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Abstract

The concept of critical consciousness centers ercdipacity for involvement in
social change efforts. Its development has beemith of many recent social
movements (e.g., the consciousness raising grdupge awomen’s movement). In this
work, critical consciousness is defined as the ésglevel of socio-political-cultural
(SPC) consciousness development. SPC consciousrmgssracterized by the linking of
the personal and the political so that structunesdiscourses of oppression are not only
understood but also lead to critical action anddfarming relations of domination.
Additionally, critical consciousness includes tidity to tolerate ambivalence and
conflict as well as the capacity to form group itigcations that support critical
reflection. While critical consciousness can depeatoa variety of settings, it has a
historical affinity with liberation education prajes, particularly education projects that

combine Critical Pedagogy and community engageuhileg.

Empirical inquiry on critical consciousness devehgnt is extremely limited.
This dissertation addresses that gap, focusingfsialy on the role of emotion and
relationality in critical consciousness developmehrtrther, the study offers a feminist
critique of the literature, addressing as well¢batribution of Community Psychology to

conceptualizing critical consciousness.

This dissertation analyzes data gathered througitH Power Senior Capstone,
a course routinely taught at an urban Pacific Neet public university. The six-hour
course last for one quarter-term and integratessod@m time with community

engagement. A central aim of the course is theldpwment of critical consciousness.
[



Specifically, the research was designed to addhes®llowing questions: 1) How are
emotionally and relationally significant Girl Powexperiences related to SPC
consciousness development? 2) What tensionslaetaeen the dominant culture and/or
significant others’ values and the values of the Bower capstone and how do these
tensions move individuals toward or away from caticonsciousness?

The theoretical framework and interview schedubegearguided by participant
observation of the Girl Power course conducted aweacademic term. Semi-structured
interviews were conducted with all consenting anailable capstone participants (N=10)
in the course where participant-observations warged out. The interviews were
transcribed and analyzed based on a modified verdi€arol Gilligan’s Listening

Guide.

Two primary themes emerged from the data analydisprocesses of awakening
andsources of dissonancd he first theme relates to the processes ostoamation that
participants undergo during and following the ceur®articipants discuss this process as
coming to see the world in a new way though theiotonal experiences and relations
developed in the course. The second theme, soafckssonance, addresses sources of
conflict that emerge as participants undergo thoggsses of awakening. Areas of
tension that were particularly salient centerededationships and experiences in the
course. Participants identified experiences incthé@rse that they perceived as
contributing in key respects to SPC consciousn¥gt.some aspects of change in the
course seemed to reflect limiting capacities, idelg magical thinking, a limited range

of critical action strategies, and lack of criticammunity post Girl Power. The findings



from the dissertation can be used to inform thatawa and implementation of future

projects of critical consciousness developmentsawial justice work more broadly.
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Chapter One: Introduction

Critical consciousness is central to progressivgaschange. Social movement
organizers and scholars acknowledge the importahdeveloping capacities for critique
in a range of projects oriented toward social ti@msation (see Freeman, 1973;
Gamson, 1992). Academics committed to action tfevdevelopment of such
capacities as a core component of their work (3g¢B & Kagen, 2005; Brydon-Miller,
2001; Moane, 2010; Montero, 2009; PrilleltenskyQ@0 For the purposes of this
dissertation critical consciousness is defined state of socio-political-cultural (SPC)
consciousness development. It is characterizetidliriking of the personal and political
so that the structures and discourses of oppreasenot only understood but the subject
of critical action aimed at transforming relatiamfsddomination (Ife, 2001). Additionally,
critical consciousness includes the ability totale ambivalence and conflict as well as
the ability to form group identifications that supcritical reflection (Haaken, Wallin-
Ruschman, & Patange, 2012). Educators committedd@l justice have developed a
range of curricula and teaching strategies spedificesigned to promote critical
analytic skills (see Freire, 2000; hooks 2994; LyBenigno, Williams, Park, & Mitchell,
2006).

As the women’s movement was stressing consciousaessg starting in the
1960’s in the United States (see Ferree & Hes9);Zb@eman, 1973; Staggenborg,
2001), Paulo Freire was working in Brazil to deyetostyle of education focused on
developing individual consciousness of sociopdit&tructures and capacities to act

against these configurations. Critical consciogsrand consciousness-raising share a



commitment to linking the personal to the politi@sloane, 2010). However, the
empirical understanding of critical consciousnesgetbpment and consciousness-raising
is stunted. Important questions remain under agesl or unanswered. For example,
what exactly is critical consciousness? How daegegnize it when we see it? What
does the process of development look like? Intaagihow do we, in fact, go about
developing it? While some of these questions l@en addressed in empirical
literature, there are vast gaps in academic uratatstgs of critical consciousness. This
gap is perhaps widest in psychology, a field weilesl to the study of critical
consciousness. The dissertation situates itséfffase fissures and expands the
understanding of critical consciousness into neyelpslogical territory.

Why Critical Consciousness? Why Now?

We live in a time of contradictions. Americans guite politically disengaged,;
yet, civil unrest exists on both sides of the pedit spectrum, as represented by the Tea
Party and Occupy movements. Voting levels areedoiv and despite the visibility of
protests, there is evidence to support the fattrttust people have never engaged in this
type of civic behavior (see Cornelius, 1998). @ileit seems that only about half of the
population votes and a much smaller percentageaoé/ed in other types of civic
engagement (e.g., direct action or advocacy).hésame time, many individuals do
engage in some form of service-oriented work. @ahe this service often takes the
form of charity, meaning that it is seen as a oag giving of resources from the
provider to the “needy” recipient. While charitgrchelp individuals, at least

temporarily, it does nothing to address the roosea of the problems that put people in
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need of help in the first place. Further, engagenrecharity alone does not appear to
facilitate other citizenship behaviors (Cutfortto&cker, Marullo, Donohue, & Strand,
2006). The need for engaged and informed citileassumed as a basis for a well
functioning democracy. However, whaduntsas good citizenship behaviors is debated.
| argue that engaged and informed citizens arecthitat possess the cognitive,
emotional, and behavioral characteristics of acatity conscious individual.

Different conceptualizations of what good citizeipséntails further complicate
the picture of civic engagement. Some scholarssandce providers argue for a
conservative view of citizenship, which includedyoengagement in voting behavior
and/or charity based service (see Diemer & Li, 30However, this limited definition
leaves out a number of other behaviors necessagyvi@ll-functioning democratic
society. Kahne and Westheimer (1996) offer an edpd view and argue, “Citizenship
in a democratic community requires more than kisdrand decency; it requires
engagement in complex social and institutional emdss...Citizenship requires that
individuals work to create, evaluate, criticizedatange public institutions and
programs” (cited in Cutforth et al., 2006, p. 134).

Stefano Passini and Davide Morselli (2011) take@al psychological view of
citizenship. They suggest individuals whom arepsuifive of democracy are also the
same individuals that protest the government, sstgggea complex mental capacity and
framing of some citizens. Passini and Morsellil(POsuggest protests and acts of civil
disobedience may strengthen democracy. Usingléissic social psychological problem

of obedience and associated crimes of obedieree¢oammitting morally objectionable
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acts because of an authority) to argue disobedieas@ progressive side. The authors
suggest disobedience is an essential componeittzgnship. If a democratic
government leans toward authoritarianism, it isrdgponsibility of citizens to resist.
Inherent in their claim is an important distinctialisobedience is not necessarily a
positive for democracy but rather, is positive wie@acted for legitimate demands.
However, what is judged as legitimate depends andididual’s orientation to
citizenship.

