenhg. 1 made sure that the participants designed 

a group process that was d e  by negotiating a group agmment with mmyone's iaput 1 also took 

care to shift my role to that of amsarcber and cdeamer by encouraging group manbers to take 

on d e s  such as orkarpzer and disaisson leader- Anna's suggestion to re-design one of the finai 

actMties and the groups rpnegotiation of the last two sessions are examples of this m1e-sharing- 

In doing so, 1 was able to adopt what Mies (1983) c& a view h m  below. 



I found that behg aware of the power 1 possessed in the role of fàcilitator, a n a o r ,  and 

content expert enabled me to recognize d e n  the participants might defer to me for ideas. 1 

consciously used tbis power to reduce my power. For example, 1 would purposely say that 

although the research on the abject of abuse says one thing that does not necesady mean this is 

tme for our cornmunity or for each person in the group. This deferring back to the group as experts 

by vimie of their experience served to eq& the power reiationship between the participants 

and myseK 1 discovered that I did not have to do this for long, as by the third meeting they were 

predominanty building on each others' stories as  usefiil sources of idionnation My Bcperience is 

çimilar to what Law (1997) found in her study, in that 1 experienced the shifhng of roies h m  

Eiditator to participants. Simüar to Smith's (1997) suggestion, 1 was practising the rnove fiom 

power-over to power-wi* and power-ftorn-wihh 

Several cornmm ffom the final evaiuation indicate the women appreciated h&g the 

sories and experiences of the women in the group and that titis was important to th& 

understanding of violence against women in their community. One wornan said, 'The community 

is as unsafe as 1 suspectai. The sto& by the women confimecl that." A second participant stated 

that, %y hearing their stories I have becorne more aware, 1 shouidn't be so comp-' Another 

woman, also found the story sharing i n d  her awareness: 'There is more féar than 1 thought 

Taking about it made me think more about h" Consequdy the s h a ~ g  of power was important 

to the suces of the FPR project. 

Aithough 1 was coguizant of the issues of power among participants 1 did not get a sense 

thai bis was an issue for the group. The women wae ail white and fiom middle and upper middle 

class backgrounds and knew each other in other coaununity conttxts Merences in Westyie, such 

as bar-hopping or stqÏng home, and in pmblern-sohing styie such as aggression vasus 

m e s s  created some controversy during the problerpsolving discussi0~1~. Consistent with the 



findings of Arnold et al. (19%)' 1 found these moments a "source ofenergy and insight'" (p. 132). 

Energy and emotion were heighmed as a result but so was the depth of our discussions. Using my 

Bcperience with group processuig and understanding ofgroup dynamics i was caref'ul to make sure 

all participants' ideas were valueci and that each person's position was ~ ~ f x t e d  to the task at 

hancl. The evaluation of the pmject by participarrts indicates that no one felt unheard. My 

expenence contimis Hope and Tmei's argument that counseling sl<üls are useW to the edudon 
I 

for sociai change process. H a .  a s ~ m d  background in counselhg and group work made 

balancing my Mnous roles while engaging in group process work possible. T'his expenence also 

gave me the insight to reoognize that 1 was ovemhelmed at times with the demands of these 

multiple roles. 

Educatine and Researching for Cban~e 

FPR is simuitaneously a form of research and a process of social change education The 

literature on ferninist and participatory re~earr:h rnakes it ciear that the strategies used to facilitate 

the process are less important than the process itself(Hail, 1992; Mes, 1983; Smith, 1997). This 

process is consistent in the h i t o r y  literature and invohres a series ofsteps hcluding research, 

rdection, education, and action (Arnold et ai., 19%; Freire, 1997; Hope & Tunmei, 1995). I made 

use ofthe spiral model of don-reîiection such as M d  et al, Hope & T h e l ,  and Smith 

advmite, to guide the process of my FPR project I hund that by siruchiring the project around this 

model the participants and 1 created a dynamic collective pmcess whereby everyone was both an 

educator and a leamer; the expenence of the participants was a central cornponent in the learning 

and research; this experience made suggestions for local change possile. 

decided to use a group disaisgon strategy. To faciütare the group dkcussion process 1 ~ n e d  to 

Brooffield's (1986,1990) suggestions for using this strategy- Like Bmokfielci, 1 fouud the 



discussioti method highly suitable for promothg refieçtion, for explorhg the views of participants, 

and for e n c o e  their anaiysis of the expeciences that were voiced. This technique also assisted 

both the leamhg and research process c h h g  the problem-posing aaivity, through the adding of 

new information, and while the group was engaged in problem-solving and action planning. 

Through disaission the women set out to present th& Bcpenences, understand the experiences of 

ohas, and i d e  contradictions that developed. This process led to what Hart (1990) c d s  

'hnihial self rhection" and resulted in the d e - p a o n  of the women's experiences in which 
4 

within the iarger context of women's oppression" (p. 56). They were able to heighten their self- 

amenes, collective awareness, and social-awareness-as the commrrts in Table 1 illustrate. Not 

only did this process help the wornen to name th& experiences and to make connections ùetween 

their personal Scpenences and social reaiity, it also reSuIfed in action. 

Table 1: Comments That 111ustrate k e l s  of Awareness 

Self Awarenes Collective Awareness Social Aweness 

1 see that 1 have leadership This is imEiir. We srpend The problem is so vast, the root 
qualities and I could so much time and enagy ceuses - violence and 
personalîy do sornething. on beiag &ici- oppression - are so pemmive. 
1 have becorne more aware. U d  1 was part of this We can be more proactive. 
1 shouldn't be so group I though everyone It makes me angry that there 
cornpIacentIacent was iüce me, not wonied. are dBkrences betwem men 

and women and safèty. 

