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Abstract

This study explores ways in which workers undeidiaarning in relation to their work. The
participants worked in Ontario women'’s shelterse Tésearch method applied in this study was
phenomenography. Eight women’s anti-violence wa@lstrared insights through semi-
structured interviews. Four qualitatively diffetemays of understanding learning in anti-
violence work emerged from the data. The study ssiggthat women’s anti-violence workers
understand their learning as deeply embedded inwloek contexts and in the changes they are
trying to effect. The scope and focus of these ghavaried. The findings of this study could
assist in the development of conceptual framewfmk#raining anti-violence workers. The
researcher also suggests that communities of peagtay be critical forums for learning, as they
are designed for situated workplace learning, amevolve with changing contexts.
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Chapter 1
Introduction

1.0 Introduction
The aim of this study is to explore the qualitaiwdifferent ways that women working in

women'’s anti-violence organizations conceive ofriggg in relation to their work. The findings
of this study explain aspects of the learning elepee from the perspective of the workers
which, in turn, will support the development offieiag opportunities that meet the needs of this
unique group of workers. In this chapter | outlihe research problem and explain the reasons
this research is important. Following that | ddseithe limitations and delimitations of this
study. In the final sections of the chapter | jdevan outline of the structure of the remaining

document.

1.1 The Research Problem
Ontario’s abused women'’s shelters are part ofdhgel North American women'’s

movement and share a rich collective history theluides: political action and engagement;
government lobbying; grassroots strategy sessaganizing protests and marches; and the
creation of additional programming for abused woraed their children. Organizations that
began solely to shelter women have increased énasid scope and now offer a range of
community programs in addition to their residensi@tvices. Different from many other fields

of work, women'’s anti-violence organizations preéseanique combination of service delivery
with a gendered analysis of violence against woarghinvolvement with a social movement, in
this case the feminist movement, also known asvthreen’s movement. The Assaulted Women
and Children’s Counsellor Advocate Program [AWCG@A[George Brown College in Toronto is
the only program in Canada that addresses theitganeeds of these unique organizations

(AWCCA, 2011). Historically most women learneditheork on the job.



Women'’s anti-violence work is not standardized @spriptive in the sense that there is
no governing body that sets service standardssibiere a standardized program one must
complete in order to enter into the field. Eaclnvam’s anti-violence organization is an
autonomous entity with its own Board of Directasts of policies, mission statement, and
mandate as developed by their Board or Board aifitegether. There are many different
women in leadership roles in the women'’s anti-vnokefield and the accompanying social
movement, many of which have had different conosgstiof this work. Consequently there are
differences as well as similarities in the ways veors anti-violence work is interpreted and
performed, just as there are many ways of intergydéeminism and performing the work of the
feminist movement. It makes sense that the wortkensiselves have different conceptions of
their work, even when they share the same job title

Women working in anti-violence organizations hawuarderest in keeping abreast of new
ideas, in current issues, and in deepening thastige. According to a report conducted by the
Ontario Ministry of Community and Social Servicaasti-violence organizations generally
maintain a professional development allocatiorhgirtbudget that supports workers to attend
various training events and programs. The traibudget is usually quite limited, resulting in
few formal training opportunities for most staffg8Consulting Group [BCG], 2009). Directors
and managers of women’s anti-violence organizatiooking for ways to maximize their
professional development budget have to balancerakikey elements when making their
choices, these include but are not limited to: aodtiding registration: travel; accommodation
and backfill for shift workers; covering missin@ftfor the duration of the training event;
content of the material including relevance; chaitstaff person or persons that can attend; and

the outcome or effect of the training may havelanjob performance. Organizations in the



Ontario’s remote north most often find themselveahle to access many training opportunities
as a great deal of the events take place in thiaesouparts of the province. Conversely, there
are few training opportunities that are develogaetgically for women’s anti-violence workers;
this is especially true of training that incorp@st feminist social movement framework with
service provision, even in the southern part ofgfevince. In light of these issues, women’s
anti-violence organizations have come to identifyf@ssional development opportunities as one
of their priority needs (BCG, 2009).

Recognizing the limitations and the careful consatlen that accompanies decisions
about professional development for anti-violencelk®cs, it is critical that materials and training
events create learning opportunities that are ngéulito these workers and worth the cost and
effort associated with participating. This studms to better understand what kinds of learning
opportunities will be meaningful to women’s anteMance workers by examining how the

participants understand their work and their laagrio become anti-violence workers.

1.2 Why This Research Is Important
The Ontario Association of Interval and Transitldouses, or OAITH, is a provincial

coalition that was founded by workers from womestiglters in 1977 (OAITH, 2011). The
Association’s objective is to create social andtpall change that will benefit abused women
and their children. While its primary focus is mk&ining, over the years in response to member
requests for learning opportunities, OAITH has daved various training materials for member
and non-member anti-violence organizations. ThekwblOAITH is largely carried out by their
Board of Directors and two action committees, #ieel members of which are comprised of
workers from member organizations.

OAITH identifies funding as an enormous problemioth the Association itself and the

member organizations. The Association used to d&aggring meeting of representatives from



member organizations that offered both formal arfidrmal training opportunities. They had
also provided some financial support to assist ne¥mto meet quarterly in their regions. In
these meetings there was exchange of informatemyarking, and building of relationships that
encouraged problem solving, planning, and learfrioigy one another (personal communication,
Eileen Morrow, OAITH Lobby Coordinator, June 25120. In 1994, OAITH’s core funding
from the province was eliminated and since thaetitias survived through membership
registration fees and time-limited project fundfngm various government ministries, thus
reducing its ability to support member organizasiamaccessing learning opportunities. In 2009
OAITH received time-limited project funding fromdtOntario Women'’s Directorate for the
development of new training materials for womemis-giolence organizations. As part of the
project OAITH redesigned their website incorporgtiieb 2.0 tools making their website more
interactive for their members. Their hope was thatnew tools, consisting of a member’s only
discussion board, a member’s only blog, and welfecencing software, will enable members
who are located throughout Ontario to communicatklaarn together in a more cost effective
way. The tools are designed to maximize accesgimng (personal communication, Eileen
Morrow, OAITH Lobby Coordinator, June 25, 2010).

Knowing that funding for training and materials d®pment is inconsistent, OAITH
would like to create a conceptual framework or tktgothat will guide the development of
materials and training opportunities for this pobjand future projects that may unfold, to ensure
they are creating training that satisfies the nedédgorkers (personal communication, Eileen

Morrow, OAITH Lobby Coordinator, June 25, 2010).

1.2.1 About The Resear cher
In 2010, | was hired under a two-year contract B\TH to coordinate the above-

mentioned training project. My experience as atfimoe worker and a manager in the women'’s



anti-violence field, as a teacher in the AWCCA peog, and in developing training materials
and workshops for workers contributed to my famifjewith the subject matter and the context
within which it applies. My familiarity with the @men’s movement and women’s anti-violence
work was beneficial in conducting this researchalse it allowed me understand the
connections between the social movement, the veortt the internal workings of organizations.
My relationship to the work and the participantadsiressed further in other areas of this

document, as my ability to bracket my own concepgtizvas an issue of validity.

1.2.2 Significance Of The Research
With limited resources and time sensitive fund®WITH proposes to develop a

conceptual model or framework for training devel@omfor women'’s anti-violence workers
that can be meaningful for a wide range of workeys across the province. The training they
have developed thus far has broadly focused ocgdpat are relevant to the work in a
generalized way, but may not have been presentixd imarious ways that workers conceive of
their work. This will limit the meaningfulness dfd training from the perception of learners.
The findings of this study will result in OAITH heng a better understanding of the training

needs of their members.

1.3 The Research Question
The aim of this research is to explore qualitagiafferent ways of understanding

aspects of the experience of learning to be a wsaanti-violence worker from the perspective
of the worker. My primary research question isatdre the qualitatively different ways that
women'’s anti-violence workers experience aspectsavhing their work? | have an additional
interest in how women perceive the use of newerder technology and web 2.0 tools in their
learning. To that end | explore significant vagatin ways the workers experience:

A) their work in general,



B) their identity in relation to their work;

C) their community in relation to their work and thigarning to work;
D) learning to be anti-violence workers;

E) their work in relation to the feminist movementpan

F) computer technology and web 2.0 tools in relatmtheir learning.

1.4 Structure Of The Report
This report contains five chapters including thie oThe second chapter reviews the

literature and identifies the areas of interest ¢heded the research. The third chapter addresses
the methodological procedures that were used sndtiidy. Chapter three also presents the
theoretical assumptions that were behind the dewgio use this approach. The fourth chapter
presents the findings of the data with quotes ftbenparticipants to illustrate each finding. The
fifth and final chapter discusses the findingsdlation to the literature that was reviewed prior

to the research and new literature that addressas aot foreseen prior to the study. Chapter
five also identifies areas for further research emcludes with recommendations for a

conceptual framework for training women’s anti-eiote workers.

1.4.1TermsUsed In The Report
There are several terms used in the report thadgiained here for the sake of clarity.

These terms are used in reference to the type o amal the type of social movement that relate
to this study. My use of the term: “women’s antdegnce work” is an attempt to delimit the
group of organizations of which | am speaking. Witthe group of organizations workers have
varying job titles, ways of identifying themselvasd notions of their work. In my attempt to be
inclusive of these | use the term: “women’s angkence worker.”

The women'’s social movement has a number of branahé offshoots that are named

for their ideological focus, such as the feministvement or for their topic focus such as the



shelter movement. An in-depth look at the varifusnations and labelling of groups, while an
interesting topic, is outside the scope of thislgtlror the purposes of consistency in this report
| will refer to the social movement related to wariseanti-violence organizations as the
“feminist anti-violence movement.” | use the termdimen’s anti-violence movement” to signify
the theoretical framework that underpins the saoi@vement work that women'’s anti-violence
organizations are involved in. This ideology is fwoned on OAITH’s website on their “About
Us” page where they say they “operate from an natiegl feminist anti racist/anti-oppression

perspective” (OAITH, 2011).

1.4.2 Focus Of The Literature Review
The theoretical assumptions about learning thatdéreny approach to this study are that

learning is something that each of us does withirselves and that we do it through our
engagement with the world and connection with ath&s humans we make meaning of our life
experiences and, further, as adults we have desélagost of prior meanings from which we
begin to make sense of new experiences (MacKengrz@ie4). The focus of this study is

women who are adults learning about their work wHiloey make sense of their work has
connection to their life experiences, includingitiveork experiences and the people, places and
information they have had exposure to. MacKerar(®@04: 27) says of adult learners that:
“[lJearning focuses largely on transforming or exdeng the meanings, values, skills, and
strategies acquired in previous experience”. is study the workplace is intrinsically
connected to a social movement. As a result,itti@ture | reviewed in preparation for this

research related to workplace learning and soamslement learning.

1.4.3 Methodology
In order to describe the various ways work andhieg are understood | chose to

conduct a qualitative study using a phenomenogcagbyproach (Marton, 1981; Marton &



Booth, 1997). Phenomenography is an interpretiga;dualist approach in that the person and
the phenomenon are seen as connected and peoplekarkto explain how they understand
their experiences (Marton; Marton & Booth; TrigweélD06). Marton describes this distinction
as “second order” (p. 178) meaning the focus itherphenomenon as the individual perceives
it, with no determination of the ‘truth’ of the pin@menon itself or the ‘truth’ of the individual’s
perception. This method answers the question: afeaall the ways people think about that?

Phenomenographic research is designed to undenstam people understand and
conceive of their own reality, so it is importahat the questions allow the participants to
provide a detailed explanation of their experiendéarton, 1981; Dall'Alba, 1986; Bowden,
2000). Information was collected through semi-cticed interviews that were audio recorded
with the participant’s permission, and were th@mscribed into text.

The content of the interviews was analyzed totiflethemes and patterns, which
indicated concepts that were related structuralifithin the themes, distinct concepts were
identified and charted or mapped out to demonsthiatenct conceptualizations that are
structurally related, this is called the outcomacsp The categories demonstrate the range of
perception within this sample group, not the raofeerception within each individual

(Bowden, 2000Akerlind, 2005).

1.4.3.1 Research Limitations And Delimitations
One of the limitations of this research concermsrtimber of participants who make up

the group in this study and the question of satumatTrigwell (2006) suggests that data
saturation in a phenomenographic study can be ntlet2® participants. This study, with only
eight participants, does not meet the criteriansuee saturation, meaning it is possible that a
higher number of participants may have resultetiame categories in the outcome space. The

lower number of participants does not however nteahthe categories that are presented in this



report are invalid, rather it means that thereliaety more ways to experience the phenomenon
that are not presented here. In terms of limitetithis study answers the question: what are
some of the ways in which women’s anti-violence keos experience learning their work?

This research is presented as an exploratory gnoiir the area of social movement and
workplace learning and indicates areas for furttedy.

Another area of limitation in this study concerhs hature of the utterances of the
participants and to what extent their responsemélteenced by the language of the interview
guestions (Saljo, 1996). It has been suggestectivay forward here would be to pose
interview questions as problems allowing the pgodiots to speak about the phenomenon using
language in the way they would choose (Saljo, 19%@)other approach is for the researcher to
pay attention to conception and meaning duringrtexview process (Sin, 2010). The latter is
how | attempted to address this issue. | asketicgents what they understood as the meaning
of key concepts that were explored in the interviewtimes | had a certain concept | wanted to
explore and so | explained what | meant by the wdndas using. The question of influence is
addressed further in chapter 3, methodology.

An issue that is both a limitation and delimitatisrthat the study is focused on the
perceptions of women’s anti-violence workers in @iat and so the participants were
intentionally limited to workers employed in womsranti-violence organizations. The
participants in this study are all members of OAJT#hich is a provincial association with
voluntary membership. | drew on this pool of woskbecause of the convenience of access to
mailing lists and because this research was ofastéo and supported by OAITH specifically.
The membership of OAITH at the time of the intewsecontained 55 member organizations,

approximately half of the organizations in Ontgpersonal communication, Eileen Morrow,



OAITH Lobby Coordinator, August, 2011). However {OA is thought to be a politically
motivated organization and its members may be densd to have stronger ties to the feminist
anti-violence movement than non-members. Thigstaht has not been researched so |
reiterate the words “may be considered”. It isamant to note that this study is not intended to
be a representation of how all women’s anti-vioeenorkers understand their learning, instead

it speaks to some of the ways that learning alievice work can be understood.

1.4.4 Findings And Discussion
The findings of this study are reported in chagteChapter 4 contains a detailed

explanation of the four categories and their chiarastics and includes quotes from the
participants themselves. The chapter concludds avitexplanation of the structural relationship
between the categories and the outcome space.

Finally, chapter 5 discusses how the findingsteglae literature reviewed prior to the
interviews and addresses the new insights browgivaird from the data. This chapter
concludes with recommendations and ideas towarddelielopment of a conceptual framework

for the development of training for women’s antbleince workers.

1. 5 Summary
This chapter introduced this study by explaining tesearch problem and its context. |

have explained the barriers experienced by womentisviolence workers trying to access
training and the considerations that are impoiitatite development of training for these
workers. The limitations and delimitations of gtady were explained as was the
methodological approach. Finally, | provided a dggion of the structure of the document with
an overview of the literature that guided my thimkand the methodological approach that was

used in this study.

10



Chapter 2
Literature Review

2.0 Introduction
This thesis examines the experience of learnirigeta women'’s anti-violence worker

from the perspective of eight workers in women’s-gimlence organizations across Ontario. To
inform my research | explore literature relate@éwen themes about learning. Specifically they
are: social movement learning; individual idenfaymation and learning; collective identity
formation and learning; liberation learning; sodesrning; situated learning; and tacit and
explicit learning. In this chapter | provide a dyesis of the relevant literature and situate my

research within the discourse of learning.

2.1 Social Movement Learning
Social movement learning is recognized as beingrmnél or incidental as well as formal

and purposeful. It is informal because learninggil to occur through engagement with the
issue, which Foley (1999) calls learning through $bcial struggle. If, for example, the
movement is organized around reforming same sexagarlaws, the participants in the
movement will become more informed about key eleémehthis issue. A lay person involved
in this movement may come to know more about mgerlaws than some lawyers.

Social movements involve themselves in formal etlonas well. Events are planned
for members in a way that ensures they understangssues well enough to participate in the
actions of the group, but are also planned withstireounding community in mind, as a
movement’s aims often include changing societyis@ation of the issue to gain support for the
cause. The feminist movement has a range of exantpldraw on in this regard, ranging from
books written by leaders in the movement, suctudg Rebick’'sTen Thousand Roses: The
Making of a Feminist Revolutid2005), to women’s studies and feminist studieg@ms in

colleges and universities.

11



New Social Movement [NSM] theorists such as Mel{@&80) believe that new forms
of collective action, those occurring since thed®6nvolve structural processes as well as
cultural processes in the formation of a social emgnt. Different from older social
movements that were focused solely on class stesggld access to wealth, NSM are organized
around issues of ethical and moral values, focusmgleas like inclusivity, democracy and
equity. Struggles of these kinds require participam the movement to enact an ethical standard
in their thoughts and actions; they are requireldeieeve in inclusivity, democracy, and equity
and, in so doing, to be inclusive, democratic agquitable in their engagements with the world.
Actors in NSM are likely to organize in an effaotresist the dominant cultural narrative and
challenge oppressive social norms that limit ingdlirgls in their lives, whether in the political or
personal arena (Poletta & Jasper, 2001).

The struggle for women’s equality was around loafple the 1960s and cannot easily be
summed up as one movement; there are variatiobslieffs in the social and political causes and
effects of women’s status and the remedies invoirvaedhanging it. However the idea that
women are subordinate in society and that changedsssary is generally associated with the
feminist movement, which, in turn, is the focudoth NSM and older movements. The goals of
the feminist movement are to challenge structunadjuality, the distribution of resources, and
the social structures that construct gender saciahs (Halsanger, Tuana & O’Connor, 2011).