Passini and Morselli (2011) suggest three formatafenship identities: rule-
oriented citizens who “see it as their task todwallthe rules and respect authority’s
demands” (p. 258), role-oriented citizens who “pére themselves as good citizens who
meet their role obligations by actively obeyinghartty’'s demands” (p. 258), and value-
oriented citizens who are “committed to the govegntrbecause they share the cultural
and institutional values on which they believe skage to be founded” (p. 259). It is this
last group of citizens that tend to engage in attesistance and civil disobedience.
These acts occur when citizens judge that authetiéire violating fundamental societal
values. The authors conclude that facilitatingdbeelopment of value-based citizens is
one way to enhance democracy. Of course, diffayenips of citizens’ hold divergent
values so multiple groups of value-oriented citzerist and often clash.

The importance of resistance and civil disobedigasc®t limited to citizens
changing government and policy. They are centrgbuth working to counter
regressive education systems and scholars workjamst oppressive and colonizing

forms of research. The findings of my mastersith@¥allin-Ruschman, 2011)



correspond to those of Passini and Morselli in mgythat, resistance and disobedience
are central to social change, and that can raoge fnore regressive (e.g., simple
rebellion against a single authority figure) to mprogressive forms (e.g., possessing a
complex understanding of social, political, andwtal hegemonic structures). The
process of developing SPC consciousness acknovdeldgeange of resistance and
disobedience in which an individual might engage.

In this dissertation, | view critical consciousnasshe highest level of SPC
consciousness development. SPC consciousnesdybrepesents the extent to which
an individual can interpret broad social, politicahd cultural structures and how these
structures affect a person individually and grotgowhich a person may or may not
belong. This aspect of SPC consciousness is @pinthe common battle cry of the
women’s movement, “the personal is political.” S&dhsciousness also involves
varying behaviors and emotions that change asichaiay move from one level of
development to another. In chapter three, the figtieal Framework, | lay out a full
model of three states of SPC consciousness develapend the three dimensions of
each state--emotional, cognitive, and behavioral.

While working for critical consciousness is a stiag@al of Liberation, Feminist,
and Community psychologies (see Moane, 2010) tlegation of these psychological
subfields has been limited. The study offers aifiéstcritique of the critical
consciousness literature, which has been shapadimsculinist emphasis on rationality
and individuality. By drawing on the work of femshand social movement scholars,

particularly those informed by psychoanalysis,ddtize the role of relationships and
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emotions in the process of SPC consciousness geweltt. This critique expands the
understanding of critical consciousness througHahg of women’s experiences. In
going beyond models based exclusively on cognfireeesses, it also offers a more
complete picture of the phenomenon. Critical cansness can be understood through
attending to emotional tensions involved in itse&lepment and maintenance and to the
role dissonance plays in moving individuals aldmg $PC consciousness continuum.
Through dialogue and praxis, critical consciousrtksglops (Freire, 2000).
Praxis is the process of acting on reality, reftecbn action, and then acting again in
light of those reflections (Freire, 2000). Whik&tical consciousness can develop in a
variety of settings, it has a historical affinitytivliberation education projects (see
Freire, 1993; Moane, 2010), particularly educaponjects that combine Critical
Pedagogy and community service-learning (Landreetah, 2007; Reason et al., 2005).
While individuals may be exposed to social proldeand work for solutions in a
variety of settings, | am grounding this dissedatin the field of education. The
academic field of education currently and histdiychas been a place with the capacity
to both create passive individuals who accept anckate systems of oppression and
active individuals who see through the veil of hegay and fight systems of domination
(Boler, 1997 & 1999; Freire, 1993 & 2000; hooks94p This capacity to fight
oppression arises out of the work of Freire, wheoesas bedrock for the dissertation. In
this study, | focus on an education project conaditb social justice that carries the risk
of recreating oppressive structures and the pdisgibf enhancing critical consciousness

development.



At least in the United States, many educationstitutions are starting to take up
the mantel of developing civically involved gradem{Checkoway, 2000). As suggested
by the psychologist and education reformer, Johwdye civic engagement and
education are intimately related. Developing goidens has often been considered the
responsibility of educators (Dewey, 1999), but temgan arise when the definition of
citizenship is expanded to include social justiebdviors and disobedience to authority.
There is also disagreement over the methods biéstiga the task of developing
citizenship. Advocates of the expanded citizenshialel argue one of the primary jobs
of education is to prepare students to be actieebaged citizens that can interpret
complex situations, think critically, and act taadige unjust situations (Freire, 1993,
2000; hooks, 1994). Developing good citizens diferiog students opportunities for
service is important but not sufficient for engagamin social change. The development
of individuals that can comprehend complex sodiabfems and pursue social justice
oriented goals in the face of seemingly insurmadoletabstacles requires a range of
psychological capacities associated with criticalsciousness.

Psychology and Critical Consciousness

Psychology carries an important role in elucidatimg mental and interpersonal
processes involved in critical consciousness deveémt. Psychological study of
thoughts, emotions, and actions provides an idealsato investigate the three
component parts of SPC consciousness. One ohth@rg issues in psychology
concerns the disconnection between attitudes amavimes. Within the research on SPC

consciousness critical reflections and criticalachre often severed, in which



individuals develop critical reflection but often dot go on to engage in critical action
(Watts, Diemer, & Voight, 2011). Additionally, Rdylogy can help us understand the
role that emotions play in critical consciousnesgafiopment, an area of investigation
that has been largely ignored within the criticahsciousness literature. Martin-Baré
(1994) goes so far to say “the fundamental horiboipsychology as a field of
knowledge ioncientizaciorjcritical consciousness]” (p. 39).

Community Psychology is particularly suited to talethe mantle of studying
critical consciousness development. Further, thysof critical consciousness is an
ideal location for psychological theory and reshdoccontribute to social change.
Community Psychology has historically been a chdogased field. This commitment
to change ranges from its strong espousal of vauels as social justice (Nelson &
Prilleltensky, 1997), an orientation towards mouenanizing methods of inquiry and
action (Prilleltensky, 1989; Rappaport, 1998),radiag to multiple levels of analysis
(Kelly, 1971), critiquing victim-blaming in resedrand policy (Albee, 1978; Ryan,
1971), and focusing on empowerment, liberation,\waltbeing (Prilleltensky & Nelson,
2010; Rappaport, 1977). The study of critical @mssness has the potential to address
each of these commitments. As a state, criticasciousness development is associated
with building social justice allies (see Reasoalet2005), contributing to empowerment,
liberation, and well-being (see Prilleltensky, 2)Gind fostering a systematic view that
counters victim-blaming (Freire, 2000). Finallg, & process, critical consciousness is a
key component of empowering methods, such as geatary action research (see

Brydon-Miller, 2001).