Consistent with the hdings of Ha11 (1992), Joyappa and S&(1996), Mies (1983), and 

Maguire (1987), the use of the FPR created knowiedge that led directty to action and change. By 

uncovering l d  knowledge the women in this group were able to make practicai suggestions fbr 



decided that to improve a sense of S a f i  for women in the comrminity, complethg a safety audit 

wodd be a u d  strategy. Four ofthe h e  women helped to organize and cany out this audit. 

This parîiailar action led to the involvernent of other community groups including the RCMF, 

Citizens on Patroi, Block Parents, two f d e  citizens, and two f d e  teens. The d t s  of this 

audit included repairing of street lamps, trimming bushes dong local tra& and improved lightmg 
8 

around several apartmnt complq.  

made a suggestion to the local legai advocacy group to provide ehicaton on labour law to local 

youth This suggestion was acted on within a few months. h i n g  the final inteniew the 

~ c i p a n t s  stated that they planned to becorne more active in women's issues in their workplace or 

the community, at th& children's s c h o o ~  or individdy by speaking up about violence. Through 

the process of action-dection, the FPR process W t a t e d  personal and soaal change that d d  

resuit in the prevention of wornan abuse in our cornmunity, wtiich indicates that adult education 

has a role to play in violence prevention. 

Preventinp Violence Apainst Women Thmueb Ad& Uncation 

Adult educators have a role to play in the prwention of violence agaiPst women The 

alamiing statistics on violence agallist women and children indiate it is highly likely thar adult 

educators wiil have a rnimber of abuse survivon in th& classrooms, workshops, commumS, 

deveiopmait, and r d  projects. W h  this in minci adult educators have a moral respoosbility 

to be aware ofthe impact ofpotenihily dkstuhing materiai for these learners and to be prepared to 

address the emotional respooses thet leamers can bave to almost any mat& This respom%iiity 



involves responciinp to womm's acperience of violence and Qeating sa@ for Iearning and 

researching- For ad& educators working in violence pcevention &cation, FPR offers a process 

that responds to the distinct nature of this work. 

Respondiw to Women's ExDerience of Violence 

My study confmned tbat violence agakist women and the ffear of violence is a reality for 

ou- comrnunity. The women provided examples of king &y hamsed on the job, being 
a 

fearful of certain places in the community, and p r e f î  not to go out alone in the evenhg. 
b 

Furthmore, three of the women indicated that access to education was duenced by their fear of 

the location of the coUege and the poor iïgtrting in that area. T i q  also diSCZLSSed the 

mmequences of buiiying and sexual harassment in our public schoois for our children's and 

youth's education. Adult educaton for social change is &en by a pitilosophical intent to address 

such social inequalîty. ThTherre, at the suggestion of feminist adult educators such as Horsnan 

(1996) and Briskin (1990)' I stnictured my shidy with the interit oftaking a stand agamst violence 

and v a l i d e  women's experience of violence. My definition of violence is broad and hcludes 

any action or maction that serves to control a woman's ri@ to s a a d ,  physicai, and emotional 

dignity . 

In plarmiag and f a d h h g  this study 1 assurnecl that the majoxity of the women would 

have experienced violaice in some form at some point in th& üves. Taking this position is 

supportai by the Merahire (Brîskin, 1990; Homnan, 19%; Po* 1994; W& 1994). 1 was 

correct in this asumption, as aü women disciosed some form of abuse or violence in their iîves. It 

was not until the end of the process that the wornen were able to see how expiences such as 

king foUowed and unwanted touching fit into the definition of woman abuse. This process of de- 

prb&ng women's Bcpenences, as diswsed eariier, was aiso a way to validate the women's 

arperience of abuse and fochlce the tendency for them to m h h k  these srperiences and blame 



themselves. Validatirtg the experiences of violence for wornen in society is a strategy supporteci by 

Horçman. By doing so as an educator I am taking a stand agauist violence and making a p o w d  

çtatement abwt what is or is not acceptable social behaviour. 

Women ofkn fel they are to blarne for the violence in ttieir lives. In this shidy the women 

linked theory and experience by comecting ciiffirent types ofviolence (expience) to the 

oppression of women in general (faniriist theary). As a resutt the participants eXpeneaiced a 
i. 

reduction in their sense of shame and guilt and were more likely to share their own stories. One 

woman in particular spoke to this issue duMg the penonal interview Trevious experiences of 

abuse made me feel Like I was living among the dredges of society. Then society makes you feel 

bad because of your &ences. Facing this stuffis part of my healing." She went on to explain 

that being iwolved in this group made ha fe1 more duable as a person, that her past was not 

somethg of which she needed to be ashamed, but rather part of how she had taken on society's 

views and blamed herseLf. By realinng she was not aione in her aCpenence and that no one was 

going to judge her she felt d e  to &are her experienences. Validating and normalipng th& 

expience of violence and te- them it is not th& faut is one way I, as an adult educator, d d  

respond to the shame and g d t  of€en experienced by abuse survivors. The FPR process attempts to 

aeate links between thmry and eqxrience and assist participants to make the pasonai politicai by 

Ieaming the abuse is part ofthe structure of oppression and not the resuit of individual 

shrtcomings (Maguire, 1987). Vaiiciatmg and nomialinng the experience of violence and abuse 

is only one of the ways adult educators can respond to violence against women Another straiegy 1 

found usefùî was to attend to the s a f i  &es m the lemhg environment. 