Social movement learning is relevant to this stbegause of its prominent focus on
transformation of individuals and of society. Astavithin a social movement are seen as
individuals who envision changing the world to eetlwhat they want it to be. Learning here
emerges from living and engaging with the world #mdugh the process of comparing and

contrasting that real experience with traditionadwledge frameworks that have been

12



constructed by dominant culture and creating adtieva frameworks to explain and interpret the
world (Danni, 1996). Women'’s anti-violence worKdearning would seem to align with social
movement learning theory in a variety of ways. &oample | have often heard anti-violence
workers consistently critique and reframe tradilogpatriarchal frameworks that view violence
against women as an individualized and privatdioglahip problem and further, women’s anti-
violence organizations frequently conduct publi@eamess events to share alternative
frameworks for understanding violence. As suchcttrecept of social movement learning

appeared to be a pertinent area of exploratioelation to this research.

2.1.1 Individual Identity Formation And Learning
Actors in new social movements engage in learnnoggsses that engender personal

identity transformation as well as collective idgnformation with the group. As members of a
movement focused on moral values, the actors workamsforming themselves into good
people who think as well as enact the values ofrtbeement (Kilgore, 1999; Polletta & Jasper,
2001). Freire (2009 [1970]) describes a similastgpnology inPedagogy of the Oppressed
where he posits that before the oppressed willgagaliberation struggles they must first learn
about oppression through reflection; they must alne-invent themselves outside the
framework they have always known, which is thathefir oppressors’ view of themselves
(p.48).

The work of Friere and others who write about cetshiiegemonic learning are the
foundation of radical education practices becadiskeofocus on emancipatory learning. Social
movement learning theory shares similarities wattical education and emancipatory learning
because they both focus on the individual in refatb larger society. Emancipatory education
encourages individuals to understand the underlyouigl issues that marginalize them and

engage in critical thinking about strategies foaroe. This work would seem to connect in

13



fundamental ways to women’s anti-violence work vahseeks to work with abused women to
understand their lived experience in relation teeotvomen and in doing so assist women to

resist oppression. | explore this area of litamafurther in section 2.2 of this chapter.

2.1.2 Collective Identity Formation And Learning
A social movement can be defined as “networks farmal interactions between a

plurality of individuals, groups and/or organizaitsy engaged in political or cultural conflicts, on
the basis of shared collective identities” (Diar892, pg.3). Collective identity is a shared
connection; it is ideology, emotions, and expergnshared amongst individuals who then make
up a group or community (Polletta & Jasper, 200hE collective identity is distinct from a
personal identity but it becomes part of the pesbatentity and vice versa (Polletta & Jasper,
p.285). For example, it is the shared belief thaten as a class should have full and equitable
rights to self-determination in society that deditess those who identify as feminists from those
who do not. From this encompassing belief theeefather developments of thought and theory
as to the causes of and remedies for the bargew®men’s self-determination, which has
resulted in there being different kinds of femigist

Collective identity is a process that involves tielaships and people working together to
identify strategies or actions that meet goalsedmed by the group. This process involves a
shared language and framework comprising the staatl cultural artefacts whose meaning has
been constructed by the group (Kebede, Shriver &tterus, 2000; Polletta & Jasper, 2001
p.285). It also involves a shared history of thecpsses past and how they relate to the current
environment within which the collective functionddlucci, 1995; Kebede et al.; Polletta &
Jasper). The process of constructing meaningsnactand goals continues not only with the
emergence of new members of the group, but alsesjponse to the changing environment.

This can ensure the stability and continuity of gheup through the sense of belonging and
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solidarity. Melucci suggests that the process eating a collective identity involves the group
of individuals (or sub groups) negotiating and gateting the process of constructing social
action (p.44).

Analysts of social movements refer to the instis that create space removed from the
control of those in power as “free space” (EvanB&te, 1986 as cited by Kebede et al., 2000
p.319 and Polletta & Jasper, 2001, p.288); or “seig@d networks” (Melucci, 1989, p.56-57).
These institutions, such as shelters for abusedemoailow for conversations where individuals
discuss their lived experiences and relevant evaritee world and construct “counterhegemonic
[sic] ideas and oppositional identities” (Polleftalasper, p.288). Social movements tend to
develop their own name for this process as dematestiby the Rastafarian movement where
this process is called “reasoning” (Kebebe etpaB19). Rastafari gather in the woods or in
someone’s home and share experiences of opprebsibalso develop subversive strategies
such as the creation of Rastafarian language (Kebtal.).

Feminists call these conversations consciousrassyy sessions. In her paper “The
Personal is Political”, Hanisch (2006 [1969]) id&es “consciousness-raising groups” (p.1) as
places where women come together and share peesguetiences with each other for the
purpose of developing a shared vision or understgnaf women’s oppression. The process
asks women to identify the day to day experienlsaswere a struggle and see those struggles
from a point outside from what they had been s@adland conditioned to think of as normal.
The meetings become learning forums where everyaeiyen make meaning out of feminist
theory and contribute to the development of furtheory (Hanisch). Over time, the moniker

“feminist consciousness-raising” fell out of fasmidvowever, the conversations where women
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share experiences and construct counter-hegenaeas continue to exist as women'’s support

and information groups, volunteer and staff tragnsessions, and coalition meetings.

2.2 Liberation Learning
There are several themes that appear as foundiagipistemology of “liberation

pedagogy” (Freire, 2009 [1970], p.54) also knowmiancipatory learning, that | believe share
similarities with learning that occurs in the coditef a social movement. The first is that of
collective engagement where information is shaetd/iéen members of a group that also share a
similar reference point. This notion suggests kbatning is a social activity; that we make
meaning as we engage with other people. Anotlenéhis the internal process that involves
aligning our own experiences and observances bfifeavith the perspective of reality that we
have learned from those in authority. This thepeaks to the idea that we learn by doing or
living and that we can give authority to that leagas it is equally if not more valuable than
being told what to do or think. A third themelst of emotional connection. The emotional
connection relates to the motivation for learning &ow one feels about the information as well
as the emotions of the learner in relation to #ieand others. In truth, liberation pedagogy
involves an emotional aspect in relation to othéngquires caring about other human beings
and positioning the self and others as human stghgscopposed to non-human objects (Freire,
p.44). These ways of learning are particularlyfguad and fitting for women who, as an
oppressed group within a patriarchal society, apegencing the devaluing of their knowledge
and authority. Belenky, Clinchy, Goldberger andule(1986) describe women’s ways of
knowing as a process of aligning the internal axtdreal voices: what we are told is true and the
realities of our own experiences lead to a newhstmcted knowledge (p.133).

These elements of emotional connection and womeays of knowing are directly

related to understanding learning women’s antiancke work. In my experience the vast
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majority by far of workers in anti-violence orgaaiions are women. My experience has also
been that the majority of workers who do this wal,so because they have compassion for
women who have experienced violence in their refethips. While this study does not seek to
understand questions of sex, gender or emotionemnvith learning, there does seem to be
some obvious relatable aspects of liberation legrand emotional connection to what is learned

and women’s anti-violence work which requires fiegsi of compassion.

2.3 Social Learning
Social learning theory posits that every engageméhtthe world results in the

individual understanding the world in their own wayother words, they make meaning of the
engagement (Brown & Duguid, 1991; Wenger & LaveQI)9 Engagement in this context is
social because people live in a world occupieddypte and every engagement either directly or
indirectly involves other people (Wenger, 1998)ewing learning from a social perspective
suggests that learning happens in much more infosags as a reciprocal process between
group members that goes much deeper than informakohange. Active participation in groups
gives us the framework from which we make meanungod information and the ways in which
we make meaning lead to our becoming part of tbeg(Wenger; Wenger & Lave). Thinking
of learning as a social enterprise requires ackadgihg the potential for learning in both formal
and informal engagements within a group and thigkihpractice as a process that can become a
focal point for engagement. Rethinking learningfwé focus on participation helps to better
understand learning for individuals, communities] arganizations (Wenger, p.7).

Wenger suggests the term Community of Practice [@oRhis process. In CoP,
meaning making is both the product of engagemettt the community and is the process by
which the community becomes a community. The e¢fidicus of CoP is to negotiate the

meaning of their mutual enterprise. Another walotik at it is, the practice of the community is
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to make meaning of their shared enterprise. Meamaking results in a shared interpretation of
what members do and who they are, along with dibandaries that demark the community of
practice. It is the reification of meaning, foraexple, that becomes ground rules of behaviour
and action within the community and answers thestjoie of how members can identify each
other (Wenger, 1998).

Meaning undergoes consistent revision and re-anealti changes and hopefully deepens
and is in constant flux through the entire commuhbiit also through each individual within the
community. Each person brings their own historazad social perspective to each engagement
and experience, thus meaning becomes new bothdvidual and for the community.
Individuals shape the community and the commurhgpes the individuals (Wenger, 1998,
p.56).

There is are shared meanings that are distingusham’s anti-violence work from other
types of social or community based work this inelsithnguage that is sector specific. For
example, the acronym VAW which stands for violeagainst women is known within woman’s
anti-violence organizations as the issue that isested by the work of the agency. Women'’s
anti-violence organizations are commonly refereedd VAW organizations. The origins of this
terminology is unknown however my experience halibat workers within this field will
often use the term as a form of resistance to ¢ineirgant culture use of the term domestic
violence which is known as a gender neutral undaedshg of violence in intimate partner
relationships. My understanding is that usingtdren VAW denotes a gendered analysis of
violence that emphasizes the prevalence of violagegnst women in society. The use of the

term VAW as a form of resistance is an example stiared meaning developed by the group. It
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was the recognition that shared meaning existamiths group and that shared meaning may

connect to identity in some way that led me to esgokocial learning literature.

2.4 Situated Learning
Situated learning revolves around the idea thatlgatn through doing, not simply by

engaging in an activity but through the processegfotiating the meaning of what you are
doing; thus meaning making is the primary actiatyearning. The idea of situated learning
suggests that learning is a social process thatvas participation in the world (Barub & Duffy,
1998; Brown & Duguid, 1991; Wenger & Lave, 199The roots of situated learning can be
traced back to theories of learning first systefiyaaticulated by Dewey (1903) as he
advocated for education reform. Dewey urged chautméhe school system to provide
opportunity for children to engage with the reakld@s he believed that learning involved
engagement and activity (p.202). He was amondgi$teto challenge the notion that learning
was purely the transmission of codified informatfosm the teacher to the student. Learning
happens through the act of making meaning frome@periences. Wenger proposes that
meaning making is a process of negotiation (p.F8&).expands on the idea of negotiating to
mean a process that is composed of “continuousaietien”, “gradual achievement”, and “give
and take” (p.53). Negotiation of meaning includssonstant renewal with every new
experience; even with an experience that regutadurs, it is anew an experience each time,
therefore each time meaning is made anew (p.58¢h Bnd every social interaction, both direct
and indirect, is an experience from which the irdlral makes meaning. Meaning doesn’t exist
in the world without people who have created it amshning doesn’t exist within a person
without some interaction with the world to generia{p.54).

Situated learning theory suggests that the comexthich learning occurs is important.

Learning requires being involved in real life stinas, using real life tools, and engaging with
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others who are similarly involved in the enterpridéhis theory has been described by a number
of theorists as a process that supports the legqofithe everyday practices in a workplace
(Barab & Duffy, 1998; Brown & Duguid, 1991; Contu\ilimott, 2003). Learning

professional practice is coming to be recognizedrasnportant piece of learning that cannot be
taught in schools. Situated learning theory is b@ng evident in the literature concerning the
transition between school and work, especiallyhahelping fields like social work and
medicine (Barab & Duffy; Egan and Jay, 2009). Egad Jay discuss the disparity of what is
taught in school and what is learned on the jobsamgdjest that changing the curriculum is not
the answer, but rather suggest a CoP frameworkealth professionals who are training at both
school and clinics. The same focus on learningiebomething or learning how to do
something is evident in Brown and Duguid’s worknggl. Their study identifies situated
learning using Orr’'s (1996) study of photocopiaht@cians, which itself does not identify
situated learning theory, but is a very in-depttl erfiormative description of how the
technicians learn how to do their work. Brown &nhdyuid place value on the situated learning
that occurs amongst colleagues as the way peojpl®im practice and stress that job manuals
and other established canons do not actually aoataiurate information (p.41).

Barab and Duffy (1998) distinguish perspectivessatiativity” (p.26) in their work as
they look at the design of practice fields for &is. They indicate the psychological
perspective of situated learning focuses on cagmniind the learning of a skill through the
engagement of real life activities with learningemtives. They go on to describe a more
anthropological approach which says that idenstyvall as skill is constructed in the process of

engagement, hinging on the individual's engagemait the community (Barab & Duffy, p.28).
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They have found it useful in the design of learmpgortunities for students to incorporate both
of these perspectives (p.27).

Historically the majority of women who have workedvomen’s anti-violence
organizations did not come to the work with forrtralning in women’s anti-violence work,
although this hiring trend seems to have changed tne last decade or so. When | began this
work | was asked what | knew about women’s oppogsand about violence, but there was no
requirement that | learned what | know from forreducation. As a manager in the work for
over 10 years | also did not require formal edweaés criteria for employment because |
believed that if women had knowledge about theesstom their lived experience, the
procedural learning could take place on the jolua®ed learning theory resonated for me in
relation to my own trajectory into women'’s anti-nce work and all of my work in the field
thus far in my life. Therefore it seemed an imantttheory to explore in relation to this study

about learning women'’s anti-violence work.

2.5 Tacit And Explicit Knowledge
As touched on in section 2.4, above, earlier wdenger & Lave (1991) used situated

learning to explain the learning and identity fotima processes of newcomers to a workplace
community under the rubric of CoP. Later Wenggragded on the concepts of identity and put
learning at the centre of several different theotit are particularly relevant to social
movements. | accept here that learning, as Weswgggests, is the impetus for non-conformist
ideas, identity, and structural transformations (@&, 1998, p.13). For Wenger, CoP is a point
of entry into the broader conceptualization of idag as social. This concept integrates the four
components that form the basis of social engageamhparticipation, learning as: belonging,
experiencing, becoming, and doing (p.5). Pradtigelves more than the act of doing

something, it is also the shared context withinclht is done. This shared context is both tacit

21



and explicit information that is developed by thembers of the community, including the
meaning behind the practice and who it is thattpres (Wegner, p.47). Duguid (2005) places
tacit and explicit knowledge on a continuum witldifcation at one extreme and “tacitness” at
the other (p.110) and suggests that tacit and@kghowledge are complimentary. A number of
scholars distinguish the difference between thesaypes of information as “knowing how”

and “knowing what” (Oakeshott, 1967 as cited in Didgp.111; Polyani, 1966; Ryle, 1949). A
number of scholars have questioned the idea oinfghdalue in tacit knowledge and, further, the
very idea of whether or not tacit knowledge camesest. This suggests everything worth being
taught can be codified and explained (Cowan, D&tbray, 2000). However there are many
important things that cannot be codified, sucheadirig, intuition, style, and interpretation, to
name but a few (Duguid).

One of the difficulties in recognizing and valuitagit knowledge is that the ways of
transmission are not so direct and therefore nobasus as explicit information. The tacit
knowledge of a workplace is found in the storiegwénts that have happened in the past and the
ideas about what should happen in the future. Hneyhe informal conversations shared over a
smoke break, over lunch, or when things are sloavthare is time to kill. Sometimes these
stories address a specific problem and other ttheasare amusing anecdotes and recollections
or even complaints. Stories reveal the complexitigslved in the work and the workplace. To
acquire and add to the collection of stories anahnierstand when to tell them is part of
becoming a member of the community suggesting ratfa learning the practice, learning how
to become a practitioner is the greater objectre\yn & Duguid, 1991, p.48).

The topic of tacit knowledge comes to mind for nfeew | think of the annual general

meetings (AGM) hosted each year by OAITH. The AGMn opportunity for workers from
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member agencies around the province to meet feettlays in a host city. At the business
meeting they hear reports on the preceding yeark eanducted by the association and to vote
on the direction for the upcoming year. Built inh@ agenda are presentations on topics of
interest to the membership and hand outs of needgldped materials that they may not have
had access to in their home region. Members lookdrd to the AGM, not for the business
portion but for the informal occasions to get tbgetin the evening. OAITH books a suite in the
host hotel for evening socializing because theghtly events are an important part of the
conference. There is an extraordinary amountfofinmation exchange and learning that occurs
through the three days of meeting, much of it thlostories shared during the socializing events
and breaks from the business meeting. In my eapee these conversations are rarely
instructional but learning occurs nonetheless. ogeizing that tacit learning was such a major
part of my own learning to do anti-violence wortdcided to explore this topic in the literature

review for this study.

2.6 Summary
The literature reveals some interesting pointsosinection and similarity amongst these

seven themes. One point of connection is the natfdearning as doing. For both actors in a
social movement and workers in a workplace meaisimgade through the engagement in
practice. The experience of engaging in practegegates an opportunity to gain tacit
knowledge of the practice and thereby gain addiliomeaning that the literature suggests is not
possible through a process of knowledge trangdeiditionally, both social movement and
workplace learning theories indicate that individarad collective identity formation processes
are engaged through the act of learning when traileg involves practice. Though these
theories position identity in some way in the psxcef learning there is a noted difference in the

way the identity is integrated within the individuaThe literature in this chapter is relevant to
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understanding experiences of learning in this she&tjause women'’s anti-violence organizations
in Ontario emerged from the feminist movement heftare also workplaces. This study offers

an opportunity to explore the intersections of vdeke and social movement learning.
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Chapter 3
Methodology

3.0 Introduction
The following section focuses on the methodoldgaca epistemological frameworks

that influenced my decisions going into this prbjethe section begins with a theoretical
perspective and the assumptions made about leaanchgesearch. It then moves to an
explanation of the methodology and provides detbisut how the research and analysis was
carried out.

The aim of this research was realized through eaptm; of my primary research
guestion: What are the qualitatively different walyat women'’s anti-violence workers
experience aspects of learning their work? | hadditional interest in how women perceived
the use of newer computer technology and web 218 to their learning.