In a recent literature review on the topic, Rodeki¢atts, Matthew Diemer, and
Adam Voight (2011) stated, “As a new area for b&ial science, CC [critical
consciousness] has not yet matured into well-ddted theory or a coherent body of
empirical research” (p. 52)The findings of this dissertation begin to fill shgap,
specifically in regards to emotion and process, eqhnd the study of critical
consciousness in the broad field of Psychologythadspecific field of Community
Psychology.
Critical Consciousness: An Overview

Originally developed under the Portuguese teamscientizagaa;ritical
consciousness refers to an individual's capacityritacally interpret their world and
engage in individual and collective actions to @ethat world. Critical consciousness
covers core aspects of psychology in that it isceomed with an individual’'s emotions,
thoughts, and subsequent behaviors. What isrdbsiei English translation of the word is
the focus on process. An alternative translatonsciousness-raising, captures Paulo
Freire’s focus omprocesgather than only atateof awareness. Currently, critical
consciousness, much like the concept of empowernsewviewed as both a state and a
process (see Rappaport, 1987). This focus on gsdbat leads me to use the language
of SPC consciousness development, with criticascmusness being the most advanced
state. To exclusively talk about critical cons@pess as a state loses the understanding
of the dynamic nature of the phenomenon. There&dremes | may talk about critical

consciousness as a state to assist in understacttamge over time. However, |



primarily consider critical consciousness a develeptal process through which
individuals may move forward or backward on a amntim.

Critical consciousness has achieved some currenap area of inquiry in
Community, Liberation, Feminist, and Developmepsfchologies. A number of
models have been developed to study the compomaeist gnd/or stages in the
development of critical consciousness (Carlson ggnetson, & Chamberlain, 2006;
Diemer & colleagues, 2007, 2009, 2010, and 2011sltawnd, 2009; Mustakova-Possardt,
1998; Smith, 1976; Wallerstein & Sanchez-Merki, 499/atts & colleagues, 1997,
1999, 2003, 2007, and 2011). Critical consciousaesl the related phenomenon of
socio-political development are not only useful doercoming the individual and social
effects of oppression but have been tied to gerehadnces in critical thinking skills and
individual well being (Watts & Guessous, 2006).rtRar, any kind of involvement in
social issues is thought to lead to increased $eviesocial competence and efficacy
(Diemer & Li, 2011). Diemer and Li (2011) cite geal sources suggesting that critical
consciousness “has been associated with urbanafsfdenerican youth’s mental health,
school engagement among African-American and PuRigan youth, career
development among low socioeconomic status youtolofr, and occupational
attainment in adulthood for low SES youth of col@@” 1815). Increases in SPC
consciousness benefit not only individuals but alsoety as a whole, as citizens become
engaged and strive to change unjust aspects ofdhd.

| view SPC consciousness as existing at three lstadés or levels. The first

level of SPC consciousness development is pre-comstess. As the name suggests, in
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this status there is no SPC consciousness. Oyveoalsciousness of consciousness is low
and the understanding of the effect of internal @xtérnal factors on consciousness and
behavior is even lower. The transitional leveB8fC consciousness encompasses the
widest variety of thoughts, emotions, and behavidrss at this state individuals begin to
transition out of pre-consciousness and towardgakiconsciousness. The
transformation is a highly emotional process beeatisivolves significant changes to
previous ways of knowing and being (Boler, 199R)s during this level that individuals
shed previous ways of thinking, feeling, and acting replace them with new strategies-
-a highly emotional process. The highest stateRT consciousness, critical
consciousness, is characterized by critical actidtical efficacy, and critical reflection
(Watts et al., 2011). Critical efficacy is theib&that one has the capacity to enact
meaningful change. Ciritical action refers to altyuaeing involved in transformational
change. Critical reflection involves thinking albdlve world in a way that encompasses
complexity and ambiguity, particularly around masuozial structures and their
connection to individual level phenomenon. Whibioltake up this three-part model of
critical consciousness, | argue that each compadnealves not only cognitions and
behaviors but emotional dimensions as well. EMnatakova-Possardt (2004) says
critical consciousness “is a precarious balancedet mind and heart, where each
serves as a corrective to the other, as a resulhwh the faculties of love, knowledge,
and will function in relative unity” (p. 260). Tleiote suggests that critical
consciousness is much more than cold cognitianydlves an essential and

understudied emotional component, what she cadartt
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Integrating Emotions into Critical Consciousness

As with many other phenomena in the contemporaig fof psychology, critical
consciousness has been overwhelmingly studied exdmsively cognitive
phenomenon. Although cognition is important to Sfé@sciousness development,
emotion is as well. For example, emotions as d&vas anger and love may be the
stimulus that causes someone to have a criticalenoof reflection that starts a journey
towards critical consciousness. An emotion sucleas(as suggested by Freire, 2000)
might be the roadblock preventing someone from gimggin critical action or serve as a
stimulus for action.

To ignore the role of emotions in SPC consciousresst only a result of the
zeitgeist of the cognitive revolution in psycholdgyt also a symptom of the historical
neglect of emotions in scholarly work. Emotionsénéong been associated with the
feminine, the illogical, and the weak (Boler, 1999) the sciences, good academic work
is generally associated with control over emoti@es, just the cold, hard facts). While
bringing emotions back into academia is a worthgl jor many phenomena, it is
particularly important to projects that claim todminter-hegemonic in nature.

Megan Boler (1999) argues that, much like educatomotions are
simultaneously a site of social control and critresistance. In other words, emotions
can hinder or enhance SPC consciousness developidentever, the existing models of
the emotional in critical consciousness are alregslusively focused on the role
emotions play early in the development of SPC domsoess (e.g., Carlson et al., 2006;

Freire, 2000). Falling into the trap of considgramotions and logic as binary opposites,
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these models argue that, as SPC consciousness towaxgess critical consciousness
emotionality will become less important to behaaad thinking because of the increase
in rationality and capacity for critical thinkind.disagree with this narrow view of
emotion and suggest that it plays a role throug®E consciousness development and
is important to all three-component parts of calkiconsciousness.

Scholars of social movements have suggested thaticam not only play a role
in inhibiting involvement in social movements blgahave the capacity to facilitate
participation (Hogget, 2009; Jasper, 2011; & Sunsatdfler, 2002). Further, models of
critical consciousness development that considertiems as only important to the early
phases of development fall victim to the binarytsph of emotion and reason. Models
of this nature assume that as critical thoughteiases, emotions become less important to
thinking and acting. | argue for a more nuancedifaminist view of emotion that
suggests that emotion, cognitions, and behaviersianamically related. Further,
emotions are not only central to cognition but agengthen it, a view supported by the
work of neurologist Antonio Damasio (1994). Inethvords, “people are smarter if they
are animated by emotion as well as reason” (Claflggett, & Thompson, 2006, p. 6).
This view is supported by a range of scholars éingtie emotion and cognition are
intertwined (see Damasio, 1994) and that emotiontisately related to learning as
suggested by Krathwohl’s taxonomy of the affectieenain in learning (Krathwohl,
Bloom, & Masia, 1964).