Creatine S d i  for Leamiw and Researiching 

Horsnan (19%) suggests that part of the fesponsibüity of d t  educators who endeavour 

to respond to the violaice women ex.periénce is to aeate a d e  ieaming envirament. Dniwing 



upon my experience as a counselor for women mmivoa of abuse and the Litmature on respondmg 

to abuse survivors in educatiod settings (Horsman; Nonesuch, 19%; Wells, 1994) 1 decided 1 

neeùed to find a way to set boundaries and to prepare for disclosues. I used two exercises to meet 

this need. 

Four of the five participants d e s c r i i  the group agreement exercise as us& for r d @  

the process feel d e .  Although 1 have discussed this exercise previously in regard to participation, 
4 

it was also a usefiil strategy for addressing emotional and physical boundaries. In this exercise the . 
women were asked to consider what would make them féel d e  whiie participating in the 

cornrnunity s a f i  project. Together they came up with a list of group niles that addressed personai 

and emotional boundaries. AU group members wanted their personal style ofresponding to the 

content and emotions respecteû. Dunng this process each participant was able to descri i  to the 

group thar preference for deaihg with social contact and handling strong emotions. For example, 

one mie inciuded asking before huPP.ig and respeding a penon's ri@ to take a pewnal time-out 

for dealing with emotions when necessary. This was helpfùi in two ways. First it gave women 

permission to take care of their motional needs on thar own temis and second it prwented women 

who may be inclineci to rescue h m  taking away another wornan's nght to her own pain What was 

rnost important about this exercise was that it gave the women a venue to discuss the issue of 

boundaries, a abject that is centrd for many women who have experîenced violence and abuse 

mus, 1994). 

The second exercise was used to locate the Women for Comrmuiity Safkty p u p  on a 

continuum between education and therapy. This was another way to estabiish boundaries for the 

Iearniag environme explain the type of relationship 1 anticipatecl with them, and provide an 

avenue to disaiss where wornen couid find the support they muid not get m the group. This 



much personal sharing made the group f e l  intense, leavhg her with a sense of vulnerability. 1 

found it helpfbl to explain my relationship with them as one of a co-learner and CO-researcher. 

Beauise 1 was also a women's counselor I ~iillfed to establisb that I was not going to be in this 

role; rather, my relationship in the project was one of coacern for community safety just iike rnany 

ofthem Fanimst and participatory researchers, such as Groff (1994)' Hall (1992)' Magure 

(1 98î), Mies (1983), and Park ( 1 WZ), support tbis strategy of defining the researchers role. 

FinaEy7 explahng that the group wouid not serve as a place for kapeutic group support 

proMded me with the oppomuiis, to discuss h e r e  they could get additionai support Horsman 

(1996) encourages educators to h o w  the c o r n m -  resources for abuse &ors. 1 too found 

this to be an important factor as I was able to answer questions such as whether the community 

has a shelter and who to talk to at 4 am when you cannot sleep. These straegies acknowledged 

the potamal impact of the context of this study in relation to their experiences as women in a 

sacist wodd by validating their Scpenences, honouring th& feelings, and respecthg their abiîity 

to take control of their lives. 

Horsman (1996), Nonesuch (1996), and Wells (1994) suggest educators find support for 

thanselves when workuig in the wntext of violence. As a participant-researcher 1 found it helphl 

to fblow my own advice and to use the suggestions made by the group. As a result ofmy 

counselling work 1 was quite aware tbat hearing the details of violence is &bit. I had already 

estabLished a process of debriefing with rny coiieagues and this was used for the dumtion ofthe 

study. 'R6s debriehg was not a proçess ofdiscussing the details ofthe women's stones for that 

wodd be a breach of confidentiality7 raîher, it was a way for me to discuss my reactiom to the 

content and process of the project. What 1 fomd missing in this process of hdiog s~ppon was the 

absence of havmg someone with d o m  to disaiss the miplications of FPR fôr the design, 

fricilitation, and hdïngs of the study- I did not heed the caution of Smàh (1997) who suggests 



apprenbcing or employing the guidance of a seasoned participatory researcher. in hindsight I 

appreciate her caution and p a s  her words of wisdom on to others atternpting this type of fe~earch. 

ïsoiation was also experienced by Maguire (1987) in her FPR case study. This isolating eXpenence 

made me more aware of the need to find both intdectual and emotional support while doing this 

work 

Moving Towards the Goal: Violence b e n t i o n  Mucation 
e 

Che of my questions in fomiing this saidy was whether adult educators could prevent . 
violence against women by using a FPR proces. Similar to the FPR work done by Maguire (1987) 

and Mies (1983), my study foased on violence agamst women and led to specific changes that are 

considerd steps towards the goal of prevention in the violence preverition litenmire. The literature 

on violence prwaion suggests that educational progcams aimed at prevention rnust eciucate about 

the facts; lead to changes in attitudes, feelings, and behaviours; and Uivolve women in collective 

actnaies that lead to thei. participation in the co- (Gordon & Riger, 1988; MacLeod, 

1994). 1 disaiss each in tum. Because violence prevdon is also about social change some of 

these themes are repeated in other parts ofthis thesis. 1 disaiss them specificdly here in an effort to 

h i c  the wcid change aspect of FPR to its ptential for preventing violence against women 

Rovidinn the fack In the prevdon ofviolence üterature there is controveny around 

the providing of information on how to stay safé. Brookes-Gdener (1990) argues that teaching 

women to protect t h d v e s  through selfdeffaise classes reidorces victim-bbg and £bels 

f a  In my study, 1 found that women already had a set of rinials fbr keeping safe and knew a 

great deal about who and what to fear. For example, two women h y s  have their keys ready 

when they go out to th& cars, and they h y s  check the back seat One of these two women and 

anotha participant kept th& homes locked up tight whether they were home or wt 

Coflsequedy, my mdy supporteci the idea that violence prevention education needs to do more 



than teii women how to protect themselves; violence prevention educaàon mut empower women 

to make changes in th& communities so they a n  reduce their f i  and begui to participate in the 

We of the comrnUNty as is thei. ri@. The trend towards empowennent found in the Literature was 

present in my study. 