To that end | explored significant variation in \gaie workers experienced:
their work in general;
their identity in relation to their work;
their community in relation to their work and thkgarning to work;
learning to be anti-violence workers;
their work in relation to the feminist movementgan
computer technology and web 2.0 tools in relatmtheir learning.

While interested in the experiences as listed ablowas open to any other experiences
that related to learning and working in the fidldttcame up through the interviews. In order to
describe the variant ways their work and learniag wnderstood | chose to conduct an inductive
gualitative study using a phenomenographic appr@éenton, 1981; Marton & Booth, 1997).
The intent of the study is to understand the pheamaof experiential learning from the

perspective of the participants, encouraging thiewdation of what meaning they have made
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from their lived experiences as a way of explotimgir lived reality. Qualitative study is
particularly suited to this endeavour as its starplace is to assume that humans are cognitively
active and their interpretations of their expereendluence their behaviour, meaning perception
has real consequence in the lived world and shioellcecognized in order to understand it (Palys
and Atchison, 2008). Additionally | chose to useraductive approach. The nature of inductive
research requires that the researcher engageterative and reflexive analysis process that
involves creative interpretation of what emergesnfithe data (Srivastava & Hopwood, 2009).
This study was not fully inductive as | did begirtiwa brief review of the literature about
learning to give me an idea of the ways | mighestigate the ideas about learning in this group,
but I did not form a hypothesis. Instead in theinews | explored topics that came up in the

literature such as identity, community, technologyd work.

3.1 How This Study Evolved
As noted in chapter one, the Ontario Associatibimierval and Transition Houses

[OAITH] had hired me to coordinate their multi-ydeaining project for women’s anti-violence
workers across Ontario. This required me to ndt davelop materials, but to establish training
methods that would increase members’ access tortgaas well. The OAITH Board Members
were interested in creating learning opportunitieg were meaningful to their members and
they also wanted to find ways to revitalize theroeetion between members. To that end | had
attempted to initiate a province-wide communitypadctice utilizing online tools. My original
intent with this study was to examine how womemt-giolence workers experienced a nascent
CoP using online discussion boards and web condargsoftware. In my role of coordinator |
engaged in a series of activities designed to aagauthe community to begin, however after six
months the CoP site was still very much undertliz

While | had begun the research process in thatlldegun a superficial literature review
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and had drafted participant recruitment toolsalized that the original research question |
formulated was un-researchable due to the lackwincunity of practice participants. | reviewed
the original purpose of the study and decideddhating an understanding of workers’
experiences of learning is a legitimate alternapiathway to the original aim of developing
learning opportunities that are meaningful to theambers. | believe the initial intent still has
merit as an area of study and hope this study catribute to research that explores the
possibility of a province-wide CoP as a vehiclel&arning and connection for women’s anti-

violence workers.

3.1.1 Context Of The Research
Women'’s anti-violence organizations most often ¢ins residential programs either in

first stage emergency shelters or in second stageds. Shelters offer a place to stay for women
and their children fleeing abuse from their partmecaregiver, although some shelters will
provide service to women fleeing abuse from otlespbe as well. Their services include 24-
hour support for women in the house and many @ehour crisis line services as well.

Shelters also offer children’s programs and groggmams and many provide transitional and
outreach programs in the community. These prograark with women who have experienced
abuse but do not require emergency shelter. Sestage houses are essentially apartment
complexes, providing regular living units to womeith the addition of security, support, and
advocacy services; there is no 24-hour staffing.

There are fewer but equally important organizatitvas do not provide residential
services but focus on legal services, communityremess, and education and training. One of
these is the Ontario Association of Interval andnBition Houses. While OAITH has
endeavoured to provide training for members, timelifug for training projects has been rare. As

a result the association generally offers oneitngiday per year attached to its annual business
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meeting. The training topic is generated by thenimership and the Board Committees’
organize the day, usually bringing in speakers e expertise in the issue. From time to
time OAITH has had a training project grant apprbaad is able to offer training that is a bit
more substantial in that trainers can travel taaregaround the province and offer a one or two
day workshop on a specific issue. These usuathyde written materials for the participants as
well.

In 2009, OAITH received multi-year project fundifigm Ontario’s Women’s
Directorate to develop and deliver a number ohtreg materials for women’s anti-violence
organizations across the province. As also natede introduction, | am currently the
Coordinator of this training project. | hope thigploratory study will lead to more research
about what makes a learning experience meaningfubtkers in this unique field. Knowing
that it is difficult to secure grant money for treag development, OAITH is hopeful that the
research will lead to a conceptual framework thiltguide the development of training
materials in the future, making certain that ieatpts to meet the learning needs of all its

members.

3.2 Overview Of Phenomenographic Research Methods
Phenomenography was first identified as a distiesearch method in the late seventies

by Ference Marton and his colleagues at the Untyass Goteborg in Sweden (Ashworth &
Lucas, 1998; Marton, 1981). Phenomenography ésearch approach aimed at “description,
analysis and understanding of experiences” (Ma88]1, p.180). Initially developed to
conduct research within an educational settingnphenographic research has been used in
areas outside of education (Bowden, 1996). Phenography is an interpretive, non-dualist
approach in that the person and the phenomenaeareas connected or that the phenomenon

exists as various realities as interpreted by #regn (Marton; Marton & Booth, 1997; Trigwell,
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2006).

The fundamental assumption of phenomenographatsteaning is constructed by the
individual as they engage with the phenomenon. riilbaning of the engagement does not exist
without one or the other, the person or the phemame This assumption is also the assumption
of social theories of learning such as situatechieg (Brown & Duguid, 1991; Lave & Wenger,
1991) which similarly understands learning to hapteough the engagement of people with the
social world. The underlying philosophical beliefiind this research approach is that people
will perceive an experience differently, that thexa range of ways that a group of people will
experience reality and all of these are truth (B&rt981, p. 178). This philosophy resembles a
feminist understanding of truth and knowledge it tknowledge is a construction by the
individual and their perception is largely basedadio they are and the life experiences they
bring to the phenomenon (Tisdell, 1998). Martosatdes this distinction as “second order”
(p-178), meaning the focus is on the phenomendeaimdividual perceives it, with no
determination of the ‘truth’ of the phenomenomrlit®r the ‘truth’ of the individual’s
perception. This method answers the question: afgaall the ways people think about that? In
this study | am asking: what are all the ways tloen&n in this group think about their work and
the learning of their work?

Phenomenography has been used successfully iarestddies that focus on education
and other topics. Studies that include how womgree&nce domestic violence (McCosker,
Barnard & Gerber, 2003); how doctoral students agpee technology research (Bruce, Stoodly
& Pham, 2009); and how teachers understand pedagognectedness (Beutel, 2006). | found
Beutel’s work particularly helpful in understandihgw this research approach applied to my

own study as | could personally relate to and ustded the categories and outcome space in her
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research report.
3.2.1 Understanding The Report

The outcome of phenomenographic research is tigeraf qualitatively different ways
that a group of people can experience a phenomdinig study aims to recognize the range of
ways that women conceive of their work and undatstae learning of their work as women'’s
anti-violence workers. The focus of the enquirpas to better understand the phenomenon in
this case learning or anti-violence work, but tentify the limited number of ways that people
can understand the phenomenon (Larsson & Holst20@/; Marton, 1981). The different ways
that people experience the phenomenon will beeéled one another, consequently the research
results are categorically related. It is the redea’s interpretation of the data that determines
the categories by abstracting what the participsaysin their interviews (Ashworth & Lucas,
2000; Bowden, 1996). Each category presentedsiréport describes the researcher’'s way of
understanding the phenomena or a “conception”.cbmeeption is both the referential and
structural aspect present in the way people expeziehe phenomenon (Marton and Pong, 2005,
p.335).

The report will present how the work and consetjyehe learning of how to be a
women'’s anti-violence worker can be conceived ftbmpoint of view of the worker. Marton
and Pong (2005) suggest that each concept canpbarea from two aspects: the referential
aspect and the structural relation aspect, whicblies two levels of analysis (pg.337). After the
categories or concepts are determined | will exyptlae referential aspects of each category and
the structural relational aspect which is the $tnat relations between the categories. The
combination of categories and the internal relaibatween categories is what is known as the

outcome space in traditional phenomenographic atedqliarsson & Holstrom, 2007, Marton
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and Pong).

It is critical to remember to remember that pheanagraphic research aims to explore
the range of perception within a sample group astdhe range of perception within an
individual, which requires the analysis of eaclemtew transcript in relation to the others
(Akerlind, 2005: Bowden, 2000: Larsson & HolstromQ2D The focus of this enterprise is

difference, therefore common aspects of percepaoasot always reported (Trigwell, 2006).

3.3 The Participants Of This Study

The selection criterion for this study was onlggaific to two areas: first, that the women
were employed by member organizations, and sec¢batlthere was significant variation in the
length of time women had engaged in this work. 3élection of participants aims to produce a
group that will maximize variation as opposed @reup that represents the constituency
(Trigwell, 2006).

The rationale for using OAITH members was thaté¢heas enough variation within the
membership of OAITH to find areas of differencedtation to the length of time doing the work
and that as an employee of OAITH | had easy adoesgethods of communication for
recruitment purposes. OAITH has a membershipfihetiuates from year to year, but at the
time of this study, the membership was 52 orgaiumatfrom across the province of Ontario
(unpublished OAITH records). The rationale forlseg out women who were employed for
various years as the only other criteria was myragsgion that these women would have a
lengthier range of experience to draw meaning fower time and that they may also have had
experiences of different jobs within the work.

The patrticipants of this study are all women wh®aurrently working in women'’s anti-

violence organizations in Ontario and their resipeabrganizations are currently members of
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OAITH. I interviewed eight women for this studizrée were women who had been employed
five years or less, two women were employed betveeeand fifteen years, and three were
women employed over fifteen years. Each womanaséed to sign a consent form that
outlined the purpose of the study and providedrimédion about voluntary participation and

withdrawal from the study. The informed consentrfas found in Appendix A.

3.3.1. Participant Recruitment
Recruitment of participants proved to be somewdiféitult for this study. | engaged in

purposive sampling using a snowball method, meahignted to meet with women within a
specific group, had some criteria to meet, and nsgdetworks to gain access to their networks
(Palys and Atchison, 2008). | posted a call fatipgnants on the member only section of
OAITH’s website (<www.oaith.ca>). | also sent @m email to all member contacts explaining
the study and asking for participants. At the séime | was delivering face-to-face workshops
in six regions in the province and at each workshmgnded out hard copies of my recruitment
letter. This letter is found in Appendix B. Afteormpleting all the regional trainings, | sent out
an email to each of the one hundred and twelvecggaants of the workshop asking them if they
would be interested in being a part of my reseafatem that email | received two responses
that indicated interest. One month later | sentamwther email to the one hundred and twelve
workshop contacts reiterating the purpose of thdysand asking for participants. | received no
replies to this email. | also contacted people kiied connected with individually through
work, school and training opportunities. | emaitet called these contacts to ask if they would
be interested in participating or could ask wonretheir networks if they were interested and
provide them with my contact information. This gexted another six women who indicated
interest in participating in the research.

A full phenomenographic study contains betweemri® 30 semi-structured interviews at
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approximately an hour each (Trigwell, 2006, p. 37llhad hoped to meet with between sixteen
and twenty participants, which has been suggestdisaturation point, meaning enough data
is collected to discover all the range of ways argmena can be experienced (Beutel 2006;
Larsson & Holstrom, 2007). | believe that while ttudy did not generate enough interviews to
reach saturation the information contained in #mquiry is significant as it offers a contribution
to the discussion of how women learn to be antievioe workers and leaves room for further

enquiry into this interesting subject.

3.4 Data Collection
Phenomenographic research is concerned with exgoéirceptions of a phenomenon

through exploring the descriptions one way; somald/say the most effective way to do this is
through semi-structured interviews (Beutel 2006wBen, 1996, Larsson & Holstrém, 2007,
Richardson, 1999). Semi-structured interviewingrisappropriate technique when the
researcher is interested in exploring phenomema the perspective of the subject (Kvale &
Brinkman 2009). In order to maintain validity,emtiew questions should be few and as open
ended as possible in order to avoid influencingcdtegories in the later analysis (Ashworth &
Lucas, 2000). The initial or triggering questi¢ksale & Brinkman; Trigwell, 2006, p.371) are
then followed up with clarity seeking questionstthsk the subject to reflect and expand their
answer. Phenomenographic research is designeditoysiand how people understand and
conceive of their own reality, so it is importahat the questions allow the participants to
provide a detailed explanation of their experien@ssvden; Marton, 1981).

Prior to the interviews for this study | createlishof 12 interview questions that
introduced the topic areas | wanted to explore. [Ht@f pre-designed questions and prompts
are contained in Appendix C. The first questionscesned permissions and background

information about where they worked, their titlagdahow long they been doing this work. 1 also
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asked patrticipants to disclose their age if theygevo®mfortable. | wanted to have the
information in case the analysis led to some kihdomnection to age. Other questions asked
them to describe their experiences, such as:
= “How do you identify yourself when talk to otherdscaut what you do?”
= “How did you learn how to do the work that you do?”
= “Tell me about how you teach others to do this Wwork
= “What led you to this work?”

The participants in this study were all known te im some way or another prior to this
study. The nature of the relationships range betvibe least known: one woman was a
participant in a workshop that | had facilitatedesal months before the interview, to the most
known: two of these women and | had been colleagtfeand on at OAITH throughout a
sixteen year period. These relationships had thenpial to influence: how | asked a question,
how they answered a question and how | interpréteid answer. In recognizing this potential |
took steps to work with “perspectival subjectiviggs defined by Kvale & Brinkman (2009) by
understanding how my questions could be seen fiiffareht perspectives and being prepared to
modify questions as needed (p.170). For examplkwabking the question: “How do you
identify your community?” | realized that the wardmmunity was being interpreted differently
from my perception of the word. Consequently ldetp identify the people | wanted to speak
of and asking the participants to identify themetations to themselves. During the review of
the tapes and transcripts | found that engagirggdanversation with participants about the other
people in their work lives and their community syt defined it, resulted in some very rich

material for the study that my original conceptadrihe question may not have generated.
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3.4.1 Interview Process

Interviews were primarily conducted over the phuaith face to face meetings where
time and geography allowed. In the end five ofdlght interviews were by telephone.
Telephone interviews still offer the opportunityseek clarification of both the questions and the
responses. They also allow the researcher tosalle on a chance comment or phrase that may
have significance when it is explored.

At the beginning of each interview | reminded epakticipant of the purpose of the
research and reviewed the information from the enhi&rm they had signed. | also let them
know that they could decline to answer any quesiwth could end the interview at any time. |
also emphasized that | was really interested im gregticular point of view and encouraged them
to respond to the questions anyway that made ¢erteem. | began to audio record the
interviews after this preparation. Each recoraedrview was then transcribed into verbatim
text. Each participant was assigned a letter obthkbabet as a pseudonym in the transcription

for the purposes of confidentiality in the report.

3.4.1.1 Minimizing Bias In The Interview Process
The epistemological foundation of phenomenograplone of social constructivism;

knowledge is making meaning and meaning is constduthirough a social process involving
negotiation (Duffy & Cunningham, 2001). Meaningi® innate and does not exist within the
individual or within the world; it is constructedrough interaction between the individual and

the world (Wenger, 1998). Perception is recogniaad interpretation of a phenomenon and the
responses to interview questions is the persostudsive account of their perception (Marton,
1981). As we recognize that knowledge is a samaktruction it must be noted that the context
of the interview is also a social process wheréleyresearcher and the participant are engaged in

a conversation about meaning. This implies thafidrticipant is making meaning at the time of
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the interview and the context and culture of tHerwview and the relationship to the researcher
has bearing on the perception of the participant.

Some researchers have suggested the technigbeasketing” (Ashworth & Lucas,
2000, p. 297) where the researcher sets asideaaiideas and knowledge about the subject, as
a means of ensuring it is the participant’s owrutiias that come through. Phenomenographic
research shares methods with several other qusaditasearch approaches such as
phenomenological, where for example the conceptatketing emerged (Marton & Booth,
1991; Ashworth & Lucas). Bracketing is possiblestane degree, but it can also be inadvisable
for the researcher to bracket all their pre-coregineas, they must at the very least maintain
their focus of inquiry so the data collection does become directionless (Ashworth & Lucas;
Sandberg, 1997). The objective here is to rempando the experiences of the participants as
they explain them and not to influence the peroepaf them with pre-conceived ideas of what
they mean (Sandberg). | did this by keeping my awass of the potential of my prior
conceptions present during the interview. This Waas alert and could remind myself to ask
clarifying questions when and if | was making asptiams about the experience being described

in the interview.

3.5 Data Analysis
The analysis of the data is an iterative prodeatinvolves reading and re-reading the

interview transcripts with an open and flexible ththat is prepared to consider all the
possibilities. The researcher must take a cauappsoach to ensure that she/he is not rushing to
identify categories too quickly&«erlind, 2005; Bowden, 1996). The lack of detalt®ut the
process of analysis in phenomenographic researchden noted as problematic for several
reasons, two of which | address here. One is #tkt df detail can suggest ambiguity or a lack of

rigor in the findings, leaving the research opequestions about validity and another, one that
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relates to my own experience, is that researchbosase new to the phenomenographic method
have few references as to the process of creatittpme space (Ashworth & Lucas, 2000). The
lack of description can lead on one hand to newlyetbped processes and authentic variation in
approach, but it may also lead to work that isaattially phenomenographic in its approach. |
chose to provide a detailed description of my stebmy thought processes along the way in
order to alleviate these potential difficulties @nctontribute toward the assessment of
reliability.

3.5.1 Reliability In Data Analysis
Phenomenographic research aims to provide ingigbit a phenomenon through

understanding the phenomena from the perceptitimegbarticipants in the study. To achieve
that aim it is critical that the researcher be ablbracket their own perceptions, opinions and
biases to some degree (Ashworth & Lucas, 2000; I8agd1997). In discerning the degree of
bracketing necessary | looked to Sandberg’s naifdinterpretive awareness” (p.209) where he
suggests that it is not necessary or even podsiliieacket all awareness of the phenomenon but
to be aware of my own perceptions throughout tloegss. The key to reliability in this study is
that | acknowledge and deal with my influence irogen manner and am explicit in the
strategies | utilize to minimize the impacts of pgrceptions on the outcomes.