The language of emotion, feeling, and affectlheen severely muddled in

empirical literature and common parlance (Jasg#2® Paul Hoggett (2009) suggests
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the use of the term feeling as a broad categoty i subsets, emotions and affect.
Broadly, | define emotions as simultaneously biadaband social, a view supported by
Arlie Hochschild (1983). Emotions are based irodily or biological response that
connects internal reality to the external worldndgions are a sense (like touch or
hearing) the help individuals understand the woHdwever, emotions are much more
than a biological reaction. My view of emotiongsi® social constructionist orientation
to emotions. So although emotions are connectéuetbody how they are understood
and interpreted depends on social context, whiggesst an inherent connection between
emotions and thoughts. Affect, on the other hastiss connected to cognition and
more directly connected to the body. Discussingdisgnction, Hoggett (2009) says:
Feelings, which can be thought about and givemaenajealousy or spite for
example — | regard as the emotions proper. Bubyfieelings are not like this —
we feel something, something has affected us,tlaxists at the boundary of our
consciousness. We feel something but we do not kmoat it is; it is more likely
to affect us in our body, as a disturbance, thaadeyuing meaning to itself. This
kind of feeling is more properly thought of as dieet. (p. 121)
In other words, emotion is more accessible to donsoess- although still connected to a
biological response- it is something that can ket labeled while feeling is more of an
ephemeral bodily sensation. Feeling on the othadhs characterized as “the general
area within which we make those distinctions alargpectrum of continuity between
body and mind, individual and society, nature amituce” (Crociani-Windland &
Hoggett, 2012, p. 164). Affect, represents the@ttiis continuum that is more directly
associated with the body. The social nature oftemse necessitates that the study of

emotion include attending to the relation dimenserwell. Emotions are constructed

not just on an individual level but in social irdetions.
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Within the level of emotions, | wish to make onetlfier distinction using Randall
Collins, who argues for emotion to be further broklewn intotransient emotionand
emotional energy The first, transient emotion, refers to relatjv&hort term emotional
experiences that are often labeled, such as jay, &d anger. Emotional energy, on the
other hand, is “a more long term emotional ton¢ igdurable from situation to
situation” (Summers-Effler, 2002, p. 42).

Hoggett (2009) suggests that emotions involve aillagon between feelings
considered opposite. This oscillation occurs beeaf the ambivalence involved in the
cognitively complex nature of some emotions, suckleame and pride. Hoggett argues
that transient emotions are shifting in natureuodag in “an intimate and dynamic
relation to others—qgrief/grievance, shame/prideelbate, despair/hope” (p. 94). He
goes on to argue that it is their labile nature tdmatributes to how emotions can
influence efficacy. In chapter three, | introducg mterdisciplinary theory of the impact
of emotions and the related concept of relatiopalit critical consciousness
development.

Critical Consciousness in the University Classroom

Much of the previous psychological work on criticansciousness (Carlson et
al., 2006; Diemer & colleagues, 2007, 2009, 201d, 2011; Guishard, 2009; Wallin-
Ruschman, 2011; Watts & colleagues, 1997, 1999322007, and 2011) studies
individuals within relatively homogeneous, usuatigrginalized groups. While this

work is invaluable, it also is important to undarst the effects of critical consciousness
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enhancing programs in a broader range of settifge. university classroom offered a
variety of advantages for my dissertation.

First, there is considerable variability of indiual experiences within the average
classroom. Relatively little is known about howersecting identities and histories result
in different trajectories of SPC consciousness lbgveent, especially when being
exposed to similar stimuli (Landreman et al., 200Fhis is an important area of study
because, based on what happens (or does not hap@esétting, scholars and activists
can better create interventions, which take theipdackgrounds and identities of
those involved to facilitate a more ideal envirominfer the development of critical
consciousness. Only by understanding such prosesskefactors associated with the
variability of students’ experiences can instrustdesign more optimal situations for
critical consciousness development.

A second reason for the selection of the univeidagsroom in studying critical
consciousness involves the developmental stageie¢rsity students. They are
basically fully cognitively developed (Piaget, 1958re ending their stage of identity
exploration (Erikson, 1968), and should still belergoing moral development (Gilligan,
1982; Kohlberg, 2008). Even for students thatretein this developmental period,
college courses offer an ideal environment to elmglé personal and cultural assumptions
that might go unnoticed in other domains (Landrertaa., 2007). Although much of
the research on critical consciousness has foausgdunger groups, it makes sense to

study individuals that are more fully developed.
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Third, there are multitudes of projects aimed ate@asing critical consciousness
in educational settings. It is important to stadymany of these settings as possible to
understand unique dynamics that contribute to dweldpment of critical consciousness.
However, it cannot be assumed that these inteenilways have positive results.
Rushing blindly into any new technique can haventemded consequences for students
and community members. For example, after set@@aiing was being utilized heavily
in university classrooms it was found that sendituglents into historically
disadvantaged communities without proper preparatauld result in increased negative
stereotypes (Cutforth et al., 2006). This wasamdy problematic for the development of
the student but also potentially harmful to invalheammunity members (Eyler, 2002).
Setting: Portland State University’s Senior Capstors

In my search for a setting to study critical conseness, | looked into the unique
opportunities afforded by Portland State Univetsityndergraduate curriculum,
particularly the University Studies program. Timsovative curriculum starts during
students’ freshman year when they take a yearloeghifan Inquiry course, which
introduces students to “different modes of inquiayid provides “them with tools to
succeed in advanced studies and their major” (UM8®dduction, n.d.). During the
sophomore year students take three Sophomore yncpurrses which “lead into a
thematically linked, interdisciplinary cluster afurses at the upper-division level”
(UNST Introduction, n.d.).

The culmination of the University Studies curriaulis the six-credit Senior

Capstone course. Although there are a range @rexres offered under the capstone
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courses, all share the common goal of increasinghuanity engagement, critical
thinking, and supporting students as they actdnaally responsible way (UNST
Introduction, n.d.). Further, the courses oftalizatreflection and place a high value on
community and student voice. For this dissertatiavorked with the assistant director
of University Studies to find a capstone course tieavily integrates Critical and
Feminist Pedagogies and community-based learning.

Research on Portland State University’s seniortocagscourses has shown that
most students (e.g., 60% or above) felt that theyld/continue to volunteer after their
capstone experience, that the capstone experira@ased communication and problem-
solving skills, and that the capstone increased@wess of social and ethical
responsibility (Rhodes & Agre-Kippenhan, 2004).sarch on the capstone has also
shown that “eight of ten students said they betievandividuals can do something to
bring about change in society” (Rhodes & Agre-Kiplpan, 2004, p. 5) suggesting an
increase in critical efficacy.

In carrying out a dissertation in the field of Edtion, Stephanie Stokamer (2011)
analyzed survey data on student evaluations ofdpstone courses. The surveys ranged
over a five-year period and looked at over 11,G00ents in 700 courses. Stokamer
identified those aspects of the capstone courseddi the strongest effect on civic
competence. This study defined civic competendbae@knowledge, skills, attitudes, and
actions necessary for effective democratic paidiogn. She found that the community-
based learning component of the course was notgéntoufacilitate civic competency

and that the most effective courses utilized anei@sed focus on social justice and
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diversity issues. Further, the most effective pgedgcal strategies for increasing civic
competence included: utilizing class discussionjritaa syllabus that directly connects
class and community experiences and knowledgeysistg social justice issues, such as
race and politics, and having an ongoing processws$ing the course. Based on these
findings Stokamer describes what she term<Citical Pedagogy Model of Civic
Competence She argues that “critical pedagogy is necessamnyost deeply and
effectively help students understand community-8adsarning in the broader spectrum
of civic participation for social change, to creapace for dialogue around issues of
privilege and difference, and to challenge systefrigopression (Kitano, 1997; Souza,
2007; Yep, 2011)” (cited in Stokamer, 2011, p. These findings are foundational for
this dissertation. Critical consciousness andccarampetence are related phenomenon;
both involve increasing knowledge of socio-politisgstems and processes, increasing
levels of efficacy, commitment to some form of sbeiction, and the understanding that
social justice is important to democracy. Stokdswmdings suggest | looked in the
right place (i.e., courses that utilize communitgaged learning and Critical Pedagogy)
to find high levels of SPC consciousness developmEowever, Stokamer’s findings
stay in the limited realm of civic competence, whas discussed above, does not
adequately reflect the range of behaviors, ematiang thoughts that could be
considered desirable for a well functioning demogrdhe goals of this dissertation
were to expand this discussion to include the rpoogressive notion of critical

consciousness, expand the study of critical consaess into the emotional, and gain a
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preliminary understanding of how the capstone agpee fits into the process of SPC
consciousness development.
Overview of Methods