1nfluenci.n~ changes h attitudes, fedings and behaviou~ As with social change 

education, violence prevention is concernd with changes in people and ui comrnunities. Because 

FPR is a of m a m h g  and rediscovering the world and the selfthrough the building of a 

critical consciousness it bas the potential to change attitudes, feeling, and behaviours. This type of 

change takes t h e  but evidence of such movement was present in my shidy through cornments 

from the one-twne interview. For example, EUen, a single motha' said, '7 vocalize more, 1 pass 

on the knowledge to incrase awareness." She was hopeful that her new awareness would enable 

her to help othen. Anna, a working profûsional with two temage daughters, explained that she 

discovered that a person's sense ofsafkty depends on age and whether they have chilciren. She felt 

this experience made her more sensitive to other people's fears, but that she did not experience the 

same lewel of fear. Barbara, a snident and manied mother of two, indicated that she had taken 

action to seaire her home (using sticks in her window ds), but that the main change for her was 

mternal: 'It's in my min& 1 can't get it out. I wiii now keep my eye out for that kind of thug. We 

need to watch out for one amther. 1 am more motivated to stay fit so 1 won't look or becorne 

vulnerable." 

Upon reflection on the changes expressed by the women in the study, 1 became aware that 

they indicate few changes in attitudes. Attitude changes recommended by M a c m  (1989), 

include attacking those attitudes that degrade women, view them as unequi to men., and condone 

violence a g d  womai. In my study it appeared that the women did not hofd these attitudes 

th&= but did see them in the cornni* and made rmmmendations to address them such 



as teaching about geader stereotyping in the public schools and supporthg senial harassment 

prevention training for women and youth. 

Co1lecîbe activities and communitv omtici~ation. The literahrre argues thai violence 

prevention ducation should empower women to take an active role in th& c o m r w  (Gordon & 

Riger, 1988; MacLeod, 1989). in my study the women increased th& plaaned participation in 

coUective activities as wel as in community participation. By the end of the shidy the women were 

eager to follm through with th& suggestions and to continue the work of the group. This included 
. 

planning and participahg in the community &&y audit, m h g  recomendations to town c o u d  

to improve street ii- and trafEc safety, and behg more active in the women's movement by 

advocating for women's rights. Moreover, their involvement irrfluenced other change. men, a singie 

mother and full t h e  student, orgemzed a Preventing Violence Against Women Week display with 

support h m  her involvement with the Canadian Federation of Students. M g  this display she 

promoted the No Meens No Campeign that foaised on raising awareness about violence agaiost 

women Furthemiore, this display was presented in the local shopping ma& the same mal1 that 

denied us space the previous 2 years. As a result of Eilen's participation in tbis project and her 

subsequent influence on her firiends and acquaintances, in December 1999, we were welcome to 

commemorate the Mo- Massacre with an informational table in the busiest part ofthe mall. The 

FPR project was indeed having an &kct on the community. 

The Value of FPR to Adult Education Practice 

FPR aui enhance the social purpose of adut education p h c e ,  provide guidance for 

teactiing and l e m  about oppression, and provide a method of cornechg both the academic and 

actMst work of ad& educators wtio are fighting for social justice. In this seaion 1 descn'be how the 



centrality ofgender to this pmess plays a role in achievinp social justice. I also present my 

findings as to what FPR cm offer ad& educators who engage in I i i o r y  edudon Finally, 1 

explain how my study supports the idea that commumty groups can aeate lcnowiedge and leam 

fiom the theones and experiences found in the acadernic iiterature. 

Enhancine the Social Pumse of Adult Education 

FPR is a process aduit educators can use in th& stniggIe for d j u s r i c e .  Throughout the 

study I was &ous as to how this p r o a s  would he up to the ideais of h i t o r y  addt education 

Like the tiistoricai adult education movernents d i d  by Brookfdd (1983) this study gave 

participants a measure of control over th& cucumstance and unifed thern through a vision of a 

~0mmUmty that is jm quitable, and inclusive of the voices of its m e m h .  My study is d a r  in 

approach to that of Coady's work with scploited fi&- fhners, and miners in Antigonish, 

Nova Scotia He met with community m e m k  in local homes and hails to explore their 

. 
cbûdâdion with the oppressive econornic conditions and to plan for action; in this study 1 drew 

together comrnumty women at the local women's center to explore their concems in regard to 

violence a&ainst women and make recommendations for change. Si& to Hoodless' Wornen's 

Institutes, descricbed by S e h a n  and Dampier (1991)' the Women for Cornmw S a f i  project 

gave women a venue to express th& opinions and work fbr conmnuiity improvement. Unlike the 

women who attended the Women's Institutes ofthe 19th century, the women in this study can take 

then new awareness to the public arena whea they cast th& votes. 