In the data analysis stage | was aware that lewaalbracket my pre-conceived notions
formed by my prior relationships with the partiasas well as my own conceptions of learning
and working in this field. Again | utilized thersa strategy as | did in the interview phase. |
kept hyper-aware of my own conceptions and refeiwetie full transcripts throughout most of
the analysis. During several steps of the analysitized associates who were not associated
with this work or the participants. For examplieoae time | gave two different associates select

portions of the transcript to read and asked wieyg thought the participant was saying.
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3.5.2 Steps Of Analysis
My analysis of the data began by following thepstef analysis as outlined by Beutel

(2006), which was based on her modification ofgharess of analysis as described by Marton
(1986) and Bowden (1996), although | too modified $teps to suit my process. | also utilized
Ashworth and Lucas’s (2000) suggestions of how &ntain empathy and engagement in the
practice of conducting phenomenographic researghstips were as follows:
Step 1: Familiarization
Step 2. Condensation
Step 3: Comparison
Step 4: Grouping
Step 5: Characterizing
Step 6: Contrasting
Step 1. Familiarization

The first step in my analysis process was to bectamiliar with the interview
transcripts. Even though | was the interviewerdach session some time had passed between
the first and the last interview so | believedritighent to familiarize myself not only with the
words used but the nuances as well in order to héedter sense of the context.
To do this | read and re-read the transcripts lggtihg comments or phrases that were
descriptions of examples, statements that contaanezkpression of feeling, descriptions of
processes, and any utterances that were answeguestion. Phenomenographic researchers
agree that the categories must emerge from theiparits’ descriptions (Ashworth & Lucas,
2000; Marton & Booth, 1997; Sandberg, 1997). Hugjiting examples and descriptions from
the transcripts ensured that | remained orienteédeg@xperiences being described by the text
(Sandberg).

At this point in the process | was looking at etr@mscript individually but considering

them as a whole, while at the same time looking:foes to the process used to make meaning

38



by the individual and getting a sense of the maaslre was making of the phenomena. While
reading the transcripts | kept guiding questioosjristance, does this tell me anything about
how she understands her work or how she learned dwd?

Step 2: Condensation

The next step of the process involved trying todamse each participant’'s statements as
described above into manageable pieces of infoomati reviewed all the highlighted utterances
and asked myself a guiding question that built ugenfirst question. The questions | used in
step 1, above, to guide me through the transcsigtapplied.

In condensing the data to a manageable size éaie§t of the analysis process | wanted
to be able use the utterances of the participaritsel context of the whole interview rather than
just have stand-alone quotes from the transcriipitgis chose to identify the main points of the
context in addition to quotes. My intent was toitmue to use the full transcripts but have a
system by which to begin comparison. Bowden (1%@§gests that extracting quotes out
transcripts makes it difficult to remember the eoitof the utterance later on in the analysis
(p.61).

In order to be better able to see the individa@atipipants’ responses in relation to the
rest of the interviews | needed to be able to eraatisual reference point. To that end | wrote
the main points and parts of the significant utiees onto cue cards. | then taped the cue cards
related to each participant in clusters on a vargd piece of paper on a wall. Creating this
visual reference point was achievable because Elgid participants, it may not have been as

easy to do if there had been many more participants

Step 3: Comparison
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The goal of this step was to find key similariteasd differences in the participants’
statements by studying each statement individw@adty then in comparison with otheﬁsk(erlind
2005, Beutel 2006). | used markers on the largeparound the cue cards to highlight points
that were the same or similar. My preliminary gagiguestion in this stage was: what does this
mean? Followed by: does this mean the same thing?

At this point in the analysis it became apparenne that there were different aspects of
variation to be aware of: that of language andutee of words and that of meaning behind the
words. Marton and Booth (1997) note that recogyzhis variation is essential in
understanding the variation in meaning becausea ofi@ny different statements mean the same
thing (p.133). In this case | also became quickig@@ of the reverse situation as well finding
that there is language that is used by workerseranti-violence sector that are part of the jargon
of the field but that there was some differenceth@way they were understood and used by the
participants.

Step 4: Grouping

At this point of the analysis the focus widensrirmdividual utterances of each
participant to themes in the transcripts as a widdhworth & Lucas 2000; Beutel 2006). The
utterances of the participants are grouped accgtdinhe researcher’s perception of similarities
and differencesﬁ(kerlind, 2005; Ashworth & Lucas; Beutel). | addedecond large piece of
paper to the wall beside the first and began td pigrceived as a significant themes and group
comments and points from the cue cards under #radh. | compared the comments and the
themes with the transcript as a whole to deterniing/ understanding made sense.

During this step | became aware of how it impdrtawas to remember the purpose of

the study as | found so many tempting points adredt. | took note of the interesting themes
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keeping in mind that as a researcher | am a leaooeone who is “seeking to derive boundaries
from her most generous understanding of what ntigintout to be relevant” (Marton & Booth,
1997, p.132). Ashworth and Lucas (2000) cautionreg@rematurely constructing categories
and suggest that if the goal is to keep “faithéuttte life world of the participants” (p.305), that
there may be important elements to consider thgtmoafit into structured categories.

The development of questions for myself continteelde helpful as | learned through this
analysis. In this step my guiding question was: tvighéhe significant element(s) about learning
or doing women'’s anti-violence work that is artetgld in this statement? | reorganized and re-
grouped utterances under different themes andtiegliabuilt several categories. | continued
this process over several days, at the same tilagnige categories to each other to make sure
they were structurally related. At the end of hiecess | had four categories that denoted
different ways of conceiving anti-violence workifnavhich | could understand what was
important in the learning of it.

Step 5: Characterizing

At this point | diverge slightly from Beutel (20D that | merge what she has identified
as two distinct steps in her analysis processc(daiing and labeling), into one as | found that
they emerged in my process at the same time. tlaalktep characterizing. Characterizing
involves describing the specific aspects of thegaties in ways that describe both their essence
and their structural relationship; the outcome ep(éd{erlind, 2005; Ashworth & Lucas, 2000;
Bowden, 1996; Morton, 1996) and giving each catggdabel that indicates the character.

In this step my guiding questions were: what es¢lsence of this conception and what
makes this concept different and distinct from ather? My process here was to again use a

visual aid that allowed me to see all the categaateonce and to return to the cue cards where |
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had written main points and phrases from the trgpisc Using a large piece of paper with all
the categories written in chart form, | listed ianker below them, the characteristics of each
category.

Step 6: Contrasting

The aim of this step is to determine the extestraicture; that is, the structure between
conceptions&kerlind, 2005; Bowden, 1996; Marton 1996; MartoriP&ng, 2005). The way in
which this happens seems to an area of disputpaiedtial criticism because there are
variations of processes of analysis and some malgenas clear as othep&l(erlind). One of the
areas of contention seems to be whether the steucfuhe outcome space comes solely from
the data or whether the structure is the judgeroktite researchet&kerlind; Ashworth &

Lucas). After conducting this phenomenographidgtmy thought regarding this issue is that
the description of each conception and the strattetationship between them must be a
combination of both the descriptions and the judgnoé the researcher. Certainly the character
of each category is taken directly from the desimmns in the transcript, however it is the
interpretation of those characterizations by tlseaecher that determines where the boundaries
lie (Sandberg, 1997).

For this step | looked for themes of variatiogirtg to discover explicit and distinct
differences between the categories. The themes poth to the relationship between concepts,
allowing me mark the distinction as what made threcepts different, this is the structural
relationship. Through this phase of the analy®sdfalso emerged from the data some themes
that did not fit into the structural relationshiptiseemed important to understanding the concept.
These I identified as “non-critical variation” dgel were themes that were shared between two

or more categories but did not necessarily fitgheary structural relationshipikerlind, 2005,
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p.329).

3.6 Validity
In this section | outline the steps | took to eldine outcomes of this research study are

valid and reliable.Akerlind (2005) suggests the notion of validity aatiability require

reframing into the context of phenomenographica¢aech (p.330). Validity in the
phenomenography is explained as measuring howtiaetbutcomes correspond to the
participants’ experience of the phenomena (Ulje9861as cited byikerlind, p.330.). In my
attempt to demonstrate validity and reliabilitytims study | will focus on two areas as identified
by a number of researchers, these are the comntiweiead pragmatic aspects of the research

(Akerlind, 2005; Kvale & Brinkman, 2009; Marton & Bibhg 1997; Sandberg, 1997).

3.6.1 Communicative Aspect
The communicative aspect of the research refaisetability of the researcher to

demonstrate that their outcomes make sense tcargleemmunities: other researchers, the
members of the population that are representetidparticipants and to the targeted audience
of the researchi(kerlind, 2005; Kvale & Brinkman, 2009; Sandberg97p These types of
checks often refer to processes that seek feedb@okmembers of these communities by
presenting outcomes and incorporating their reggigo the analysis&kerlind).

Another process that falls in line with the comnaative aspect of validity is for the
researcher to provide a detailed description ol s&ep of the research, which is what | have
chosen to do in this report. A detailed descriptdthe procedures allows these communities to
follow the significant elements of the researclider to understand and judge the

appropriateness of the procedures undertaken hgeﬂearcherﬁ(kerlind, 2005).

3.6.1.1 Reliability
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Reliability is the measured as the appropriatenéfise methods used in the research
(Akerlind 2005; Kvale & Brinkman, 2009; Sandberg, 7p®Dne of the critical procedures
necessary to ensure the quality and reliabilitgltdnomenographic research is to demonstrate
how the researcher deals with the influence of theiceptions on the outcomefsk(erlind;
Sandberg). Sandberg suggests that researchendakaedand “interpretive awareness” (p.209)
throughout the research process.

The steps to maintain interpretive awareness @m@wed from the practice of
phenomenological reduction (Sandberg, 1997). HEreyremaining oriented to the
phenomenon, remaining oriented to the descriptfdheexperience not explaining it, treating
all aspects as equally important, searching forcttiral features, and finally using intentionality
as a correlational rule (Sandberg). Each of téses is explicitly identified in the descriptions

of the data collection and data analysis procedofréss report.

3.6.2 Pragmatic Aspect
The pragmatic aspect of validity addresses thaulmnsss of the outcomeé&erlind,

2005; Kvale & Brinkman, 2009; Sandberg, 1994). ©h&comes are useful if they contribute to
insight and understanding about the phenomenomtbat the purpose of the research

(Akerlind; Marton & Booth, 1997). | hope this studill provide some insight into how to make
training and education opportunities for women’s-aiolence workers more meaningful to this

group. | believe this study accomplishes that aim.

3.7 Summary
This chapter focused on the methodological appraeacd procedures used in this study.

| began by explaining the context for the reseanctuding the aim and hopeful end result. |
provided an overview of phenomenography along watme of the theoretical assumptions and

reasons why it was a good choice for this researexplained in detail the procedures used
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during the study and the considerations taken noathstrate the validity and reliability of these

outcomes.
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Chapter 4
Findings

4.0 Introduction
This chapter identifies and describes different svaywhich workers understand their

learning in anti-violence work. These are presgaiefour categories labelled: personal change
(Category A); helping women to change their circtanses (Category B); changing services and
service systems (Category C); and changing soaigiythe world (Category D). Further, 1 will
explain the structural and referential aspectsachecategory (Marton & Pong, 2005).

The data analysis revealed a key overarching fqmdiworkers understand their learning
in relation to how they conceive of their work. €llearning becomes meaningful as it enhances
their ability to perform specific elements of thgb in the way they understand their work. A
common thread apparent in the ways workers undmtsteeir work was that of change and this
thread of change is consistent with a connectiangocial movement that has as its goal to

change the circumstances of marginalized groupsdrety (Melucci, 1995).

4.0.1 Referential And Structural Aspects
The referential aspect refers to the overall meganirthe category and its characteristics

and the structural aspect refers to the variatetwéen the categories that make them different
but related (Beutel, 2006 Marton & Pong, 2005). Tbmbination of these aspects will form the
outcome space (Beutel; Marton & Booth, 1997; MagoRong).

The referential aspects of the categories areiftEhthrough the following dimensions:
the way the work is understood; the types of kndgée the information sought by the workers;
and the processes used to make meaning. Thesesiimemre identified as both descriptors of
each category as well as areas of variation betwatgories (Marton & Booth, 1997). As such

the dimensions of variation indicate the structasglect between categories as well.
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The structural aspect of these categories willcatdi how they relate to each other
(Marton & Booth, 1997; Marton & Pong, 2005). Martand Booth suggest that the relationship
between categories form a hierarchy where the oategbuild in levels of complexity (p.125).
The categories in this study do not reflect a m@rpin the sense that one category is built upon
another; instead the categories are important pégsvhole. In this case the four categories
make up the range of ways of experiencing the pmemon of learning in this group. All four
ways of understanding the learning are possiblenatlers can experience one way or all the
ways at the same time. | will further discuss ttnectural aspect of these categories in the rest of

the chapter.

4.1 Category A: Personal Change
In this category learning is understood as workehnginging themselves. The workers

are engaged in a process of identify formatiorhay strive to change from who they are to who
they wish to be (Kilgore, 1999; Sandlin & Walth2609). These workers are aware of
themselves in all their engagements and interagti¢ior example if they attend a formalized
skill-building training they will engage in some aseire of self-reflection to examine how the
information fits into their sense of self. The wers are intent on expressing their personal
beliefs and values through their actions and legrhiow to do so. For some workers who
conceive of learning as changing themselves, tlasige involves aligning their actions with

their beliefs about justice and equity. The pg#aots in this study identify being part of the
feminist movement, also called the woman’s moveroetiie feminist anti-violence movement.
For others their attitudes and beliefs are of aenparsonal and internal nature and their changes

involve resolving their personal issues and achgyiersonal goals.
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4.1.1 Referential Aspects Of Personal Change
Referential aspects refer to the characteristicgSatégory A that distinguish it as a separate

and distinct way of learning women'’s anti-violeweerk (Marton & Pong, 2005). In this
category the referential aspects are:

e understanding the work as demonstrating beliefelping, justice and equity;

e seeking knowledge that provides insight; and

e self reflection as a way of making meaning.

4.1.1.1 Demonstrating Beliefs In Helping, Justice, And Equity
The focus of the work within this category is td Bcca manner that demonstrates beliefs

of inclusion, equity, helping others, and justiSeme participants identify this as acting as an
“ally”. There is importance placed on connectiogéople by sharing experience and
developing empathy towards others and the work:
They taught me how | could connect with them, hoauld be seen as an ally with
them as opposed to somebody with authority oven axen though my position did
have authority over theifiParticipant A, p. 5).
It could be something as, you know, a couple yéavent to the trans march...
with...to support my trans friends, so | mean tkifige that you sort of have to step
out of your comfort zone to sort of expand on ywanizons and you know increase
your capacity. You can't just sort of do the samdetling all the time, so | tried to |
try to bring in things into my life as much as pbks(Participant D, p. 1).
One participant who had worked in the field foruaner of years identifies that she connected
with the work in a deeper personal way after atiegd vigil to mark the murder of a woman in

her region:
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That was the day this became personal. That itcalne together for me

(Participant F, p. 34).

The worker did not know the woman personally budarstood her death as a reason for doing
women'’s anti-violence work. The act of attendihg vigil was an expression of her belief in the
purpose of her work.

The desire to bring about personal change incluaeking towards resolving their
personal experiences that led them to this wotkexfirst place. In Category A the participants’
reasons for entering into the field of women’s anience work revealed aspects of themselves
they wished to change or transform and needs ofdka to resolve. The personal and
emotional connection to others and the work is@vidn this aspect of the category as well. For
example one participant revealed that messagesriohildhood had resulted in her feeling
fearful of shelters leading her to engage in thaskwn order to learn the truth about these
services and resolve her feelings about them. Spgabout why she had a particular interest in
shelter work when she thought about helping people:

| wanted to dispel that myth of what a shelter nhdanmyself, um, because | feel

like if you have those biases in you, then you tcesglly help people because

you're trying to avoid tha(Participant G, p. 4).

Other participants identified that they felt thegre helped in the past and initially entered into
the work to give help to others:

There were people in my life who had reached out la@lped me for no good

reason and | felt like | wanted to do somethingite back(Participant A, p. 4).

| guess | wanted to help others who had gone throwbat | had gone through

(Participant E, p. 3).
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For some participants working on changing themseiweolved examining their ways of
thinking and their actions in the past in ordealign them with the beliefs that they held about
inclusion and equity. For example several paréiotp indicated that learning how language can
perpetuate stereotypes provided a significant wtdeding of how to act. Both of these women
are talking about learning when they first begas work:

| remember one instance where um, | said ghettstéia and, and of my co-

workers said, “have you ever really thought abouatt, | said “thought about

what” you know, and she said “have you thought aheliat you're saying”, and |

said “no | haven't”, and so we kind of just talkedbout the back and forth for a

little bit, and it was really eye opening to metttemguage was hug@articipant B,

p. 5).

It was watching and learning, and even catching etfysat times um using

oppressive language to be honest with you. For ekaniike retarded....I got a

good lecturing, from someone....it's not that thientions are negative but it’s just,

the way that you're raised, and who you're arouadd the language that people

use. And you just, you conform, and through contgrm learned that, that

language was acceptable and not oppres@Ragticipant H, p. 7).