This dissertation is rooted in qualitative resharethodology. The nature of the
phenomena of interest is multidimensional, procggnted, and context specific,
making qualitative research methods particularipliapble. This study is primarily
situated in a constructivist interpretive paradidpat strives for trustworthiness,
credibility, transferability, and confirmability @zin & Lincoln, 2005). Within this
paradigm, knowledge is co-constructed by the rebearand participant, and reality is a
multiple and intersecting phenomena (Lincoln & GUB@05). As Stein and Mankowski
(2004) argue, qualitative research methods “emltloeyalues of community research
and action”, allow for an enhanced understandintgnolividual diversity and the nuance
of social context”, “enhance the study of behaeimbedded in a larger social world”,
and aid in the development of “ecologically-sensittonstructs” (p. 21). Each of these
advantages of qualitative research fit closely i aims of this dissertation. Further,
the use of qualitative methods adds not only taattedytic goals of this study, but also
my commitment to action. Stein and Mankowski s@fjgjeat qualitative methods can aid
in the process of enhancing voice to oppresse@uds@articipants but can also
contribute to a process of analyzing hegemonicsiras by dominant groups. While the
full explication of my dissertation methods occurs later chapter, | briefly introduce

them here.
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Preliminary Research. To better prepare for the primary form of dataection
(i.e., interviews) | engaged in a process of prelary research. This preliminary work
involved the criterion selection (Patton, 2001 aafenior capstone course ideally
designed to increase critical consciousness (itéized Critical Pedagogy and
community based learning). Also, my focus on tm®&onal dimension of SPC
consciousness development lead me to seek outrsecthat also utilized Feminist
Pedagogy as feminist educators have more fullgmted emotions into their theory and
teaching methodology than purely critical pedagsgue

After meeting with multiple members of the Univéysstudies faculty, including
the Assistant Director, | was pointed towards tl Bower capstone - one of the longest
running and most successful in the program - adead place to observe my
phenomenon of interest. The Girl Power capstomeoise quarter, six credit hour course.
| then met with the Girl Power capstone instruetiod we developed a plan for me to
become a participant observer in the capstonees&rgption of the Girl Power capstone
is presented in the Methodology and Findings chrapte

Participant observation is conceptualized as a ogetth data collection that
allows the researcher to use her/his knowledgeeapdrience in the setting to aid in the
collection and analysis of events (Kidder & Fin@9T). Rochford (1985) states that a
benefit of an active member role in research isthbty to grasp the “subjectively
meaningful world of members, rather than the objecinalytic accounts of their

worlds” (cited in Adler & Adler, 1987, p. 52).
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In my role as participant observer, | simultanepasited as an observer by
collecting field notes from the various aspectthefcourse and as a participant by
engaging in the course. | was an active membele(A& Adler, 1987) of the course,
engaging in most functional course activities bsb &onsistently engaging in research as
well. Although the full explication of my prelimamy research is addressed in chapter
four, | briefly note the advantages | gained froetirg as a participant observer in the
class. First, through my roles as an active merhteveloped rapport with participants |
later interviewed (Adler & Adler, 1987). Duringtarviews, it seemed that participants’
familiarity with me allowed them to open up andrehstories that are more personal and
struggles they experienced in regards to theirsmaxperience and critical
consciousness development. Second, the prelimneaearch helped me to fine tune my
theoretical framework and develop my methodolog@lkie expression of emotions in the
classroom (e.g., anger, joy, frustration) solidiftee theory that emotions and
relationality were central to the process of SP@scmusness development. In my time
as participant observer, emotions were visibldveéndlassroom lending further support to
my theory of emotions as central to the developroéntitical consciousness. However,
these observations do not tell me how or why emetaxre an important component of
the process. | realized that to get at this le¥einderstanding of emotions and the
associated course experiences a methodology thaisalor more depth of probing was
necessary. | thus integrated interviews into malysis and made them the primary form
of data collected for the dissertation. Furthéseyvations from the course were used in

combination with my developed theory to createititerview guide for the study.
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Third, through my role as a participant obserweas able to gain personal
knowledge of the experience of the capstone. &astd solely relaying on participant
accounts of the experience | have a subjectivereqpee to draw on, which allowed me
to assess inconsistencies in thoughts or actiothsis@ of the language the participants
associate with the experience. Personal experiecoeases the level of credibility in
gualitative research (Lincoln & Guba, 1985). Theicacies of the Girl Power
experience identified during interviews may haverbest on me if | had not participated
in the course myself. Through my active role iml ®@ower, | have a subjective
understanding of what it means to take this capstbecause | have also been through
the process. | feel this knowledge was essemtibbth interpreting the data but also
served as essential when | constructed my repiasamg of the participants.

Observations allowed me to go through the sameeggoas the participants so
that | could better understand and interpret tineirsal experiences of the course. During
my observations, | took extensive field notes, Whitcluded the class discussions, the
discussions in one ongoing mentor groups, the atadeodily reactions during class,
and my own feelings and reactions. These obsenathformed my methodology
construction and aided in the analysis of othenpry forms of data. Self-reflection and
reflexivity are also essential to field researclamactive member role. | have detailed
my process of this in chapter six.

Sources of dataThe primary form of data consisted of interviewsdocted
with all consenting and available capstone paricip. These interviews were semi-

structured and focused around understanding gaatits’ emotional and relational
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experiences in the course and areas of dissonasoeiated with the course. During the
interviews | invited participants to help me theerthe processes involved in SPC
consciousness development for themselves. Senatgted interviews are considered
ideal for phenomena that are highly complex (se@l5m995), such as emotions and
critical consciousness.