1 discovered that the addition of the feminist perspective enhanced the shidy's social 

pirrpose because it put gender at the centre of the amiysis. Using Wder's (1 99 1) situated theory 

of oppression 1 m e d  a process in wbich the participants could examine the contradictions of 

-ence bnween men and wornen in our CO-. The women began to see gender as 

 si^^ to th& understanding of women's fear and saféty m the coIIunmity as Danide's 



comment niggests: "Mni are still in charge in the m e  and do what they see fit. They don? 

see how women experience the cornmunit/ . . . it's these *des of men that keep us stuck 

inside." For this participant gender was the determinhg fkctor in how she understood who had the 

power to make changes in the communày. The use of a gender analysis was crucial to her leamhg 

how the politicai realities in our comnnmjr infiuenced her personal @eedom For me this was a 

good example of how FPR can aihance the social purpose of ad& education 

Teachioe and ILeaniinp About Onoressioa 

Oppression is a human condition with personal and political ongins; thus teaching and 

leaming in this context is rich with ernotion Similarly, in this study the subjective feeluigs ofthe 

women were central to educating for personal and sociai change. During the fint session two 

women qressed th& excitement about the prospect of being able to voiœ th& opinions and 

personai con- about a topic close to their h m .  Later> one of the women exphed, 'This 

experience was positive for me. By interacting with people I opened up some areas . . . . Gemng 

and receiving feedback improved my awafeness. 1 mean, 1 now fe l  that something can be done." 

Tlaoughout the study, 1 noticed that the wornen were more animateci and creative wtien the topic 

under discussion raised mong ernotion This hding is consistent with Freire's (1 997) observation 

that starting with issues that the group had shong feelings about broke through their sease of 

s During tbis educational intervention 1 also discovered that l e a m  about oppression can 

also lead to negative reactiom for participants- Sharhg and h&g stories about abuse and fear 

evoked exnotional d o n s  in women that increased thw sense of powerlessness. Two women 

reported they fa more vuherable as a result of taking about women and féar. Both of these 

women reporteci thqr looked over th& shoulder more, and one of them womed about becornîng 

more vulnerabe with age. Two participants descricbed heering some ofthe stories of the women in 



the group as emotiody disturbhg- Yet, by the end ofthe 7 weeks ail  women reported they were 

angry about the oppression of women and motiivated to influence change. By participatmg in the 

actions that they themselves suggested the womai began to regain their personal pwer. My 

research experience miplies that d u i t  educators shouid be mgniant of the impact of oppression; 

dthough it can enhance the learning procesg it cm also add to a sense ofpoweriessness without 

direct i i i o r y  intemention. My study supports Horsman's ( 19%) suggestion to be prepared to 
e 

offer practicai support for negativ~ reactiom when working with abuse SUtViVors. For example, 1 

demoostnited this support by ending each session with m e  through a windnig down proœss 

whereby the foais was no longer on persod stories but, instead was turned to ways to prevent 

violence and feel empowered. 

Teachmg and learning about oppression involves the development of a criticai 

consciousness. Maguire (1987) fomd that she did not give enough attention to the development of 

a critical consciousness through education FoUowing her advice 1 established a meeting format 

that was conducive to maxbbhg leaming and exploring issues by asking not ody 'W is 

happening, but also 'My." Thus through questionhg I engaged the gr04 in identifying the root 

c m  for some of these problems. This strategy is suppon by the education for social change 

lit- (Freire, 1997; Hope & T i i e l ,  1995). AIthough the women did not i d e  themsehres 

as feminists ail of hem were able to explore these issues through a &cal gender leas. This 

aaalysis was made easier because two ofthe women had just finished a first year women's stucfies 

course and another woman was taking aainmg in social work. Mer the third session 1 obsaved in 

This gmup has a good haadle on the mdysîs of S(3Cism and other forms of oppression Al1 
appear to have had some traimng m tb regard whether it is life eirpenen* f o d  
education or a combination ofthese. The analysis is there. Aii 1 need to do is mention it. 
There k no n g d  to explain whet it is. 



Another way to engage in critical reflection and learn about oppression suggested in the 

literature is the use of action planning. During the last session I used two activities adapted h m  

Hope and Timrnel(1995) to assist the action plarming process. The l h t  acercise 1 used to prioritize 

the problems was helpful to pare dom the enornous amount of information. The second actMty, 

the grid anaSsis, was helpful to develop criticai awareness in that it presented a pidure of how 

problems are iinked together. The women were able to look over the idonnation they had created 

and to see a bigger mietal pi- from Gin  the words of Hope and Tunmel to 'hove fiom 

seeing isolateci problems as situations in themselves, to seeing the structures of Soaety which 

control and dominate people's lives" (p. 62). 

The comments made by participants during the grid analysis indicate that they had 

uncovered many of the values and beliefs behind the issues we had been disaissmg. For euample, 

they recognkd that they had a colieçtive critid consciousness during a disaission of the role 

economics play in the prevention ofviolence. They pointed out that in the domain of work and 

safety, 6 g  money was more important than female ernployee s a f i .  In regard to public S a f i y  

male decision makers, who do not scperience feer as readily h s e  of their gender, were seen as 

d e I y  to spend taxpayer dollars on improvbg Lighting in the comrnunity. One woman 

cornmented that se@ the resuhs up on a chart iike that made her appreciate what we had doue but 

also pointed out that preVamng violence in our comrmuiity would be an enormous ta&. Thus my 

use ofproblem pos8ig and action plarming indicate that FPR is a us& strategy in developing 

criticaî conscious~ess. 

Like Maguire (1987), 1 h d  that researching and teaching about oppression made gr& 

demands on me emotionaUyy phy9Canyy and mentaily. 1 recognized the @el betweei the 

roultiple mies 1 expriena m this pro- to the multiple roles I expience as a woman on a daiiy 