4.1.1.2 Seeking Knowledge That Provides I nsight
The focus of learning in this category is to brafgput personal change and

transformation by examining personal thoughts aglebts, seeking new understanding, and
challenging themselves to believe differently aotim alignment with their beliefs. The
knowledge sought is information that provides &edént way of thinking, seeing, and
understanding. The information is often found tigio hearing personal experiences of others

who are different from themselves. They look to panng lived experiences, seeking
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similarities and differences in those experiensea beginning point of understanding. Talking
about attending a workshop where marginalized gegpbke of their lives:
| was able to sort of look at my experiences, labog&omeone else's experiences, you
know, you're able to identify the differences yowble to look at the similarities,
you're able to, you know, see how something casiobe differently next time, what
worked what didn't work, why did my life end upsthiay and theirs didn't.... all
those sorts of thing@articipant D, p. 5).
We talked about it all the time. And like, whitévipege, which, at first | was really
uncomfortable talking about...but because I, liked md choice, | was able to
break down the walls that | had built up about lgeiso uncomfortable about

talking about it(Participant E, p. 19).

4.1.1.3 Making Meaning Through Self-reflection
Participants across the entire group identifiedsdi®e ways of accessing the information

they needed to learn, however there was variatiavhiat participants took from the information
and how they made meaning of the information. &eaiof information for all categories
included, but were not limited to,: talking to,tésing to, and observing the service clients and
more experienced workers; reading information;raliteg workshops and conferences; attending
post-secondary programs or courses; guided experiégarning from mistakes; learning from
past experiences; and going by instinct. Partidgpapoke about how their use of social
networking tools such as Facebook and Twitter tkape them informed of the issues and events
in their community. These participants identiftedt technology increases their access to

information which in turn supports them in theardeing:

51



| think it can provide an opportunity for peopled@logue, for sure in a way that

they may not have been able to do before, you keoause to have that dialogue

at one time you had to belong to something thatkaw would allow you to be

able to do that, but now with Facebook you knowpjeeare able to do that in a

variety of different venug®articipant D, p. 16).

Facebook is basically the only way that | know Amg that is going on. So |

guess through Facebook is how | learn about eviespgpening... and go to... and

learn about. If there was no Facebook | don’t kneow, especially because |
don’t live in Toronto...I don’t know how | would kn@lout them and be able to

go to them and learn about théRarticipant E, p. 15).

In Category A: personal change, participants usartformation they glean to engage in
self-reflection. The way of making meaning in tbégegory is to examine one’s own thoughts
and ways of being and recognize incongruence witisodesired way of being. Participants
speak of challenging themselves, being thoughtidiexamining their actions:

| think the most important thing is to be refleetand | know that's kind of like a

buzzword now and | don't think at the time thatakswgoing through that process

that we even called it that. | don’t think we cdli¢ about being reflective, | don’t
know that we even had a language for it. Um | thih& closest thing was
knowing, like owning up to your own shit or undansting kinda[sic] what it's

about for you and where does that come from youwkraeing ready to be

challenged, so you know for me it was kind of bmuhof that(Participant D, p.

16-17).
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| guess the biggest way | learned was just, utmgdoscared out of my mind,

because | was in it and just pushing myself tat @Barticipant G, p. 5).

4.1.2 Structural Aspect
The structural aspect explains what makes eachoiveyperiencing the phenomenon

different from the others&(kerlind, 2005). The interview transcripts reveadettheme of change
that was present in the ways the participants pexdeheir work. One of the ways these
categories differ from each other is in the subjedbcus for change.

In the “personal change category” of learning,gtibject of the learning is the worker
themselves. In this category the workers are erdyagi® learning about themselves, their
thoughts and their actions. They see changing tekes as part of the change work they do.
The scope of this category in relation to the fastimovement is change on an individual level.
The personal change understanding of learningespamnt of meeting the goals of the feminist
movement in that change starts with individual$imithe movement and broadens outward to
encompass changing society. Table 4.1 shows thaakastics of the personal change
category.

Table: 4.1:Structural and Referential Aspects of Categorérsonal Change

Category A Referential Aspect Structural Aspect

Personal change -learning through self- -the subject in focus is self
reflection

Understand the work through -transformation by examining

understanding self personal thoughts and beliefs

-challenging themselves to act
in alignment with beliefs
-scope in relation to social
movement change work is or
the individual level.

4.2 Category B: Helping Women To Change Their Circumstances
In this category learning is understood as acqgitire tools and skills that support the

goal of service provision for individual women aaslsuccessfully accomplishing associated
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tasks and activities. These workers seek to uratatdhe ways that violence affects each woman
individually and to determine what each woman neéeda$ange her circumstances. They see
themselves as helpers in the woman’s process and\What's necessary to enable them to act in

ways that supports the woman.

4.2.1 Referential Aspects
The referential aspects as revealed by the dathdorategory of helping women change

are:
e understanding the work as providing services to amm
e seeking information that demonstrates how to dogthi and
e recognizing that meaning comes from doing it cdtyec

4.2.1.1 Understanding The Work As Providing Services To Women
The focal point of the work in this category is firevision of a variety of services to

women who have experienced violence with the aisupfporting these clients to change their
circumstances. What differentiates this approaaim fthe other ways workers understand their
work is that the focus is on one woman at a timepgmsed to all women at the same time.
Service provision in this context is helping themam to identify problem areas; seeking
solutions to problems that enable women to changje tircumstances; providing relevant
information; and helping her access the servicessapports she needs:

| was a great supportive counsellor in like you wnwalidating and things like

that when a woman would come in, but | didn't neathallenge a woman you

know, and | don’'t mean challenge in like an aggres&ind of way, | just mean |

didn’t really get her thinking, right, | just kindf | kind of went with her and

walked through her story with her, but didn’t rgallh know, try to um, you know
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look at different perceptions, and look at diffédrangles to the story and things

like that(Participant B, p.).

The data revealed that there were differencesamty workers perceived the relation of
service provision to the goals of the feminist asmdlence movement. Some viewed the work as
distinct and different from social movement workdascribed in this comment:

There isn’t that political thread in the, in oureter, so it's really kind of what

these exact women need at this exact time, ant$ thétat's what it's very much

focused or{Participant G).

Another worker explains here how her work is relatea social movement:

If we can work with women and children today tgohthlem understand that they

don't have to live like this, that there is a bettay, that they have a right to live

their lives free of violence, then by giving thdmttinformation we give them

tools and power if you will, to go on and recognizeheir world, situations that

could be potentially problematic and they will haleveloped the skills and tools

to prevent that from happening further down the (iRarticipant A, p. 2).

Another perspective suggested that service pravisideeply connected to the feminist
movement and further, that making that connectaeritical. Here Participant C talks about
how she teaches other workers:

| try to get involved in sitting down and talkingtlwthe women that are working

there and uh engage them in conversations abdutogophical type of

conversations. Cause [, to me | think if you, ifiydon’t get that fundamental

philosophy, of how we do the work, or why we dowbek, why we continue to

need to do that work, then um, if you don’t géhén, you're never going to get it.
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And | think women as well, need to be open to hgatiand you know challenge

their thought proces@Participant C, p. 14).

4.2.1.2 Seeking Information That Demonstrates How To Do Things
The focus of the learning in this category is tbguasition of a repertoire of tools,

resources and skills that can be used in the seofizvomen and their children. The type of
knowledge is explicit and is often sought througbdels, examples, procedures, guides,
instructions, templates, and other types of infdromethat demonstrate “how to”:
Very recently | did the Springtide Resources onfanegram for working with
persons with disabilitie@Participant A, p. 15).
We did some role playing, um at times, the kindrevlgeu know, someone would
be the woman, and someone would be the w¢Raticipant C, p. 8).
Another way that we learned was through very sfepdlicy and procedures, so
it was very clear sort of what our job expectatiwas, and the procedure really
showed us how to do all of those different aspafctair job. So it was almost like
a, sort of like a teaching aid in a way, of all thieps you need to take to you
know: fill out an intake form or fill out a pink.n&l you know they had it set up so
they had examples of what the form looks like, wioatre supposed to put in
there, and so the learning was very, very practioahose way¢Participant D, p.
6).
We all simply, and I’'m guessing there would havenbabout twelve of us at the
time that were hired, and we probably went throughage by page,
“Understanding Wife Assault”. That was our traigirbook. That was our bible

(Participant F, p. 8).
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The worker will seek information about how a seevic system works in order to
support a woman (client) in navigating the systemh lae better able to adapt to barriers that may
occur within that system:

Every single woman that comes in the door is sofoeewwne so sitting down with

a woman, and doing intake with them, and findingwaloat they need , and where

they want to go and then doing that research td éot what, who | can get them

in contact with um to get to that next step...e.tnngs | do like is on the internet,

is if you're trying to find resources for, for womeum it’s all there, you know at

least in terms of getting numbers, um at least getua general idea of, of what

these places do, again I'm not from Toronto, | ddmow what's out in the

community here, um so the internet is, is a regigat tool um for that

(Participant G, p. 16).

In the next quote the participant identifies it viies own experience of violence that taught her
information about what a system was like and infedrher ideas of how to help women navigate
that system:

So, like, when people had questions | suppose tablougoing to the police | was

able to answer questions like, “ this is what hampéf you were to go to the

police, if you didn’t go to the police.” Questiolilse “what the...”, like, “what the

sexual assault kit at the hospital has to be”, likeknew those kind of things

anyways, so...that was again my own knowledge ofygbmough it(Participant

E, p. 7).

4.2.1.3 Meaning Comes From Doing It Correctly
As noted in the previous category the participantiize a variety of sources to gain

access to the information required to learn, bukerdifferent meaning according to what they
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think they need to know for their work. They arekiong to understand what happens for each
woman and work toward supporting women to change tircumstances. In the “helping
individual women category” workers seek to cultesakills that enhance their response to the
needs of specific women. The information or knowkeds transferred to the worker through
various means, but the meaning is made when thevkrow” is successfully applied:

| just simply said okay help me to understand what means for you and then

through that conversation this particular womands& me well “why didn't you

just ask me that why didn't you just ask that qaestso they [women using

services] were very specific in terms of what ithey needed me to ask in order

for me to get the information that | need@articipant A, p. 6).

That's how | would learn to do that kind of workierhis basically what | do all

the time. Like housing and looking for market résia, hands on work. Then |

would just go back to my supervisor and say: “is thght’? And that's how |

would clarify if things were corre¢Participant E, p. 5).

This category of learning involves measuring thecess of learning in order to
acknowledge that the learning has been acquiregtelib a right way and a wrong way to carry
out a given task or activity. Or several right waysl several wrong ways. The previous quote
and the next are examples of how some participaeis feedback from service users or
supervisors as indicators that they have learneid @ thing well:

| learned from my co-workers, who you know, thesckbd me when | was wrong

(Participant B, p. 4).

The other day | was um I'd been helping this omailfathat I've gotten really

close to um the kid—one of the kids came up aratih’hbeen there for about a
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week, and he just came out and hugged me and hékeash | missed you, you
haven’t been here in so long, and um those, ansktiaoce the moments that | kind
of I learn from cause that means | did somethiggt(Participant G, p. 5)
Other participants identify learning from their exignces and reflect on what worked and what
did not:
| ask the women how it went for them, you know hnHink that's really
important, yesterday after this interaction with €A asked the woman so how
was it for you with me being here versus v someomtdeing here for you, was
there a difference, you know, were you okay withsayeng what | said when |
was advocating on your behalf, is there somethmgwould have liked me to say
that | didn't say, so you know whether sometimeselyuestions are external and
sometimes their internal, but | think that's a nigart of the learning and to sort
of grow in your job, you know because you do Idewm those experiences, yeah
(Participant D, p. 7).
You have to fall at times to learn, what not to dohow to change. But for sure

I’m not going to trip over this stone ever agéiarticipant H, p. 12).

4.2.2 Structural Aspect
What makes Category B: helping women to changéeréifit from the others is that the

subject in focus for change is the individual wontta&worker is working with. In this aspect
the workers’ view is learning how to help one wonaam time deal with the circumstances in
her own life. This view, while similar to Categofyworks on an individual level of change, the
subject of the change is a woman outside of tharasel

This category: helping women to change, can be as@mother level of change that

must occur to meet the goals of a social moventaitfbcuses on social change. An
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understanding of what needs to change on a soetllbegins with understanding the lives of
individuals in society. Conversely as individugkk change it contributes to a collective level
of change for a group. Table 4.2 shows the chaiatits of the helping women to change
category.

Table 4.2:Structural and Referential Aspects of Categori8lping women to Change

Category B Referential Aspect Structural Aspect

Helping women to change| -learning is gaining skills | The subject in focus is
and techniques to support| individual women outside
Understand the work as | individual women to of themselves.

helping each woman change their circumstances.
change her circumstances -scope in relation to social
movement change work is
on the individual level but
external to themselves.

4.3 Category C: Systemic Change
In this category workers see learning as undersignghat you need to know in order to

effect structural change in institutions and systerim this report “system” refers to: “a
coordinated body of methods” and an “assemblag®mbination of things that form a whole”
(Dictionary.com, n.d.). Examples of systems inclutie legal system, child welfare system, and
medical system.

Effecting institutional change is an extension@fvece for individual women as it is each
woman’s report of negative experiences with variogsitutions and systems that cumulatively
act as a catalyst for institutional change. Worlense seek to support different outcomes for
women as a group. They view their work as advoeaylearn to be advocates:

| work on behalf of...women who've experienced abagheir lives. |, uh, try to

advocate on their behalf at whatever committees ltlaan involved in, or boards

that | am on... in the community, and also on thevipal board (Participant C,

p. 1).

60



4.3.1 Referential Aspects
The referential aspects revealed through the datas category are:

e the work is understood as creating systemic charigpn institutions and systems on
behalf of women as a group,

e the knowledge sought is an understanding of womexperiences and the workings of
institutions and systems, and

e meaning is made through problem solving.

4.3.1.1 Creating I ngtitutional And Systems Change On Behalf Of Women
The focus of the work in this category is to idgngaps and barriers in services,

examine the policies and procedures of institutems systems, and urge policy changes that
will remove barriers that women are experiencihgivolves meeting with representatives to
discuss women'’s experiences. At times workers noagider creating services and programs
when a need is recognized and not being met by othtutions. The focal point is changing
institutions and systems to meet the needs of @pgas opposed to an individual, even though
individuals will benefit:

| have a boss right now who | have learned a gréeal from in terms of

advocacy and just the idea of you know, we havespansibility not just to

provide direct service to the women that we arekimgyy on behalf of, but on

behalf of women all over the pla@@articipant A, p. 10).

We still work together you know towards a similaab, and agencies reaching

out together and sitting at round table and sayihgre’s a common issue how

can you help, how can you help, how can you heid, \ahat can we all offer

together(Participant B, p. 14).
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...we got a meeting with [name withheld], Minister Community and Social
Services at the time. And we went in with a pitogpam, or proposal for a child
witness program in our shelters, a pilot, becaugekwew these children needed
more. And then, so we got our money and that wae thxal, sort of quietly. We
were just doing our joljParticipant F, p. 14).

4.3.1.2 Seeking An Under standing Of The Experience
The focus of the learning in the “institutional olge category” is on understanding how

institutions and systems work and learning howttategize and organize change. Workers with
this category seek examples of experiences and itlaaenable them to problem solve.
Technology and newer web 2.0 tools are utilizedhigyworkers to connect and strategize with
other workers:
| do believe that technology can allow me to lemrra variety of ways. | could
take online programming, | could participate or ament on a blog, | could post
something to the OAITH website and put it out thereothers to see and also
seek information from others who are doing the skmés of thinggParticipant
A, p. 15).
And so | did a lot of research on um how women #natsexually assaulted are
treated, and women being abused during war timesand also | did my, a lot of
the um, my thesis when | in university last yeas wa discrimination against
women in the Indian A¢Participant C, p. 4).
So we were looking at what kinds of policies anocpdures they had in place,
what kind of programming, what kind of support, ummterms of childcare
versus, uh, babysitting. And so | went to, umrama of organization withheld]

and met with them and brought back, umm, copigbef procedures etcetera
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and so we started looking at that and what mightkwia a rural [area name

withheld] area(Participant F, p. 2).

4.3.1.3 Meaning As Problem Solving
Participants utilize various sources to get infaioraabout how institutions and systems

work and don’t work for women and this includesri&® from women about their interactions.
They are looking to understand how systems fail eoom@nd, addressing their change, work
toward this aspect. They make meaning by compahniegxperiences of what happens for
women with what they believe should happen for wonvben they access institutions and
systems. Workers gather information about how systeork and then analyze this information
to identify the discrepancies and problem-solvetsahs. Making meaning involves
investigating, identifying patterns and utilizingasoning to problem-solve:

When we went into the doctor's office the doctos wery rude and disrespectful

and basically said “yep got your blood work backdayiou've basically got

hepatitis A hepatitis B hepatitis C and you're Hidsitive and he just and in fact

she, it was a female doctor said so.... And of cotinsewoman just kind of

collapsed and I'm trying to hold her up and I'mirigy to ask the doctor questions

and the whole time and thinking to myself | didedd this in any book | don't

understand what I'm supposed to do h@articipant A, p. 9).

| constantly am sending out information to peoptent different databases and

you know different reports that I've found and alhg tried to stick to some really

cool community-based research reports and I'm asa@ythe kind of on the hunt

for them and you know I'm always sending that outknow anything from harm

reduction to you know sort of changes in the OWesysto you now housing
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issues or whatever it is, you know I'm always gyim make sure people have that
information available to ther{Participant D, p. 8)

If a women discloses that she’s not safe to go Ilexke, in that part of the
support group, where would she go, and then thetaodk place, and we found

out which places were accessible or not, physiq&brticipant H, p. 3).

4.3.2 Structural Aspect
In Category C the subject in focus for change ssitutions and systems that women will

engage with through the course of their lives. sTumderstanding of learning shifts from
understanding how to help an individual to how éphthe group. This category is less
dependent on examining each experience in detaihderstand what’'s needed for individual
women as it is with trying to understand the exgase from the perspective of the group.

This category is another level of change in meeteggoals of a social movement in that
there is an understanding that effecting changeimesjmoving beyond one individual and one
problem at time and focusing on changing systenosder to effect the lives of women as
group, thereby meeting the needs of more womenjtistthose women the worker has a
relationship with. Table 4.3 shows the charactiegsif the systemic change category.