Interviews were audio digitally recorded and mastéd for about one hour. In
addition to recording the interviews, | took notkesing the interview and spent time
immediately after the interview writing reflections the experience, specifically noting
the participants’ reactions throughout the inteavand my personal responses to what
was said. Questions for the interviews were pripahtiawn from the theoretical
framework (see chapter three), research questimiismy preliminary research. The
final interview guide (see appendix A) was desigteelbok at a range of feelings related
to the phenomenon by asking students not only ey thought or acted but also how
they felt. The guide was also designed to help tiigaiparticipants’ insight in
developing my theory of the emotional dimensiolsSBIC consciousness development. |
carried out a pilot of the interview guide with asp participant of the Girl Power
capstone. My interview guide changed slightlydaling the feedback of the practice
interview. For example, the practice interviewjsgbstated that popular culture would
be more accessible wording than dominant culturayrinterview script, a change
reflected in the wording of question nine. Additdly, after the first few interviews |
met with my dissertation chair to review two of firet transcripts. Based on feedback

from this meeting | made some additional, smalitset® the interview guide.
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Conducting interviews after the end of the counsriged students the
opportunity to have reflected on the class and e@peed changes in emotions,
behaviors, and/or attitudes. The instructor ofdapstone suggested that students often
resist the anti-hegemonic teachings of the counder@bel against this challenge to their
traditional ways of viewing themselves and the @dd view supported by Cho & Lewis,
2005). Rebellion may manifest during the caps@ma general dislike of the course and
the instructor or as disengagement from the coultdeas been the instructor’s
experience that many of the students who go thraohighperiod of dislike and/or
disengagement later contact her to express howential the experience was for them.
Finally, conducting interviews after the completimirthe course allowed time for me to
develop rapport with the capstone students (Adléxdger, 1987). | feel that this rapport
was truly essential to the success of my interviasvbwas already aware of the
participants past struggles, and they of mine, Wwieacilitated an open discussion during
the interviews.

Research suggests that individuals are more apttember emotionally
evocative material (Haaken, 1998) suggesting thastnategy of retrospective interviews
fits well with my focus on emotions. Additionallthese interviews allowed me the
opportunity to visit any longer term changes tatwade, emotion, and behavior.
Landreman and colleagues (2007) argue “Attempisdasure learning outcomes related
to intergroup awareness or the development otatiionsciousness at the time of

program completion may miss learning outcomesuhé&ild more slowly” (p. 292). The
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present study represents a small step in the aireof a post-course completion
investigation.

All interviews included a set of standard questiomhich | constructed based on
the research questions, theoretical framework paekliminary research and edited based
on my experience in the practice and early intevgie Semi-structured interviews are
used to probe interesting and emergent points {(5®95). | also included more
personalized and projective aspects to the inteszieHoggett (2009) suggests that
affective experience is often non discursive, aahle to be articulated. Given this
potential, | wanted to be creative in the multitwdevays that | elicited response from
my participants in the interviews. When schedulirtgrviews with participants | asked
them to bring artifacts from the course that theydpced (e.g., weekly journals, Zine
pages, secondary projects, reflections, and/ar &tying the interviews, | prompted
participants to talk about these artifacts andeglaem to any experiences or emotions
they had in the course. A portion of the partioggacomplied with this request and
brought objects. However, many did not- | was pred for this possibility and asked
students what they would have brought, which @drnswers similar in content and
form to those participants that did bring a phylsazéifact.

| also utilized a timeline of significant courseeats in the interviews (see
appendix B). In the first few interviews, | askeatticipants to track their emotional
reactions throughout the listed course events. eSstordents struggled to do this so in
later interviews | also asked participants to takeoment and write either feeling words

or faces on the timeline and then talk me throdnghtheir emotions in the course.
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Interviews were transcribed with attention to eJsnhalation and exhalation,
changes in voice, laughing, and other potentiakerarof emotion. My field notes were
triangulated with the results of the interview a3& and my personal experiences in the
course used to aid in my interpretation of dataritacted all female capstone
participants (N= 16) and 10 responded to my inqaiand were interviewed.

Data analysis. Dedoose, online qualitative data analysis sofwamls used to
manage and code the interview transcripts. | aealyhe interviews using Carol
Gilligan’s Listening Guide (Gilligan, Spencer, Wbarg, & Bertsch, 2003). The
Listening Guide is a powerful tool for hearing theltiple layers of a narrative, so one
interpretation or listening may bring out the papants literal meaning while another
digs deeper to listen for how the speaker usefir§igperson or expresses emaotion.
Further, like the Girl Power capstone, the Listgn@uide is based in a feminist lens of
analysis including a focus on voice and relatiopshiThe Listening Guide provided a
way to listen to how participants’ stories are dismnt or in harmony with one another.
Additionally, | also listened to how students re®al these areas of dissonance and
conflict. More details of my use of the Listeni@giide are provided in chapter four.

Ethics and Participation. The Girl Power capstone was a unique and chaligng
research location. The capstone is an intimatevatretrable environment with personal
sharing occurring on an almost daily basis. | glguny own experiences and feelings
into the daily course activities through persomarsng in whole class and small group
discussion, which facilitated my role as a couragigipant. | am thankful | was

accepted into the beloved community but | was @it attending to my dual role as
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researcher and participant and worked to ensurpdtteipants understood my research
project and role in the class. This was achievadamly by discussing the goals and
methods of the project - | did this through a seatinformal discussions throughout the
guarter. On the first day of class, | introducegkeif and talked about my project and
the role students would play in the project. Abvtether points in the quarter, | gave
students an update on my dissertation and talkddtivem about the potential ethical
tensions of such a project. After each of thesainal presentations, | answered student
guestions about the project, their role in theaed® and the process of research and
graduate school more broadly. Following the last of these brief presentations, a
handful of students stated that they forgot | waisenregular classroom participant and
that | was conducing research. | saw this as enpally problematic position and
integrated this insight into the development of ettyical guidelines. However, | also
viewed these comments as a reflection of succégsfestoming a participant in the
course activities, culture, and routine.

Through both its classroom and community intenggntthe Girl Power capstone
IS an activist project that is focused on incregsuomen and girls’ voices. The dual
visions of voice and confidentiality make for a q@ex ethical situation that cannot be
easily amended by any standard set of ethical gnete These dual goals set up a
potential contradiction between valuing researati@pant voice and protecting
confidentiality. To amend this possible incongreeehintegrated capstone participants’
opinions into the development of the informed comgeocess allowing participants to

have a voice in amending this ethical conundrurhis @lecision draws on the work of
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Brinton Lykes (1989), who contends that informeds®nt processes in some cultural
contexts can actually represent a barrier to wgrkina participatory fashion because
they exist to release the university from liabikthile also maintaining control of
research. Lykes (1989) further argues that wheonaent form is introduced that has not
been co-developed with research participants; it ali@nate the participants and alter
the relationship with the researcher. By integ@aparticipant concerns and feedback
into the informed consent document | hoped to attusifate and potentially increase the
likelihood that capstone, students would agreeeta part of the interview process. |
acknowledged that participants may not attendltpaéntial ethical considerations of
the project and thus informed them of the reahgtthe Human Subjects Research
Review Committee would make the final decision rdogay the informed consent
process for the study. Although, the process okeat developed by the course
participants’ and myself was approved. | also gaamicipants chances to review
portions of the data. Capstone students were dheppportunity to review their
interview transcripts and amend or delete any seasnformation. Participants were
also provided with a summary of the research figglin

Research questionsThis dissertation research was designed to adtress
following research questions:

1) How are emotionally and relationally significdgitl Power experiences

related to SPC consciousness development?
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2) What tensions arise between the dominant cu#tndéor significant others’
values and the values of the Girl Power capstodehamw do these tensions move
individuals toward or away from critical conscioess?