W. Consequaitiy, ï t  was not a leap to detetmme thrrt my multiple d e s  as educator, researcher, 



activk, participant., and student idluend t h s  dernand. My eXpenence of the need to balance 

multiple roles Ïs supporteci in by literature (Gr@ 1994; Sniith 1997). F i  as an educator 1 needed 

to pay attention to my Eicilitation skills and structure each session to ma>a'mize the leaming for the 

participants. Second, as a h i t o r y  researcher my role invoived ensirring the process attendeci to 

the wornea's expience, encouraged critical adyss, and promoted knowiedge creation-as weU 

as recording th& suggested problems and solutions. Third, as an activia 1 was aware that my 
& 

agenda was one of change and I qeeded to make this agenda for change clear to the group, while 

king ever vigilant not to impose rny political agenda on the participants. Like Law ( 1  997) 1 found 

that my a c W  tendencies were useM for teaching and researchuig about oppression Being a bit 

of a rebel, not h g  king told what to do, and haWig a healthy sense of skepticism, assisteci me in 

lmhg at things Werently, and modehg d c a i  anaiysis. For example, one evening when 

discussing the problern of not bemg ailowed to use the local rnd to cornmernorate the Moneeal 

Masame, 1 told the group how 1 was incensed by the d ' s  poiicy. I d e s c r i i  how 1 shared my 

views with others, beginrung a campaigu that led to development of lape1 buttons to be wom during 

the holiday season that said: 'Race is not a season, Peace is a way of Hk." This example showed 

that 1 was not likely to aocept the status quo and was wiuing to jom with others to make a 

statement. Severai women remernbered this campaign and felt is was a good way to raise 

awareness. 

My fourth role was that of participant. As a member ofthe CO- and a woman 1 had 

experiences th enabled me to contncbute dong with the other participants in knowledge d o n  

and action plarining. The üterahire on féniiiiist and participatory research supports the idea that the 

f8cilàator o n w e  in the community (Pa* 1992) or spend a great deal of time building 

dationships with the comnninay More Startmg the research proces @@tire, 19û7). Commeab 

such as 'Xnowbg people made it e8Sier. 1 alm. eye up a sihiation More speaki@ indicate thaî 



relatiooships made sharing possible. Yet, trying to be a participant while îàcilitating the process 

Ever present in my mind was the reaiity that 1 was also a student and would need to record 

this process and write about it for my personal educational goals. I stniggied emotionally with this 

issue, beouise the purpose of FPR is to create knowledge for the bene& of those involved and not 

for academic gain 1 did not want to mate a muation in which I contradicteci the purpose and ethics 
4 

of FPR Mer a great deal of refldon 1 was confident that my intent was honourable and that by 

writing about my experiences with FPR and the experiences of the women 1 would be contriiutuig 

to the fanuiist movement by connecting actMsrn and the academy. 

Linkin~ the Acadeinv With Activism 

Once 1 had reconded my duai role of researcher and community member, 1 did not 

experiaice the levei of tension expressed by many féminist and participatory researchers such as 

Cancian (1 9931, Uaguire (1 987), and Srnail (1 988). My study did support the idea that commLlIljty 

groups and individu& can and do mate knowledge and engage in social change education, as 

siniilariy observed by Broobeld (1983). This is sigriifi~anf for adult education as activism and 

theorking are both irnporfam sources of howledge creation that link the academy with the 

CO-. For example, 1 drew upon research to inform my practice and I provided mforrnation 

to participants about the experiences of women in other c o r n d e s  dohg similar work. 

Furthemore, by writing about my own and the wornen's Scpenences in this study for my graduate 

work 1 link the work done in the commmity to the academic world of adult education My 

eqexience is consistent with that of Cancian, who said, 'To do actMst research, researchers rnust 

have stronger ties with the cummunity andor policy makers than is typicai of profèssors" 

(p. 93). I beliewe that my luiks m the mmnnuiity and my pcevious nhtionships with the 

participants were d to both the procesr and outcornes of the study. I fomd that FPR served as a 
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cataiyst to bridge the work of the adiMst and the academic, both of which are important aspects of 

adult education. 

Conclusions 

This thesis began with the general intent of involving comunity rnembers in hding out 
1 

how d e  women feh in the comrrmNty by engaging women in a process that researches and 

eduaites for change. Adult education, I speculated, could achieve this though the use of the FPR 

process. The questions I set out to explore were whether the use of FPR wouid increase local 

&cassroots involvernent m violence prevention leading to personai and social change and what 

skSls and knowledge adult educaton require to facilitate a FPR pmess  in the conte* of violence 

prevention education The conclusions that follow, attempt to add insight into these questions. 

1. FPR, as an education strategy for social change, aui reaiize adult education's liratory 

purpose. The women involveci in this mdy uncovered petsonal experienw of gender oppression 

through a colective critical seKreflection process and used this knowledge to fornnilate solutions 

for prevedng violence aga& women in thar community. FPR increased the grassroots 

hoivemerit in violence prwention for those who parhcipated and aicouraged other levels of 

commumty involvement. It also encouraged the women to becorne allies m the process ofendhg 

violence agahst wonwi lady. 

2. On its own, FPR does not guarantee participation by marginaliIed groups of women 

W e  concerted &brt was made to advertise the "Women for Cormminity Satèty" project in a l i  

segments of the community and to reduce physicai barriers by providing daycare and 

aaosportatio~~, other invisiile barners persisteci I do not atiempt to qeda te  whaî these mi@ be. I 



acknowledge, however, that not ha* the voice of rnarginalized women is p h p s  the weakest 

aspect of this study. 

3. Despite the relativdy s m d  mimber of participants in this shidy, 1 infer that women 

entering into educationai and community research projects typically have histories of violence, 

abuse, and gender oppression that duence th& experience of these events inchidhg whaf and 

how they leam, and how they participate. The personal and emotional safety measures taken and 
a 

this project's structure were conc@ive to the participants' sense of safety witliin the learning and 

research process. The group agreement and the act of locating the group dong a continuum 

between research and therapy assisteci the participants to establish and to legitimize physiical and 

emotiod boudaries. 