Table 4.3:Structural and Referential Aspects of Categorggstemic Change

Category C Referential Aspect Structural Aspect

Systemic Change -learning is understanding | The subject in focus is
how systems and services| systems and services
Understand the work is to| can change to better help
change systems and women

institutions to better meet | -scope in relation to social
the needs of women as a | movement change work is
group on the systemic level.
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4.4 Category D: Changing Social Structures
In this category learning is perceived as undedstansocial structures, attitudes, and

feminist theory in order to effect change on astatilevel. These workers view themselves as
advocates and activists for social justice. Squastice refers to:
structural change that increases opportunity fos¢hwho are least well off
politically, economically, and socially. [...] Thosého work for social justice
push to uncover the underlying causes of inequityseek systemic change in
institutions and policies as well as socially uphleéhavioural norms that foster
fair treatment and share of benefits. [...] It emgl@ycombination of tactics such
as policy advocacy, grassroots organizing, litmatand communications (Impact
Arts, 2009).
So it [violence against women] becomes a socialeéssbecomes.....a huge issue
for society that has to be changed. And | think & justice issue. | think it's a
social issue. 1 think it's a personal issue. B®olitical issue um, and it's a very

personal issu¢Participant F, p. 12).

4.4.1 Referential Aspect
The referential aspects of this category are:

¢ the work is understood as changing societal strastu
e the knowledge sought is theoretical, and
e meaning is made through aligning life experiencg theories.

4.4.1.1 Changing Society
In Category D the focus of the work is on makingi&iural changes in society, changes

that speak to the goals of feminist movement. &lumnges include addressing the status of
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women'’s equality. Workers view their work as aedive endeavour and believe that changing
people’s attitudes and changing social norms wglit in societal change:

Well, | believe that when you say that you are wagyko end violence against

women that it encompasses a significant elemergoofal justice and social

action work(Participant A, p.1).

If it means you have to picket outside the goventrpeu have to, to be listened.

Even though, yeah we have the right to vote, aricewensidered as people, and

you know, we can be part of the parliament, and kmmaw run for politics, | still

find that there—equality doesn’t exist. So it'sking sure that we are equal, in

all aspects, whether its economical, political,isb¢Participant H, p.5).

4.4.1.2 Theoretical Knowledge
The workers’ learning in this category is focusedunderstanding how women’s

inequality is constructed and maintained in soci€he workers seek out theoretical knowledge
such as how the oppression of women manifestsotal structure; so, while there is an
element of understanding systems, the knowledgghtéasi what the system causes in society as
opposed to how the system works. Workers wane#s thoughts and opinions about issues
from leaders in the field. They examine issues feotheoretical level and seek to develop an
analysis of the problem:

For example at staff meeting every week we seé asahunk of time to have what

we call of a feminist discussion and so each ongsaé responsible for bringing

something to the table to discuss and we take tdomsg that and sometimes it

may be an article that we've come across that wa teapresent to the rest of the

team and then discuss(Rarticipant A, p. 10).
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| think, you need, you need to um be open to ii,need to be open to hearing
different points of view, and to listening to hoeople interpret things and their
perspective on things. And, you need to, you needatly own the fact that you
know, | don’t know this, | don’t even have an opmbn it because | don’t know

enough about it and uh, you know, | need to ledroud it (Participant C, p. 11).

4.4.1.3 Aligning Lived Experience With Theoretical Knowledge
Similarly to the other categories, workers wittstbategory in focus utilize a variety of

sources for information about violence against wonheit in this case the focus is on why
violence occurs, developing theory about violengairsst women and creating political,
institutional and social strategies to end violeAdee workers make meaning by analyzing
information for underlying themes and connectiomd applying reasoning and critical thinking
skills. This participant makes meaning throughipguating in an event that unites people who
share the same understanding of the cause of cpmes
So those are two very different types of learning the one is very experiential
you know and it's no different than you know gdimglifferent events that have
really been motivated by you know different sortepperiences and forms of
oppression and resistance that have kind of broygguple together in large
numbers to create this amazing event where you ko moment in time where
people have some solidarity, you know? And thagsemiential, that's a totally
different type of learning then you'll get anywhelse(Participant D, p. 12).
This participant sees learning to use social nékingrtools as a way to inform and mobilize
people as critical in her work:
We were talking about the Step it Up Campaign [avprcial campaign that

lobbies government for change], and that, and thatebook page, for it [the
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campaign] to move forward you need people to createe kind of momentum,
so you need to have people in a discus@Rarticipant C, p. 24).
In the next quote the participant is talking abeighing her work had the focus of changing
social structures but feels it does not. Sheihasffect, learned about social justice work by
recognizing what she does not do through her wadel
| mean | think it's great what we do, for sure. Antthink that I, I'm helping ...I
hope...I'm helping people. And like, changing irdinal lives but like I said I'm
not changing thought patterns of people. You knokiRe me working in the
shelter I'm not helping people see that, or I'm hetping abusers see that what
they're doing is wrong, that women aren’t lessm ot helping | guess, see that
the power and control or anything like that or tthgnamics of power. I'm not

really changing that in any wayParticipant E, p. 21).

4.4.2 Structural Aspect
In Category D the subject in focus for change ety and societal structures. The

learning shifts to a broader perspective of chahga any of the other categories of learning.
This category of learning involves understandingetal structures and strategizing change at
this level. Category D speaks to the ideologicafework behind the goals of the movement as
it seeks to change how the world is unfairly orgedi

The “changing social structures category” is anokieel of learning that works toward
meeting the goals of a social movement. This ldegklops an understanding social structures
and their influence on the lives of individualsstitutions and systems and informs the
theoretical vision of the movement. Table 4.4 shidvescharacteristics of the changing social

structures category.
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Table 4.4:Structual and Referential Aspects of Categor- Changing Social Structut

Category D Referential Aspect Structural Aspel

Changing Social Structures | -the learning is understanding The subject in focus is socie
the influence of social and social structure

Understand the work as structures on the group and

changing the worldview. theorizing solutions.

-scope in relation to social
movement change work is on
the structural and societal.

4.5 Outcome Space
The outcome space in phenomenographic researclhissal representation of the we

of understanding the phenomenon under study, agrslmoFigure 4.1 (Marton & Booth, 1997
The primary relationship between the different wafyanderstanding is ththey refer to on:

phenomenon (Akerlind, 2005).

Figure 4.1:0Outcome Space
The phenomenon is seen as the whole and in théstbasvhole is learning women’s &
violence work. This research is aimed at idemtifyall the ways the participants in this st

understand and experience learning-violence work. Each of the fowategories is part of tt
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whole; taken together they form a set. The categan the set are non sequential since none of

the participants indicated that one way of expeiignlearning was a prerequisite to another.

4.6 Ways The Learning Is Experienced
The data revealed four ways learning anti-violemoek is understood from the

perception of workers. The data also revealedl#a@ahing anti-violence work can be
experienced with a single understanding in focusitr several in focus simultaneously. The
distribution between participants of the ways aflenstanding is shown in Table 4.5.

Table 4.5EEight women’s anti-violence workers’ predominaft) and less dominant (+) ways
of understanding learning anti-violence work.

Category A Category B Category C Category D
Personal Change | Changing Women| Systemic Change| Social Change
Participant A (21) + + + ++
Participant B (7) + ++ +
Participant C (25) ++ +
Participant D (10) ++ + + +
Participant E (3) + ++ +
Participant F (26) + + ++
Participant G (1) + ++
Participant H (5) + ++ +

Note: numbers in brackets indicate years of empéntrim the field.
4.6.1 Experiences With One Under standing I n Focus
All of the workers in this study indicated that yhtead attended a post-secondary

institution at some time prior to working in thelfl or during their career. | had not asked
participants any questions about their educati@r po the interviews as | did not intend to
distinguish between school- and work-learning. lde&r women brought up their post-
secondary education experiences when they werel diskse questions: “What brought you to
this work originally?” and “How did you learn to gour work?” After post-secondary was
mentioned, | followed up with a question that asttezin to talk about what their post-secondary
experience taught them about the work. A numbéh@participants indicated that their post-

secondary education taught them very little abawt to do their work. Participant G says that
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school got her foot in the door through placemeat got her noticed for having a degree (p. 10);

she goes on to say:
The only really other way it helped me was that duhere was just this
background of knowledge that | could just pull fromdays that | was stuck. So if
um, you know people were talking to me about, ymwksome issues that they
were facing, | could go back and even if it wasote&cal knowledge, and | can
go okay, well you’re having a really hard time wghadeism in your community,
what do | know about shadeism, these are the thingsmow, this is the
information | could givéParticipant G, p. 10-11).

Another noted:
| think the only way you can learn is by workingrihbecause | don’t really think
they can possibly teach you every possible scenhaibcan happen in a shelter
in school(Participant E, p. 6).

In a later part of the interview Participant E itiBes a learning experience at school that

engendered personal change and social structuersiadding:
It definitely taught me about privilege and oppressand social location which is
something that | never really looked at before gdim college and | have found it
extremelyhelpful (Participant E, p. 18) and
It was, well, it was mainly the privilege and opgs®n that we did through the
classes. We talked about it all the time. And Mdaite privilege, which, at first |
was really uncomfortable talking about...but becalydi&e, had no choice, | was
able to break down the walls that | had built upoat being so uncomfortable

about talking about i{Participant E, p. 19).

71



These participants understand their work in oneifipaevay and while they discern other
learning that took place at school, they do noneanit to their perception of learning the work.

The understanding in focus for them at the tim#hefinterview is learning that relates to
supporting individual women to change their circtamses, anything else was unrecognized or
relegated to the background. These statementy itthlparticipants place value on the learning
they experience in relation to how it fit their @mstanding of their work. Participant A
mentions value explicitly:

This does not suggest that the other is not relewamot important, but | can't

tell you every theoretical ideology around crimiogy anymore, like | can't tell

you what those theories of criminal activity areyamore, | can name a couple but

it wasn't important information for me in terms wbrking with criminalized

women....... learning those theories of criminabtyd criminogenic factors and

those kinds of things, they did not help me to eohwith women and connect in

a way that that woman felt supported. It wasn'phélfor that but the practical

experience of making some mistakes and having eheaw hold me accountable

that those were my most valuable learnifgis] (Participant A, p. 16).

The notion of value was expressed in several irmeivand inferred in others. | chose
not to probe the issue of value during the intenvéyen though it was discussed in relation to
the what the participants thought was the besttwdgarn this work. My reason at the time was
that the question of value was outside the scopki®ktudy. | raise the issue of value here in
the findings because it was present in these ceatiens and could be an interesting area for

further study. Value is also briefly discussedliapter 5.
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4.6.2 Experiences That Span More Than One Under standing
Learning experiences can hold one way of understgnd focus and they can also hold

more than one in focus simultaneously. In the eeximple Participant A describes her process
of learning in reference to filling out reportingrins for women who accessed a service with
which she worked. Her experience of learning toofilt the forms required holding in focus
Categories A, B, and C:

Given that these women are serving a portion af $entence in the community

there are reporting requirements to others who aot like-minded, and so you

know, how to fill out the serious occurrence repamtd how you actually do that

are very different in the sense that the consegsace high for a woman who

makes a mistake while she's serving a portion ofskatence in the community,

and not that | don't think that they're high for wen who are not serving a

portion of their sentence but for me it's alwayerba@n addition all barrier or

difficulty or stress or that women have who arergnalized. And so | wanted to

be truthful and honest about reporting the incideat | also needed to find a way

to try and show that woman in the most positivatligossible(Participant A, p.

13).

Learning to fill out a reporting form can, on theface, seem simple if the way of
learning this is reduced to only one aspect ofliear, such as learning the correct procedure to
fill out the form. What makes this learning mommplex is the additional attention to the
systemic barriers the form may represent and tegalef the worker to act in ways that
represent her beliefs about honesty and justi¢es requires the worker to examine the needs of
the individual woman in having her form filled ardrrectly, examine the systemic barriers

inherent in the system for criminalized women, daedelop a course of action that represents her
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personal values. Participant D in the statemeradvibelescribes workshops where she learned
about social structure issues that create oppeessinditions and, through those discussions,
how to work with women who experienced those besrid he participant had Categories B and
D in focus:
Typically through workshops and using focus groaps way to inform different
education techniques and how to talk to youthhst was sort of used and how
to educate us around anti-oppression issues...... fampbe they would have
people who say were HIV-positive, coming and tglikdbout their experience, or
someone who had experienced homophobia come ard abdbut their
experience.....it was a valuable way of learningsiare (Participant D, p. 5).
This example illustrates an awareness of the ielegedness of the levels of focus in the
women’s movement. An awareness of the interretegesl of the individual and the group
represents a way of understanding that is more Eags it signifies a simultaneous focus of

more than one level at a time.

4.7 Summary
The data analysis of this study revealed four mnlistivays of understanding learning in

women'’s anti-violence work. These were revealedugh interviews with workers in the field.
They are: personal change (Category A); helping @mmto change their circumstances
(Category B); changing services and service sys{@ategory C); and changing society and the
world (Category D). These categories reflect adesrarching finding in that the ways workers
experience their learning is related to how thegianstand their work.

Each category is distinguished by variation inftiwing dimensions: the way the
work is understood; the process for making mearang;the type of knowledge sought. In

Category A the work involves personal change wkiegavorker can act in ways that represent
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her beliefs. The worker in this category seeksimigtmation that illustrates personal
experiences of themselves and others and they engaglf-reflection to make meaning. In
Category B the work is understood to be helpingviddal women change their circumstances.
Workers seek out information that provides insiarcand they make meaning through practice
and evaluation of practice. In Category C the wenknderstood as making systemic change.
Workers seek out information that informs themhaf €xperience of the group and the services
and institutions the group interact with. They makeaning through investigation and problem
solving. Finally, in Category D the work is undexsd as changing social structures that create
and maintain oppression. These workers seek irdtom about what people think and different
perspectives on social issues. They make meahioggh analysis and theorizing.

The structural aspect of these categories is itetica the way they are different but
related. The characteristic that is similar throalthe categories and therefore relates them is
the theme of change: change being the focus oitiik and the focus of the learning. The way
they are different is the subject in focus for apann Category A the subject in focus for
change is the self; in B, the woman; in C, theayst, and in Category D, the subject in focus is
social structures. These four categories togetteea non-sequential set of the range of ways

learning women'’s anti-violence work is experienbgdhe workers in this study.

75



Chapter 5
Discussion

5.0 Introduction
The previous chapter introduced categorized waysdérstanding, which emerged from

the data; this chapter discusses the findingslatioa to the development of training for
women’s anti-violence workers. This chapter beginsdentifying how the findings can inform
our understanding of women’s anti-violence trainamgl be used in the development of future
training and education for workplace learning. |6wing that, | explore the workplace as a site
of learning and the potential of a community ofghiGe as a vehicle for ongoing learning and
professional development for women’s anti-violemmekers. Then | examine the use of
Information and Communication Technology in leagnand identify the barriers and benefits of
a community of practice. In the final section émdify areas for future study and share some

insights from my self-reflection of this, my firatademic research endeavour.

5.1. Using The Findings In The Development Of Women’s Anti-violence Training
The transcripts of the interviews with worker-peigants in this study indicate that their

understanding of learning anti-violence work fati® four categories. The key overarching
finding was that the worker-participants’ undersliag of learning anti-violence work was

related to their understanding of their own workhil& the aim of phenomenographic research is
to identify and categorize the differences betwgerteptions of a phenomenon there are
interesting things to note in the similarities adlwThe findings of this study show that while the
participants perceived their work differently, aflthem identified their learning in relation to
what they understand their work to be. The undaglpremise of phenomenographic research is
that conceptions are developed through personareeqres in combination with interpretation

of data received through the senses (Marton, 19Bilyther words, it says that there is no one

true conception of a phenomenon. The finding$is $tudy demonstrate that even within this
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small pool of subjects there exists four distindifferent ideas of what women’s anti-violence
work is and how it is learned and | would suggbkat & larger pool of subjects would yield other
ideas.

As women’s anti-violence organizations were originstarted by women engaged in the
women’s movement who helped other women, what ¢atess women’s anti-violence work has
always been defined by the women who actually gowlork. As women were engaged in the
real world practice of helping other women thegaof focus expanded in response to both the
needs of individual women and the systemic andesaldssues that affected women individually
and as a group. Therefore it makes sense thabeswomen with a variety of backgrounds and
experiences enter into the field of women’s antilemce work and as they, in turn, work in a
variety of organizations with a variety of womemat the work will be understood in different
ways. That this study articulates the lenses tjinomhich women’s anti-violence work is
learned is an asset in the development of traifangvorkers. The dilemma is to create learning
events that honour the various understandings.

One approach to training requires examining a@altriing principles in combination
with constructivist learning theory. Adult learsare described in the literature as individuals
who can identify what they need to learn and md&asto access what they need to learn. They
are further described as individuals who have pagerience to draw upon as a frame of
reference in their learning and who are motivatedgain new knowledge in order to equip
themselves to function in the roles they take otheir lives (Mackeracher, 2004). Adults will
understand information from their frame of refeeaad through the context in which it is
received. These principles lend themselves tmatoactivist epistemology which posits that

individuals make meaning through their experienodhle real world. Hansman (2001) suggests
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that learning involves the interaction and intetieecof people, tools, and context and in
combination these shape what is learned. Givenuidlerstanding of learning, a conceptual
framework for developing training for women’s antdlence workers must address the people
who can facilitate and participate in learning, thels that the workers will utilize and the
context or circumstances under which learning tale place. The information gathered
through this study revealed some foundational carapts that are critical in the development of

the framework.

5.2 The Context: Situated Learning
Another similarity that emerged from the data wes participants identified that they

learned by patrticipating and engaging in the aotisiof their workplace. In part, the undertaking
of the work formed their understanding of their tvand their learning of it. The context of their
experiences influenced how they practice. The gigts/mentioned in the interviews included:
meeting with women individually; facilitating grospengaging in public education; engaging in
systemic advocacy; and committee or Board works Tihding supports theories that suggest
learning is context based and situated in realdwexberience.