Findings. Two primary themes arose from my data analysisPtibeesses of
AwakeningandSources of Dissonancd he first theme connects to the first research
guestion and relates to the processes of transfanmidat participants go through during
and following the course. Participants discuss finocess as coming to see the world in
a new way though the emotional experiences, acadesnient, and relations developed
in the course. These processes are not withosiotgrhowever, nor are they directly
related to social action or engagement in activishe second theme, Sources of
Dissonance, relates to the second research questtbaddresses sources of conflict that
emerge as participants undergo this process of@nuad. Areas of tension that were
particularly salient centered on relationships exgeriences in the course. Each of the
two themes is addressed in more detail in chapter f
Conclusion

The following chapters lay out the dissertatiomiare detail. Chapter two, the
Literature Review, has two main components. Hirsitldresses the concept of
oppression, which is essential to understandingdneept of critical consciousness and
why it is important. Second, | offer an historicaterview of critical consciousness
literature, attending to the gaps that exist aroemation and relationality. In chapter
three, the Theoretical Framework, | address thetiemal gap in the field of critical

consciousness by utilizing theory from interdisicipty scholars that study emotions.
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Using this additional theory | develop a new comtim of SPC consciousness
development that integrates emotions throughouptbeess. Chapter four describes the
methods and mode of analysis used to addressdbaroh questions, as well as discuss
the ethical implications of the study. Chapter filescribes the two primary themes that
arose from my data analysis and provides reprepentdata for each of the themes and
subthemes. Chapter six addresses the theoretipatatnons of my findings. Chapter
seven provides a brief overview of the study figdin This chapter also addresses the
implication and limitations of this dissertationdaoiffers future directions for this line of

research.
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Chapter Two: Literature Review

| begin this chapter by addressing and definingotrerarching concept of
oppression. This provides a basic understandiragppfession, onto which | map my
proposed solution, critical consciousness, detardtle second section. The literature
reviewed in this section is presented chronolotyigalorder to demonstrate how this
study fits into the line of research in this ard&aroughout this chapter | focus on
presenting past works that have influenced theeotiproject. Chapter three takes the
most relevant theories from this section and omEsithem into a coherent theoretical
framework and model for the current project. lis thext chapter, | augment the gaps in
past research with theories of affect and emotimm education, sociology, and
psychoanalysis.
Laying the Groundwork: Understanding and Defining Oppression

To work towards progressive social change at tiéigal and psychological
levels requires an understanding of what must teeesl. Oppression is a state and
process that exists at the social and psycholofguals. Attempts at research, education,
and action aimed at alleviating oppression ofterorg the complexity of the
phenomenon and instead strive to address one canppart of oppression. My
frustration with one-dimensional attempts to fighpression led me to my commitment
to socio-political-cultural (SPC) consciousnessalepment. As an activist, | work with
others to fight unequal distribution of resouraesluding access to education. As a
psychologist, | work to help empower people to geatheir situation. There has been a

disjuncture, however, in these two aspects of mgkwd hese two positions do not
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necessarily speak to one another and cannot aadytight injustice because of the lack
of an integrated understanding of oppression. Redcstudy of critical consciousness
can be undertaken, a multifaceted understandimgfession is necessary because you
cannot know how to fight something that you do unaderstand.

Iris Young'’s Five Faces of OppressionYoung (1990) argues that while all
oppressed people share a common “inhibition of gty to develop and exercise
their capacities and express their needs, thoughtkfeelings” (p. 40), the experience
varies drastically from one group to another. Ehesried experiences lead to Young's
conceptualization of oppression as having five $aeaploitation, marginalization,
powerlessness, cultural imperialism, and violen¢eung argues that oppression cannot
be fully understood as existing solely in relatm@tween two groups, one oppressed the
other oppressing. Oppression also emanates frdhm&aning practices and
unconscious tendencies through these five faces.

Exploitation. Young (1990) uses Marx’s theory of exploitatioratidress the first
face of oppression. Exploitation occurs “througtteady process of transfer of the
results of the labor of one social group to berafther” (p. 49). Systems are structured
so the energy and work of the oppressed servenefibalready more powerful groups
through increasing their wealth, prestige, andawegr. Young expands Marx’s theory of
exploitation beyond class and argues exploitatmucs for women and racial minorities
as well. For women exploitation occurs when tineaterial labor and “nurturing and
sexual energies” (p. 50) are transferred to mendfBying on women'’s energies in these

areas men are able to free up their own energursup creative and career passions.
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For racial groups on the margins, exploitation es¢brough their placement in menial
labor, or jobs that serve whites.

Overcoming exploitation is a complex process. Yp(090) argues the transfer
of resources alone cannot amend the process dfitatin. As long as the rules of the
game are rigged in such a way to benefit some grangd not others, the unequal
distribution of resources will be recreated. Indtdang lasting change would require
“alteration of the division of labor, and similaeasures of institutional, structural, and
cultural change” (p. 53).

Marginalization. Young (1990) argues that marginalization is thethaangerous
form of oppression and is becoming increasinglyesmtead. Marginalization occurs
when certain social groups are kept out of therabarket, which results in severe
resource deprivation in those groups. Those wh@acluded from the work force are
required to obtain their means of survival in otharys, often utilizing the welfare state.
Depending on welfare means being subject to itsiahamizing processes, such as “to
suspend basic rights to privacy, respect, and iddal choice” (Young, 1990, p. 54).
Further, not being allowed to participate in the'kvimrce can result in helplessness, low
self-efficacy, and low self-esteem.

Powerlessnesgoncerning class privilege, powerlessness invahesaving the
ability to exercise authority. Young (1990) expkthat nonprofessionals (i.e., the
working class) experience powerlessness becaugdaitieopportunities for growth,
autonomy, and respectability. Young suggestsldéisispoint, respectability, is intimately

intertwined with race and gender. White men areegaly automatically granted
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respectability while women and people of coloroé It is only through proving their
credentialsthat men of color and women can gain a level ghees Powerlessness

exists when nonprofessional workers lack the lwafrgelf-directed work and are
exposed to disrespectful treatment by those intipasi that are more professional. In
addition, nonprofessionals make less money andgbssess less material resources than
professionals.

Cultural Imperialism. While the previous three faces of oppression aatars of
“concrete power in relation to others” (Young, 19p058) cultural imperialism involves
marking a group as simultaneously invisible andestiyped. The dominant culture of
upper class, white, men, is not only consideretebéut also normalized within society
and popular culture, which is often controlled bigtrelatively small subset of the
population. Any culture, which deviates from th@ydnant culture, is considered
aberrant and generally pathologized. Stereotymlisgussed further in the next section,
plays a key part in this process. By attachinglgbdominant culture limits the full
expression of humanity of the stereotygatther. Through cultural imperialism, the very
experience of oppressed groups is denied. Thalityés considered false, this occurs
through being made invisible but also marked aswéadit Other. Young (1990)
summarizes the injustice of cultural imperialisni'thsit the oppressed group’s own
experiences and interpretations of social life gifittle expression that touches the
dominant culture, while that same culture imposeshe oppressed groups its experience

and interpretation of social life” (p. 60).
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Violence.Violence becomes a form of oppression when itdakea systematic
character. Young (1990) states, “violence is syaté&c because it is directed at members
of a group simply because they are members oftloap” (p. 62). Women, people of
color, and LGBTQ individuals live in fear of violea perpetrated upon them simply
because they are members of an oppressed groumg¥argues acts of violence against
these groups are not used to simply keep contsah(eepressive state violence) instead,
the violent acts occur because of fear or hatrédefjroup and insecurities of the
perpetrator. Given this irrational perception Yguuggests these acts of violence are
rooted in unconscious processes, particularly¢he of identity loss.