4. Sociai and personal change is equaiiy important to the education for social change, 

action-reflection process. Co~ecting the personal with the politicai as a feminst goal involves 

wornen leaming to see themseives in relation to the wodd and in relation to other women. Women 

can link individual and social histones to collective social change concurrenfly t b u g h  a process of 

mutual seIf-reflection ui order to be able to speak of something in a collective sense, women nnist 

also Nime and define these personal experiences and social histories. Once the women have 

completed this process, they are personally changed for they now view that history in a new way. 

FPR provides a proces whereby this penonal and collective knowledge can thai be transiated 

directly h o  action Personai change does net, however, guarantee social action in the revolutionary 

sense. For some, social action mi& involve speaking up when abuse is ocairring or spreading the 

word that certain behaviom are oppressive. 

5. Power imbaIances betweai teacher and studens and between researcher and researched, 

are unavoidable in any adult &cation endeamm. As this project had an ernanàpatory intent 1 

needed to i d e  my own personal history and biases. The awareness ofmy oppression as a 



woman, my personal expiences of abuse and harassment, as weli as the potentid oppressor 

within me (based on my clas, race, education, and s t a t u  as the %searcher") gave me the ab* to 

view the project with both the understanding of one who has been oppressed and one who can 

potentiaiiy becorne an oppressor. This understanding Mped me, as an ad& educator, to be 

cognUant of the power difEerences within the grwp and rny need to actively encourage the role 

sharing in the group. A commifment to continue my own self-assessnent of these issues assisteci in .. 
equalituig the relatictnships b e t w ~  the participants and myselfand ficilitated the creation ofa 

leamhg environment that was respectfiid, reIaxed, safi and engaging. Positioning myseifas a cm- 

investigator with a view kom below reduced the power imbalance between the participants and 

myseK 

6. Doing FPR on one's own is an isolahg and loneiy Bcpenence. The theoretical support 

gained through the Merahire is he1pfûi but does not replace the utility of a mentorhg relationsbip 

with someone Bcperienced in the philosophical fomdation and pcacbcai application of FPR 

Moreover, E i  the FPR process is extremely d3Ecult to do on one's own when the role of 

student in a graduate degree program is added to the multiple roles of the researcher. The multiple 

roks of the researcher, k e  those of women generaiiy, are demanding. Akhough s h a ~ g  the role of 

researcher and learner is desirable in the context of FPR it is not necessarily a desire of the 

participants nor does it fit wd when the researcher is required to address partiailar leamllg needs 

in the process of ctedentialing 



On the basis ofmy learning and the mmments and experiences ofthe study's participants 

I rnake the foilowing recommendations to adult educaîors who want to implernent the a sllnilar 

process- 

1. 1 recomrnend that pnor to ma- a decision to use the FPR process ad& educaton 
m 

need to decide if this process is appropriate. The FPR process mut be used to understand the hed 

experimce of women and to organize them with the intent of f&cilitaàng women's li'beration. It can 

be used whai action is requed and research information is needed to Uifonn that action It is not a 

process to use merely to gain information about women abuse, nor just to organize for social 

action Other methods are available for these purposes 

2. 1 recommad that adult educators ensure they give adequate attention and time to 

* .  inchidmg women f?om maqpdmd groups in the comrrainity. The very nature of oppression 

makes it d i f l t i d  for these women to h d  the time and energy to attend and to see the devance of 

such projeds to th& hes. The usual channeis of advertising and the Feniinist Participatory 

R d  pmcess do not guarantee that these women Win be able to overcome biirriers to 

participation P m s  pasonal invitatons to these women migh be of some help. 

3. 1 recommend that ad& ectucators endeavour to attend to the women's emotiod and 

physicai s a f i .  The emotional impact of sharing personai stories withh the thane of woman 

abuse can be quite ditnailt for women and especially for abuse survivors. Giving the group thne 

to set th& own boundaries and idene  arnong hem, what they need and do not need m texms of 

- * support is crucial in preventing i~victlmaation and boundary violations. Furthemore, legmiog 

can be disorienthg ofwomen d o s e  world views are chaiienged or f m  c o h e d .  I d e  the 

fkdhîor should have a background m handlïng disctosrres or, at the very Ica* a pian for &erra1 



and support that the womai can access. Establishing a d e  and tnistuig leamhg environment is 

critical for educating for d and penonal change. The impact of abuse on leamhg and 

k.cilitating duit education is an area that requires fkther research and discussion 

4. 1 recommend that when assessllig the success of any FPR intwention adult educators 

consider the degree of social and penonal change esuaUy. FPR emphasizes social and collective 

change. For social change to oaw the women need to work toward seeing themselves in relation 
a 

to the worid they want to coilectiveiy change. Through the process of Uisight and reflection on 

personal experiences, as they relate to women7s collective reairty, individuai women corne 

together to facüitate social change. Adult educators shodd appreciate that if one woman changes 

her perception of safèty and therefore keeps herser safer by altering her personai habits, a m m e  

of success has been achieved. A woman wiU have been liberated h m  her oppressive reality in 

which she fèlt she was safie when she was not or she dismisseci her t b r  as irraîional. 

5.  I recornmend that addt educaton address their personai bias and social history in any 

venture that claims to be Ikratory. Being clear about one's own prejudices, political agenda, and 

social identity can help an aciuit educator buiid cooperation, mutual respect, and engagement in an 

educatiod process. This critical self-awareness during an FPR process can a s k t  a researcher to 

becorne seai as a co-investigator m the efforts that are desigped to improve the participants' hes. 

Building oneself0hto the research can as& the adult eduattor in choosing appropriate &es, 

and m doing a realistic assessment of the degree ofpower and i d~~ence  that he or she bas over the 

process and the participants. This assessment will hdp the researck clara the rotes they take on 

in the process and those they will share with or defer to the participants. 