Many of the participants in this study felt thagyidid not learn what they needed to
know from school. They identified that they leatrmn the job through trial and error with the
support of co-workers or supervisors. In otherdgorcognition required the embodiment of the
information they heard at school. The informatimtame knowledge only as it practically
applied to their workplace experiences. In thegearch on situated cognition, Brown, Collins
and Duguid (1989), suggest that knowledge canngeparated from the context or culture
within which it is used, that knowledge is a prodoicactivity (p. 32). My own experience as an
educator in a post secondary diploma program tiegdgres women to work in the anti-violence

field confirms this view. One example from schonlolves learning to counsel abused women.
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Even though the students in my program undergaabeu of practice counselling labs where
they act as counsellors using reality-based saasiahey regularly express the concern that they
are fearful of sitting across from a live womardistress because they feel they will do or say
something that will worsen the woman’s distresearners are expressing their lack of
confidence in their knowledge; they are indicatangeed to try it out in the real world and to
confirm that the information that they have in tHead and the activities they engaged in at
school would have meaning in a real world situation

The participants in this study revealed a sim#éa&klof confidence when they spoke of
their beginnings in this work as well. Almost d¢if @ them mentioned that they felt like they
knew nothing even though all of them had attenasdespost secondary education in related
fields such as social work and some indicated gaticipated in community social justice
events. Cognition of knowledge consists of embadietion (Varela 1999 as quoted by Cortes
et al. p.21). In relation to learning this findisgggests that ‘knowing how’ involves the ability
to practice in the real world.

In his work on workplace learning, Beckett (200dggests that trainers look beyond
previous conceptions of training which focused @plication of actions and look towards
building the capacity of anticipation. He callsstfanticipative action” (p. 76) and posits that to
be skilful is the combination of understanding andfidence. When workers understand what
they are doing they can enter into a situation @&ifilan for a positive outcome and even if they
have to change course along the way because citanoes change, they understand what they
are doing and why and so can modify and adaptachra positive outcome. This suggests that
training in a woman'’s anti-violence organizatiomsl incorporate the real world practices that

workers participate in, as is common when traimeg staff in many workplaces including
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women’s anti-violence organizations. A new stadfqon typically has a designated period
where they are required to orient themselves t@dtiey, procedures, and practices of the
workplace. In this scenario, new workers are oftarinered with more experienced workers.
The more experienced worker guides the newer wana@ind the workplace showing them
where things are, introducing them to other staff answers questions that the newer worker
may have. In some cases the newer worker willéggeme time observing the experienced
worker while they engage in workplace activitiemngtimes called shadowing. This type of
training for new workers is a recognized and valagdraining by employers even when the
experienced worker is not a supervisor but a petreonewer worker. There is an assumption
that learning happens through this arrangemenbadfin often the explicit learning is recognized
and the tacit learning remains unrecognized. $ame arrangement can be used to support
continued learning on the job. Workers can be aeth with their peers or arranged in group
where they reflect on their practice with theirworkers and deepen their understanding of their
actions and resulting outcomes. By having conversa and sharing their experiences of
learning they are also producing knowledge thatd=epen the knowledge of the co-worker as
well.

The term knowledge—practice is used by Cortes @Q048) in describing the knowledge
that is created by social movement actors (p. 2@)noted in Chapter 2, New Social
Movements organize around issues of self-determimaind inclusion with the goal of societal
change. The knowledge created in these movemensssts of new ways of being in the world
and different ways to analyze political and sostalictures. This knowledge contributes to the
development of theory and practice and as suchd@mmique expertise. Women'’s anti-

violence workplaces are sites of knowledge-practM&®men’s anti-violence workers are
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creating knowledge while they engage in their wofkeir practice changes their individual
knowledge and consequent practice but also coméistio the learning of the organization and
the broader feminist anti-violence movement. Tloekers create pathways between the
knowledge gained from their analysis and their pcac At the same time they create
knowledge-practices for others in their organizagod in the movement. Through stories,
ideas, policy documents, conversations, and otloeles) of transmission, their knowledge
informs others in their network. Learning in teense is a reciprocal process between actors in

the movement or workers in the workplace and auoelof learning is established.

5.3 The People: Communities Of Practice
The idea of community of practice [CoP] emergeanfd/enger’s work with

anthropologist Jean Lave on situated learning (L99@oP enables the informal learning that
takes place within a community of people who shlagesame enterprise (Wenger1998). One of
the most common influences on learning as ideutifie the worker-participants in my study is
the other women who do the same work. All of theipipants said that they learned from: co-
workers, co-committee members, colleagues, andggpes. The concept of a CoP is one way
of talking about the ways people in a shared ens&psuch as a workplace or a social
movement, learn to make meaning of their enterpridee four ways of making meaning of the
work and learning of women'’s anti-violence practie@ be seen as four components of a shared
enterprise or each as a shared enterprise indilydhat make up the culture of the community.
As individuals participate in their real world, thalso identify with their colleagues and
networks. Learning then includes both the acqoisitf skills as well as the formation of
individual identity and learning how to be parttioé group.

The term ‘communities of practice’ was first coingdLave and Wenger in 1991,

however both scholars acknowledge that this foronatias existed long before the term was
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coined and continues to exist even though many aamitras would not recognize the label or
describe themselves using this term. This coulthbecase at individual women’s anti-violence
organizations and the provincial network of orgatians as well. As noted all the worker-
participants in this study talked about how theythed almost all of what they know about their
work from the people around them who are doingstimae work. This finding suggests that
some community exists and that learning happertst lsunot clear to what extent the features
of a CoP as described by Lave and Wenger (19919tarkay in these workplaces.

There are a number of features as described by ¥véhg98, p. 125-6) that indicate a
CoP is formed, some of these seem to be presém imdividual organizations as indicated by
the worker-participants of this study. For exantpkere is a sustained mutual relationship
between the workers and their co-workers as wedhased tools, resources and language. Other
features of a community of practice were not evidiethe data which does not mean that they
do not exist, only that this research was not fedusn exploring a community of practice and
therefore did not specifically investigate this cept.

Wenger (1998) suggests that “building identity ¢stssof negotiating meanings of our
experience of membership in social communitiesI4p). The four categories of understanding
that emerged from the data reveal different waysnoferstanding learning anti-violence work
that are comprised of different ways of approachiegwork. Within each category there is an
assumed role that is revealed in the distinguisfeagures. If | were to assign names to these
roles | would suggest that role in category ortbas of relationship builder, category two would
be that of helper, category three is systems chiaagd category four could be called activist or
theorist. Keeping in mind that the conceptual@adi of these roles are my own and were not

identified by the participants, the suggestionadés assumed could be further examined in
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relation to identity. An assumption could be m#u how the workers see themselves is
closely related to how they perform their work aatsequently whom they would recognize in
their network as part of their work and learningnoounity and who recognizes them. For
example if a worker has a perception of the workwggporting women to change their
circumstance and sees herself as a helper, itsthatishe would recognize other helpers as part
of her community and people she could learn frdrhis would be based on the notion of shared
enterprise and shared identity, where the group idatifies in this way would make meaning
from an experience in ways that made sense to thats use the example of a woman who has
left her partner and has not qualified for an inesupport program to help explain this idea. A
helper may look for ways to help the woman overctigrecircumstance, perhaps focusing on
other resources available to her. A worker who @ged her work as changing systems and saw
herself as a systems changer would make differeainmg from the same experience. She
might look to the income support program to chathgé policies in order to better support the
woman gain access to money. The approach to theriexce would be influenced in part by the
participation with others in the group and thespenses to the woman'’s situation. There is a
CoP and identity in that the worker will performvirays that are recognizable to the group
(Wenger, 1998); in this way the worker is negotigther professional self identity through her
practice. Newcomers become immersed in the cudtitiee community through the sharing of
experiences, practices, and viewpoints from theeneagperienced members. At the same time
the worker’s participation in the experience reiftae interpretation of the experience and re-
affirms her understanding of her participation.r Harticipation in turn becomes part of the

knowledge of the community.
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The informal learning that occurs through the axdiof a CoP is not often recognized in
organizations because of its lack of formalityoelieve one of the reasons for this is that while
training can often be a topic of conversation ansbnganagers, learning is not. Learning is not
a subject in focus for many workplaces outsidecbbsls and therefore not really understood in
all its complexities. The idea of training conjukesions of knowledge transfer from an expert to
a novice, with the assumption that once the knogéead transferred it is learned. People are
sceptical and undervalue the idea of self-tauglsetrdetermined learning. While the literature
has shown the value of informal learning within@PCwomen’s anti-violence organizations
may not be familiar with the concept of CoP andittential for professional development. As
workplace learning is determined by the opportesithat arise on the job and the informal
conversations within the community that practiagetber, some way must be found to recognize
these as learning events and value the individmayp and organizational learning that can
materialize from them. The use of a moderatorlmanseful in concretizing a community of
practice and supporting it to emerge as a recobl@daarning opportunity. The moderator
cannot be a supervisor or be seen to be a momitiviawould undermine the informal learning
that can occur. The moderator must walk a catefelbetween getting the community going
and taking it over.

In the previous section on situated learning | psmal the arrangement of groups of
workers who could engage in discussion about fraictice, thereby helping each other to learn
and grow in their work. These groups could befdinmation of recognized as CoP that are
arranged around one organization or could be fugpecified to form around different jobs in
the workplace. If a number of women’s anti-violerarganizations were to adopt this way of

fostering continued learning in their workplacegrthis the potential for communities to engage
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with others from other women'’s anti-violence orgations, creating a large provincial level
CoP. This possibility is further explored in thexhsection as a possible use for information and

communication technology [ICT].

5.4 The Tools: Technology And Learning
The use of ICT was one of the areas of interegtisstudy, partly because it seems on

the surface to be a cost effective way of reachinggjority of people who are spread out across
a large geographic area. Each of the worker-ppatits identified some use ICT in the course
of their workday, most often email with some snmdrdne use. In relation to using ICT for
learning, six of the eight worker-participants itibed that they could see the benefit of things
like online training, although they were not expaded in using it. The other two worker-
participants actively use Facebook to keep themasahformed about events and issues in the
community.

Much of the literature about the use of ICT forrteag at a distance is related to
education in the form of an instructor-studenttieleship, where educators explore the ways to
best use the technology to enhance and supposdrgiittarning. This information is useful for
the situations where a developer will use ICT Fa purpose of skill acquisition and information
transfer in the development of online training. fiehare different considerations in the use of
ICT in supporting communities of practice to deyedmd flourish. They include: the potential
barriers to building community when the particigamtay not know each other in their real
world; the ability to convey tacit knowledge; amdding ways to develop a culture of discursive
communication in an online environment. An onl@®@P should enable members to do the same
things they would do in person: hold discussiongage in peer consultation, problem-solve
specific issues, and share information on emengettices and research. Present-day

technology does allow for these activities to tpleee across geographically dispersed workers
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in Ontario, however there are still a number ofieas to address that would affect the success of
a CoP.

The barriers to using technology in learning idéedi by the worker-participants in this study

and in other research includes: the lack of infdromaabout what technology is available and
how to use it; the time it takes to learn and getduto new systems of communication; the initial
strangeness of online relationships; the cost aadadility of some technology in certain
geographic areas; and the lack of trust in thernteldyy (Butler & Sellbom, 2002; Gannon-Leary
& Fontainha, 2007).

Some of these barriers can be addressed througls¢hef a point-person or persons who
facilitate and encourage technology-assisted conwation in the early development of a CoP.
These individuals should be knowledgeable and aidhktic users of technology who can
envision the benefits of online communication fog purpose of learning. In their book Digital
Habitats (2009), Wenger, White, and Smith refdhts role as “technology stewarding” and
suggest that this role is part of leadership iro® Qog. 24-25). The point-people should be
members of the smaller organizational communitiggractice in order to share information that
is located in the practice of real world work anklene they can be recognized as members of the
community. This strategy can be an effective wilyunlding a CoP as other workers hear of the
it and become interested in finding out if it usetuthem. Point-people can also hold their own
discussions to share information and solve thelprolof how to get other workers involved, in
essence creating their own branch of the CoP.

Another barrier is access and information abouttwdhnology is available and how to
use it. This type of learning lends itself to tlse wf technology assisted distance training

methods because it involves demonstrations of mderdormation transfer. In this case a series
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of demonstration videos using screen-casting softweat could be hosted on the CoP website
would be useful to members who are not as knowlksolgeor comfortable using ICT. In regards
to the emotional feelings of discomfort and lackrakt in using a computer to mediate
relationships online, these feelings can only redticough practice over time. As more workers
engage with the CoP its use can become normalizédhaorporated into regular workplace

practice.

5.5 Areas Of Further Study
In this discussion | propose the use of a CoPrastaod to support workplace learning

and ongoing professional development for woments\aolence workers. Further, that use of
ICT can link the site specific CoP with other orgations and form a larger CoP across Ontario.
The use of online communities of practice to supf@arning amongst workers who are
separated by geographical distance seems to bagaipopularity, but there are still few
studies that have explored the effectiveness eadbworld communities of practice on worker’'s
knowledge and professional development. Piloting ithitiative would make an interesting
research project that would make a welcome corttabuo the research on workplace learning
and virtual communities of practice.

Another area for further study is the connectiotwieen learning women’s anti-violence
work and social movement learning. The theme ohghkahat is present through the four
categories indicate that a connection betweervibeekists, however the ways that the worker-
participants perceive social movement learningoimnection with their work was not really
explored beyond a superficial level in the intewsenor reported on in the findings. | think this
area of focus deserves closer scrutiny in a latelysbecause women’s anti-violence

organizations came from the feminist social movemaed some would say they have evolved in
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ways that they no longer reflect their feministteodt would be fascinating to examine the

evolution in understanding of anti-violence worlddhe influences on these understandings.

5.6 Final Thoughts — Self Reflection
On afinal note, |1 would like to take the time tease my thoughts as I reflect on my

journey to conduct academic research. This wafinstyexperience conducting this type of
research and hindsight, they say, is 20/20. Noihase reached the end of this process I find
that there are some things that | would have ddfferently. Things that | believe would have
made this research more reflective of my beliefealues as a racialized woman of multi-
heritage and as a feminist. This paper sometgpeaks in a voice that | can’t quite recognize
as my own.

When | first began my Master studies, | found tHzad carried an image of university
that had been constructed through the lens of my g@ars and my social location as a poor,
racialized youth. In that location | had understdlvat a university education was not for the
likes of me; that | was not smart enough, and ginatersity was for rich white people.
Unconsciously at first | approached my studies wh#hinternal narrative that | would soon be
found out to be a fraud and then kicked out. Sswapnths into the program | became
convinced that | couldn’t possibly be engagingahal properly because | was getting good
grades. Basically as strange as it sounds, fagbdhis discrepancy (that | wasn’t smart enough
but was getting good grades), | imagined that Itrbesdoing something wrong. It was only
after | had finished the program that | realize@hbese thoughts affected me so profoundly and
how that in turn affected the work that | have proed.

As a feminist activist and educator | have partitgal in conducting research many times,
usually for the purposes of program developmethénagencies that | have worked in. In fact

while | have been at OAITH | have had occasiondtigr information from frontline workers
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and service users for the purpose of developindgmlace training. These research projects were
different in their scope but also in their processeost notably in the reporting mechanisms.
As | engaged in research for the purpose of attgiaidegree, | believe my lack of confidence as
an academic resulted in my setting aside the tHhimaysl value in terms of knowledge. One of
these values includes a feminist anti-oppressiatyais of the social and institutional structures
that both constructs and legitimizes dominant calknowledge as truth and marginalizes other
ways of knowing as alternative or illegitimate. rHois project | looked for a method that would
conform to what | imagined was academic reseaichbe clear, no one told me that | had to do
research this way. What | recognize in hindsighthat | had set aside my true self in order to
conform to the image of a Master student and thester that | had constructed.

| chose to use a phenomenographic approach foesgarch because as a methodology
some of the underlying beliefs resonated with my @nd because it is a type of research that
originally focused on understanding what peopl&scpptions are of their learning, so it seemed
a good fit. However, while | was engaged in thecpss | found it limiting. | felt confined to a
structure that left out as much information agitealed. In the end | believe that the
information contained in this paper contributesh® discussion about learning and work and so
| am satisfied with what | have done. But | amllgeexcited about the unexpected learning that
emerged from this process.

| began this journey by holding what | needed tdpice in the end in the centre rather
than holding myself in the centre. Now | know tdmyself in the centre and look to the
alternative ways of knowing that make sense toorgutde the research processes. For example
as a racialized woman who has both First NatiowsAfrican heritage | am first a storyteller and

| learn best from stories told. In this study dtiae honour to meet with eight women, almost all
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of whom | knew in some way or another outside tagearch. | spent over an hour with each
one and learned so many things about their livestlagir work that | had not known before.
From each of these women | learned a great deait &dbe history of women’s anti-violence
work and the future of women'’s anti-violence wotk.the stories they told | learned how to
better do my work. | believe that the informatmovided by these women has the potential to
answer other questions that were not within th@ead this study, questions that perhaps have
not even been thought of yet.

| have since learned that there are ways of contpaetademic research that celebrate
oral teachings and storytelling and that reseascban hold up the stories and allow others to
learn from them what they will. The stories thermeslbecome the knowledge rather than just a
report on them and the people who tell them. riklihere are many stories still to be told
especially by women who have worked with other womwlo have experienced violence and |
look forward to supporting the sharing of thoseist

| have also learned that pushing boundaries anitealgang limitations about knowledge
is the work of a researcher. This understandirsgréplaced the internal narrative that
influenced my thinking when | began school. Tlearhing feels very empowering for me and |
believe it can be for others like me, who make itihiversity but aren’t sure they belong there
because of who they are. | would like to encouraer women who are about to embark on
their first experience of academic research to exairtieir own beliefs and ways of knowing
and put themselves in the centre of the work thregte.

References

Akerlind, G.S. (2005). Variation and commonalitypimenomenographic research methatigher
Education Research and Developme4i(4), 321-334.

Ashworth, P. & Lucas, U. (1998). What is the wasfdohenomenography®candinavian Journal of

90



Educational Resear¢i2(4), 415-431.

Ashworth, P., & Lucas, U. (2000). Achieving Empatind Engagement: a practical approach to the
design, conduct and reporting of phenomenogragsiearchStudies in Higher Education
25(3), 295-308.

Assaulted Women and Children’s Counsellor Advo&ategram at George Brown College in Toronto
Retrieved from; http://awcca.ca/

Bay Consulting Group. (2009%urvey of VAW emergency shelter services: Finarteplroronto, ON:
Ministry of Community and Social Services.

Beckett, D. (2001). Hot Action at Work: A Differebinderstanding of ‘Understandinlyew Directions
for Adult & Continuing Education(92), 73.

Belenky, M., Clinchy, B.M., Goldberger, N. R., & itde, J.M. (1997)Women’s ways of knowing: The
development of self, voice, and mihgw York: Basic Books.

Bell, S. J. (2005). Creating Community Onlidenerican Libraries36(4), 68.

Beutel, D. (2006). Teachers’ understanding of pedagconnectedness. (Thesis) Retrieved from
http://eprints.qut.edu.au/17082/1/c17082.pdf

Boud, D., & Middleton, H. (2003). Learning from etis at work: Communities of practice and informal
learning.Journal of Workplace Learnind.5(5), 194-202.

Bourhis, A. & Dubé, L. (2010). ‘Structuring sponéaty': investigating the impact of management
practices on the success of virtual communitigsrattice.Journal of Information Scien¢&6,
175.

Bowden, J. A. (1996). Phenomenographic researche snethodological issues. In Dall'Alba, G &
Hasselgren, B. [edsReflections on Phenomenography: Toward a Methog&¢og.49-66).
Goteborg SW: Kompendiet.

Brown, J.S. & Duguid, P. (1991). Organizationakfeag and communities of practice: Toward a
unified view of working, learning and innovatio@rganization Scienge(1), 40-57.

Brown, J.S., Collins, A. & Duguid, S. (1989). Sited cognition and the culture of learning. Eduaaio
Researcher, 18(1), 32-42. Retrieved from:
http://people.ucsc.edu/~gwells/Files/Courses_Fidea%20261%20Papers/Situated%20Cogniti
on.pdf

Bruce, C., Stoodly, I. & Pham, B. (2009). Doctasaldents’ experience of information technology
researchStudies in Higher Educatiad4(2),230-221.

91



Butler, D.L. & Sellbom, M. (2002). Barriers to adoy technology for teaching and learning. Educause
Quarterly 2, p. 22-28. Retrieved from http://netieause.edu/ir/library/pdf/eqm0223.pdf

Contu, A. and Willmott, H. (2003). Re-embeddingiatedness: The importance of power relations in
learning theoryOrganization Sciencel4(3), 283-296.

Cowan, R., David, P.A. & Foray, D. (2000). The agipleconomics of knowledge codification and
tacitnessindustrial and Corporate Chang#2):211-253.

Dewey, J. (1903). Democracy in educatidine Elementary School Teaché(4), 193-204.
Diani, M. (1992). The concept of social movemdiite Sociological ReviewO: 1-25.

Diani, M. (1996). Linking mobilization frames andlfical opportunities: Insights from regional
populism in Italy American Sociological Review1: 1053-1069.

Dictionary.com (n.d.). System. Retrieved from: Htthctionary.reference.com/browse/system
Duffy, T.M. and Cunningham, D.J. (2001). Constrastin: Implications for the Design and Delivery of
Instruction.The Association for Educational Communications @adhnologyRetrieved from

http://www.aect.org/intranet/publications/edtecHilddex.html

Duguid, P. (2005). “The art of knowing”: social atatit dimensions of knowledge and the limits of
community of practiceThe Information Society1, 109-118.

Egan, T. & Jaye, C. (2009). Communities of clinipedctice: the social organization of clinical
learning.Health 13(1), 107-125.

Evans, S.M. & Boyte, H.C. (1986} ree spaces: the sources of democratic change ieriden Chicago
IL: The University of Chicago Press.

Foley, G. (1999)Learning in social action: A contribution to und@sding informal educatian
London UK: Zed Books.

Freire, P. (1995 [1970]Pedagogy of the oppressadew York: Continuum.
Gannon-Leary, P. & Fontainha, E. (2007) Communibiggractice and virtual learning communities:
benefits, barriers and success factors. eLearrapgi, 5. Retrieved from

http://www.elearningeuropa.info/files/media/medi&a&3.pdf

Hanisch, C. (2006 [1969]). The Personal is PolitiRztrieved from
http://www.carolhanisch.org/CHwritings/Personalicpdf

Hansman, C. A. (2001). Context-Based Adult Learniew Directions for Adult & Continuing
Education (89), 43.

92



Haslanger, S., Tuana, N., & O'Connor, P., (201dpids in FeminismThe Stanford Encyclopedia of
Philosophy[Fall 2011 ed.], Zalta E.N. [ed.], Retrieved from:
http://plato.stanford.edu/archives/fall2011/entffesinism-topics/

Impact Arts, (2009). What is social change? Terfrhange: social justice. Retrieved on October 4,
2011 from: http://impact.animatingdemocracy.orgépkatart/what-social-change

Janovicek, N. (2007No place to go: Local histories of the battered woi shelter movement
Vancouver, BC: UBC Press.

Johnsson, M. C., & Boud, D. (2010). Towards an gmetr view of learning worknternational Journal
of Lifelong Education29(3), 359-372.

Kebede, A., Shriver, T.E. & Knottnerus, J.D. (2008ycial movement endurance: Collective identity
and the RastafarSociological Inquiry 70(3), 313-337.

Kilgore, D.W. (1999). Understanding learning in isbenovements: a theory of collective learning.
International Journal of Lifelong Educatip8(3). Retrieved from:
http://www.velinleadership.com/downloads/collectilearning_a_theory.pdf

Kvale, S. & Brinkman, S. (2009nterviews: Learning the craft of qualitative resela interviewing
[2" ed.]. Thousand Oaks, CA: Sage Publications.

Lally, V. & Barrett, E. (1999). Building a learnirgpmmunity online: towards socio-academic
interaction.Research Papers in Educatiahv(2), 147-163.

Larsson, J. & Holmstrom, 1. (2007). Phenomenographiphenomenological analysis: does it matter?
International Journal of Qualitative Studies on Hteaand Well-being2(1), 55-64.

Lave, J. and Wenger, E. (199§jtuated learning: legitimate peripheral participat. Cambridge, UK:
Cambridge University Press.

MacKerarcher, D. (2004Making sense of adult Iearnir[g”d ed]. Toronto, On: University of Toronto
Press.

Marton, F. (1981). Phenomenography — describingepiions of the world around uastructional
Science 10, 177-200.

Marton, F. (1986). Phenomenography — A researatvistigating different understandings of reality.
Journal of Thought21, 28-49.

Marton, F. & Booth, S. (1997)earning and awarenesMahwah, NJ: Lawrence Erlbaum Associates.

Marton, F. & Pong, W.Y. (2005). On the unit of degtton of phenomenographidigher Education
Research and Developme#i(4), 335-348.

93



McCosker, H., Barnard, A. & Gerber, R. (2003). Rtraenographic study of women's experiences of
domestic violence during the childbearing ye@sline Journal of Issues in NursinBetrieved
from http://www.bvsde.paho.org/bvsacd/cd41/costér.p

Melucci, A. (1980). The new social movements: Aoiletical approactSocial Science Information
19(2), 199-226.

Melucci, A. (1989)Nomads of the present: social movements and indivigeeds in contemporary
society Philadelphia PA: Temple University Press

Melucci, A. (1995). The process of collective idgntin Johnston, H. & Klandermans, B [edZjcial
movements and culturpg.41-63) Minneapolis MN: University of Minnesd®ress.

Ontario Association of Interval and Transition Hesis(2011). History. Retrieved from:
http://www.oaith.ca/about-us/history.html

Orr, J. E. (1996)Talking about machines: An ethnography of a mogignithaca. NY: Cornell
University Press.

Palys, T. & Atchison, C. (2008lresearch decisions: Quantitative and qualitativespectives (4th ed.)
Toronto, Ontario: Nelson Education Ltd.

Polletta, F. & Jasper, J.M. (2001). Collective idgrand social movementénnual Review of
Sociology27(1), 283—-305.

Rebick, J. (2005)Ten thousand roses: the making of a feminist rédwluToronto ON: Penguin
Publishing Canada.

Reuvill, G., Terrell, 1., Powell, S. & Tindal, I. @®5). Learning in the workplace: a new degree enlin
Innovations in Education and Teaching Internatiqr(3), 231-245.

Séljo, R. (1996). Minding action: Conceiving of therld versus participating in cultural practices.
G. Dall’'Allba & B. Hasselgren [eds.Reflections on Phenomenography: Towards a
methodology?pp. 19-34). Gétenborg, SE: Kompendiet, Goteborg.

Sandbergh, J. (1997): Are phenomenographic resalieble?Higher Education Research &
Developmentl6(2), 203-212.

Sin, S. (2010). Considerations of quality in pheraographic researcmternational Journal of
Qualitative Methods9(4), 305-319.

Srivastava, P. & Hopwood, N. (2009). A practicaldtive framework for qualitative data analysis.
International Journal of Qualitative Method8(1), 76-84.

Tisdell, E. (1998). Poststructural feminist pedagegThe possibilities and limitations of feminist
emancipatoryAdult Education Quarterly8(3), 139.

94



Trigwell, K. (2006). Phenomenography: An approachesearch into geography educatidournal of
Geography in Higher Educatioi0(2), p. 367-372.

Valaitis, R. K., Akhtar-Danesh, N., Brooks, F., B S. & Semogas, D. (2011). Online communities of
practice as a communication resource for commuragith nurses working with homeless
personsJournal of Advanced Nursing7, 1273-1284.

Vavasseur, C. B., & MacGregor, S. (2008). Extendiogtent-focused professional Development
through online communities of practickurnal of Research on Technology in Educatti(4),
517-536.

Wenger, E. (1998 Communities of practice: Learning, meaning and tdgnCambridge, UK:
Cambridge University Press.

Wenger, E., White, N., Smith, J.D. (2009). Dighalbitats: Stewarding technology for communities.
Portland, OR: PC Square.

95



Appendix A

Informed Consent Form

Social Movement or Community of Practice?: Workieosn woman abuse shelters and their
perceptions of learning and identity.

The Purpose of the Resear ch

The aim of this research is to explore gqualitatidifferent ways of understanding the
process of learning to be a worker in woman abbe#ess in Ontario that are members of the
Ontario Association of Interval and Transition Hesisa provincial lobby association for
feminist anti-violence workers.

| explore significant variation in ways shelter wers experienced:
A) their identity in relation to their work
B) other shelter workers in relation to themselvestaed work
C) experiences of learning to be shelter workers
D) experiences of technology as a support to learantgconnection to others in their

group
E) their work in relation to the feminist movement

The Ontario Association of Interval and Transitldouses (OAITH) is a provincial association
whose members are feminist anti-violence orgaronatirom across the province. OAITH is
interested in finding ways to re-connect its memlereach other to lessen isolation and
increase skill-building opportunities. They bebeas do | that the leadership and knowledge of
the issues that can lead to skill building can cémmm within the community.

Voluntary Participation

Participation is completely voluntary. There isfimancial remuneration for participation. If at
any time you choose to withdraw your informatiomygan do so by sending an email to the
researcher, (see the withdrawal section below farenmformation).

What You Will Be Asked to Do in the Resear ch

If you chose to be interviewed you will be askeg#nticipate in a face to face or telephone
meeting where the researcher will ask a seriesiestipns about your experience working and
learning in a woman abuse organization. The ingsvwvill last approximately one hour and will
be digitally recorded with your consent.

Risks and Benefits

Your participation in this study can help in thamhing of learning experiences for members of
the women’s anti-violence community and helps epsgtbe use of a community of practice as a
skill building practice.

By participating in this study you may learn abgaoitir work and the work of your colleagues in

the province of Ontario.

'The original title of the research was changed later in the research process to the current title.
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One potential risk is that you may feel an obligatio join the study because of your
membership in OAITH. Please note that whether pauthe study or not; has no affect on your
membership in OAITH.

Withdrawal from the Study

You can withdraw your consent at any time withoutviding any reason. Your decision to stop
participating, or to not answer particular questionill not affect your relationship with the
researcher, or the nature of your relationship Wi TH either now, or in the future. Upon
withdrawal from the study all information gathefeaim you up to that point would be returned
to you. You will be asked to inform the researobfeyour decision to withdraw.

Confidentiality and Anonymity

Your identity and information will be protected aadonymous in the report. All interview
recordings will be transcribed by a paid profesaidranscriber who will be given the content of
the interview without personal data. She will digorequired to sign a confidentiality
agreement. Information you supply during the redewavill be held in a secure location and
your name will not appear in any report or publmatof the research. Confidentiality will be
provided to the fullest extent possible by law. yAmuotes that are used in the thesis or
subsequent publications will be attributed to pseyhs.

It should be noted that the OAITH website hostaked Liquid Web and is based in Chicago
and so information shared on the website is sulgeittePatriot Act. The Patriot Act “allows
the Director of National Intelligence and the Attey General to direct communications service
providers and similar private entities to assisaurthorized foreign intelligence activities
targeting individuals located outside the Unitedt&t” (US Dept. of Justice, 2010). Follow this
link for more informatiorhttp://www.justice.gov/archive/ll/highlights.htm

Resear cher

Margaret Alexander, graduate student in the Legraimd Technology program at Royal Roads
University. Margaret is also working for the OmtaAssociation of Interval and Transition
Houses on a contract to develop training toolgHerassociation and its members.

Questions about the Research?
If you have questions about the research in geoer@bout your role in the study, please feel
free to contact the researcher

Legal Rights and Signatures
I , consent to participate in the study called:

Social justice and social learning: Feminist amieance workers’ perceptions of a community of
practice; conducted by Margaret Alexander, Research

| have understood the nature of this project arghwo participate. | am not waiving any of my
legal rights by signing this form. My signaturdd»e indicates my consent.
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Signature Date

PRINT NAME:

Participant

Signature Date

Principal Researcher
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Appendix B

Recruitment Letter

Hello

My name is Margaret Alexander and | am a graduatgest in the Learning and Technology
program at Royal Roads University. You will alsmk me as the OWD Training Project
Coordinator with OAITH.

| am writing this note to invite you to be a papant in a research study called: Social
Movement or Community of Practice?: Workers frormvam abuse shelters and their
perceptions of learning and identity.

About theresearch:

OAITH is interested in finding ways to re-conndstmembers to each other to lessen isolation
and increase skill-building opportunities. Theyide as do | that the leadership and knowledge
of the issues that can lead to skill building came from within the community.

The purpose of the study is to gain insights albearming and identity, and explore
“communities of practice” (Wenger & Lave, 1991)aasgiable method of supporting the learning
goals of both the individuals involved and the feisti anti-violence network as a whole.

How can you participateif you chooseto?

| will ask approximately 20 people to participatetihe study by meeting with me to discuss their
thoughts and feelings about learning about howeta Beminist anti-violence worker.

It is important for you to know that your membesis not contingent on participation in this
study. The participation in the online communiiyudms is entirely optional.

Your participation in this study can help in thamhing of learning experiences for members of
the women'’s anti-violence community and helps epsgtbe use of a community of practice as a
skill building practice. By participating in thisusly you may learn about your work and the
work of your colleagues in the province of Ontario.

The Informed Consent Form. If you decide to participate there is an Informezh€ent form
that | will ask you to sign prior to the interviewwill send the form through email and also
have it available on the OAITH website for downloatlis form explains the project and your
rights as a participant in the project.

If you have any questions about the research,gyaating or the questions, please feel free to
call me.
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Appendix C

Interview Questions

Question 1: Can you give me your full name anidnel where you work please.
Question 2: Do | have your consent to recordititesrview?

Question 3: If you are comfortable with it, can yteli me how old you are?
Question 4: Can you tell me about how long youehaseen doing this work?

Question 5: Can you talk a little bit about yowsjiion and how you identify yourself as a
worker?

Question 6: Please tell me a little bit aboutwlmek that you do, and feel free to give as many
details and explain it in any way that you want.

Question 7: Do you see your work as part of a $ocevement?

Question 8: How would you define a social moverent

Question 9: What social movement do you beliewg yeork is part of?

Question 10: Can you talk a little bit about h@wtithat you came to be doing this work?
Question 11: How did you um learn how to do thisk®o

Question 12: Can you identify the ways that you y®ee learned how to do your work?

Question 13: When you first started working wibused women, how did you learn how to do
that work?

Question 14: Can you tell me how you help othelgaon to do your work, to do this work?
Question 15: Can you talk a little bit about howymmntinue to learn to do your work?
Question 16: What are the most valuable ways fartgdearn how to do this kind of work?
Question 17: Who do you see or identify as pastondr work-related community?
Question 18: How you would identify those commumitgmbers?

Question 19: My guestions now are going to moviethnology and asking about technology
and how technology relates to your learning androanity. When | say technology | am going
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to define what I'm talking about in terms of teclogy because we know technology is a pencil,
right? Any kind of tool that helps in an activityit what I'm talking about is mostly the sort of
technology that has been enhanced around commiami¢atthe last decade or so, so things like
cell phones and smart phones and the Internet agtd 20 tools. I'm identifying web 2.0 tools
as the various sorts of software that has beenasx@ that allows users who are not software
developers or a technicians, to be able to chdrggd on the web or add to things on the web.
So | am looking particularly at these kind of conmuation developments over the last decade
and I'm wondering if you see a place for technolimgselation to your own learning and
continuing to grow as a worker or as a person tlussvork and if so, how?

Question 19: I'm at the end of my questions. Gitlenintention of this interview was to
understand community and understand learning atiogl to doing this work, | wonder if there's
any sort of wrap-up statement or anything that fg&l you want to add to anything thatuye

said.
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