6. 1 recommend that ad& educaton atternpting FPR for the first time do one of two 

things: (a) establish a mentoring relationship with someone verseci in the principles and process of 

FPR, or @) ensure oo-facilitation k available or shared Fdalitation with group members is agnxd 



upon at the onset of the project. In keeping with the principles of FPR, 1 think the latter is ideal. 

This may require spending additional time with the participants teaching thm about the process of 

FPR and how to share fàcilitation However, because FPR invohres a partidar philosophical 

approach that may not be shared by all cummunity memben, the conse~uaces ofco-fàcilitation 

for les homogenous FPR groups needs M e r  exploration. 1 also recommend M e r  disaission 

and research by férnirxist participatory researchers in regard to the multiple d e s  of the ferninia 
4 

fadtator in this process. Currentl~ these facilitators must draw upon participatory research, 

feminist research, or social change education theory to Xion their practice. F M y ,  it apppears 

that FPR rnimn the multiple roles women have in society in general, and as such this subject is 

In CIO- FPR must be seen as the beginning of a long-tm strategy for endhg violence 

against women and as a tool for organiang women and coinmunities. Contn'butîons made by local 

women through FPR can Iead to collaboration between women and CO& agencies such as 

local goverment and social service providers, for the purpose of local change. l?PR is an effèctive 

educatiod process through which aduit educaton can M t a t e  hcreased awareness and develop 

collective and personal action strategies that Iead to local involvement in the prevention of 

violence agaînst women 
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Anaendix A: Evaluation Instruments 

Post-Project questionnaire: 

Age: 
Numberhges of children: 

1. What would you say is your primary m n  for betting hoiveci in the Women for Community 
S a f i  project? (Personal experience, helping the comrnunity. auiosity. conam for otheix political 
etc.) 

2. What do $m hope to gain personaily fiorn participating in this project? . 

3. On a scale of 1 to 10 how well do you Eèel our community curcentiy responds to women's dey? 

M .  1 2 3 4 5 6 7 8 9 IO Ample 
R e s p o ~  Respo"= 

4. On a d e  of 1 to 10 how would you rate your understandmg of women, fear and safety' 

Minimal 1 2 3 4 5 6 7 8 9 10 Ample 
R e s p 0 ~  Response 

4. On a scale of 1 to 10 how wouid you rate your levei of worry in Port Hardy in regard to the 
following? 

Public Safety 1 a 7 3 4 5 6 7 8 9 10 

Home Safm 1 2 3 4 5 6 7 8 9 10 

5.  What is the main question you hop to answer during this project? 

7. Please add anything you fée1 is rdevant. 



1. Descnbe how this pmject met or did not meet your expectations. 

2. Please comment on the o v d  delivery of the project. What did you h d  helpfùl to the process and 
what couid be irnproved upon? 

3. On a seale of 1 to 10 how weii do you feel our cornmunity currentiy responds to women's safety3 
a 

Minimal 1 2 3 4 5 6 7 8 9 10 Ample 

4. On a sale of 1 to 10 how would you rate your understanding ofwomen, téar and safety7 

Minimal 1 2 3 4 5 6 7 8 9 10 Ample 
Response R e s p 0 ~  

5 .  Ch a seale of 1 to 10 how would you rate your level of worry in ïhe cornmunity in regard to the 
followuig? 

Public S a f i  1 2 3 4 5 6 7 8 9 IO 

Home Safkty 1 2 3 4 5 6 7 8 9 10 

6. Please comment on how the fidhîor's &&eness. What did she do that was hdpfid to the - 

process and what couid be improved? 

7. Please add anything you feel would be helpfid to irnprove this project Kit were to be done @ 



INTERVIEW SCHEDULE 

Notes: Explain to interviewe that her responses wiU be used to explore how her involvement in 
the Womai's for Community Safkty pmject iduenced their thoughts, feelings, andior actions. 
Also discuss that 1 wiU be taking notes and once the information f?om aü participants has been 
gathered, reviewed and documeated the notes will be returned to them No names or other 
iden- information will be used 

What do you think you learned by being ixxvoived in this project about yourself your CO-, 

or wornen's safety? 
4 

How have your ideas changed? 

What value do you see in this knowledge or how useful is 4 to you? 

mer? 

Feehas 

How did your involvement in this project fée1 to you? For example did you eXpenence any 
motional reactions to the content or the process that impacted you in a positive or negative way? 

How did these feelings affect you personaUy? 

How did these feeling affect your life e? 
Did you feel d e  enough in this group to participate fieely' 

What helped you to feel d e  or unsafè m the group? 

Actions 

Wbat do you do differently as a redt  ofbeing involveci in thk research project? 

Do you srperience the comunity or relationships with people diffefently as a remit of your 
participation in this project? 

Have you decided or do you plan to becorne more ïnvolved in some aspect of this project? ifso, 
how (Le. wornen's movement, community i n v o l v ~  involvement in safèty at work or schwl)? 

Do you have am/ nnal cornments you would like to add that wodd hdp acplain your experîence 
in ttiis pject? 



Appendix B: Grid Resuits from Session 7 

What we are up against?: Getting Foawd 

home 
- - 

Kidswithnottung 
b do. 
Kids cm' t wte. 
Cbild/Youthnot 
Gov priori-. . Socialproblems 
and the &a on 
Grmiiv values 

soaaicausesof 
the pmblan 

RCMP 
Saii(11s- 
Familycultm 

Whattlrethe 
valuesandb$i& 
br.hind the issue3 

CriSsG!nm 
FmilyPiacr: 
MCF . RCMP 
PAC. 
SchoolBoard 
Block b t s  

Fbssible 8âmas 
to the soIiman? 