The Psychological Effects of Oppressiorhrough the five faces of oppression
identified by Young, oppression takes a seriousipshpgical toll. Biko (1978) goes so
far as to argue, “The most potent weapon of theeggor is the mind of the oppressed”
(as cited in Watts, Griffith, & Abdul-Adil, 1999,.1257). Using theory developed by
Frantz Fanon, Sandra Lee Bartky (2004) arguetfeetcategories of psychological
oppression: stereotyping, cultural domination, sexual objectification. Each of these
modes of psychological oppression shares the contemalencies of splitting and
mystification. Splitting refers to the tendencymake the oppressed feel they are being
divided into their “true” and “false” selves, whitaystification refers to “the systematic
obscuring of both the reality and agencies of peladical oppression so that its intended
effect, the depreciated self, is lived out as dgsguilt, or neurosis” (p. 25).

StereotypingBartky (2004) argues stereotyping is oppressicabse it limits

the ability for individuals to respect stereotyters as whole human beings. When
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stereotyped individuals receive this feedback faghers, it is only a small step to start
believing these misconceptions about themselvelsen/n individual cannot access
their full range of humanity, they cannot achieg#-actualization. The self may be
fragmented or split into stereotypical beliefs &ethaviors and more authentic versions
of the self or to use Bartky’s (2004) example “Wnen] cannot be autonomous as
men are thought to be autonomous, without in s@neesceasing to be a women” (p.
26).

According to Ann Cudd (2006), stereotypes are tiragry means of internalized
oppression. In the minds of oppressors, sterestiypection to justify the oppression of
some groups by means of dehumanization. Sterepipe may lead to a process of
acceptance of oppression on the part of the opgalesBhe internalization of stereotypes
leads to consciousness dependency or false cosseisst Consciousness dependency is
the process by which the oppressed internalizedheciousness of the oppressor (Freire,
2000). The consciousness of the oppressor includéications of oppression that work
by painting the oppressed as morally corrupt anday.

Cultural domination. Culture plays a role in psychological oppressienduse its
global nature frames the boundaries of knowledgeltural domination and oppression
may appear natural because of their all-encompgs$iaracter. In other words, it is hard
to begin to question something that is seen asaland immutable, making cultural
domination a particularly insidious form of psycbgical control. It is hard to take pride
in a group identity, which is either invisible arrestantly downgraded by dominant

culture. Further, by being exclusively connectdaminant culture, individuals may
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feel more connected to the oppressor than otheysmtheir social group (Bartky,
2004).

Sexual objectification While sexual objectification can be a complexrgmaenon,
Bartky (2004) argues it becomes clearly oppressiven a person’s sexuality is extended
into every area of their existence. Like steremigpbeing constantly sexualized, is to
deny a person their full range of humanity andnisther way through which oppressors
seek to control the oppressed. Sexual objectidicatiffers from stereotyping in that it is
enacted on the bodies of the oppressed in an attenmirectly control these bodies in a
time when direct control (e.g., slavery) is gengrab longer an option. This process is
most commonly associated with the unique oppressiperience of women but has also
been used to oppress many other groups includilagkBnd working class individuals.

In sexual objectification, the fragmenting of daltes on a physical form, as women may
only become her breast through the unwelcomed gede. Like the other forms of
psychological oppression, sexual objectification take on a purely psychological role
as women learn to evaluate their worth based exellyson various body parts.

Complexities of psychological oppressiorhe process through which oppression
functions at the psychological level is full of ¢@diction and complexity. In a
particularly insightful passage into the psychotedjprocesses of oppression Bartky
(2004) argues:

It is itself psychologically oppressive both toibee and at the same time not

to believe that one is inferior — in other wordspelieve a contradiction.

Lacking an analysis of the larger system of sa@kitions, which produced it,

one can only make sense of this contradiction mways. First, while

accepting in some quite formal sense the propwosihat "all men are created
equal”, | can believe, inconsistently, what my agggsors have always believed:
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that some types of persons are less equal tharsotheay then live out my

membership in my sex or race in shame; | am "omman” or "just a

nigger." Or, somewhat more consistently, | mageegentirely the belief that

my disadvantage is generic; but having still tocaett for it somehow, | may

locate the cause squarely within myself, a badmest an entirely private

sort-- a character flaw, an "inferiority complery’a neurosis (p. 32)

Both of these potential responses to oppressiaitriesa low level of self-efficacy and a
poor view of self. The oppressed individual iheitpersonally defective or part of a
flawed group. Additionally, the complexity of tipeocess suggests that psychological
interventions around increasing self-efficacy anéfmpowerment are overly simplistic
in their conception of the problem at hand. Thseigsis not simply a feeling of a lack of
power, but rather, a split consciousness. Thisge® is the “false consciousness”
discussed by Marx and the “consciousness dependdiscyssed by Freire. The result
of such consciousness fragmentation is negativigcted towards self or similar others
(i.e., horizontal violence).

Bartky (2004) culminates her theory of psycholagmppression by returning to
Marx’s historic conceptualization of alienationltfough Marx speaks of alienation in
terms of not owning the products of one’s labontBasuggests alienation of labor is
intimately connected to psychic alienation argumth involve splitting of human
capacities and forbidding certain human activiti&se argues that:

... alienation occurs in each case when activitiegkvhot only belong to the

domain of the self but define, in large measure dtoper functioning of this

self falls under the control of others... From thésgpective, cultural
domination would be the estrangement or alienasiqeroduction in the

cultural sphere; while the subjective effects efsbtyping as well as the self-

objectification that regularly accompanies sexuméctification could be

interpreted as alienation in the production of sr@vn person (Bartky, 2004, p.
34)
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The psychological, physical, social, and econorffeces of oppression are all intimately
intertwined. Bartky concludes by arguing that &/péoppression, e.g. racism or sexism,
will not disappear one by one, instead the entistesn of oppression must be
dismantled. | add to this that addressing theas@eid economic effects of oppression is
a necessary step in ridding the world of oppresbidrnit is only a part of the solution.
The psychological effects of oppression on the egged and oppressor must be
addressed if real, long lasting change is to oc@ine above scholars’ arguments that the
current expressions of oppression are primarilyecevelatively invisible to an untrained
eye- in nature suggests that the traditional tacifachange, which primarily focus on the
external effects of oppression, are not enoughdate sustainable change. External
efforts at social change must be accompanied biyggsain cognitions and emotions.
This line of thinking is far from novel. The wonsmovement of the 1960's and
1970’s focused on consciousness-raising in addibanore concrete change efforts.
Consciousness raising groups grew out of the wosn@ievement slogan-- the personal
is political. In these groups women'’s experiermed feelings were validated as not just
personal and isolated but communal and shared iexges that are political in nature
and open for reflection and critique (Boler, 1999hese groups were central not only to
widening individual woman’s consciousness but ®ghocess of developing solidarity
and collective anger among women. Other socialemm@nts have also expanded their
change efforts to include overcoming the psychalalgaspects of oppression (e.g., gay
pride) (see Armstrong, 2002). Psychologists hareerned themselves with the idea of

increasing empowerment and self-efficacy to helpppehelp themselves. Each of these
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efforts has brought up something important aboet@yming oppression but each also
has weaknesses.
Critical Consciousness: Origins and Current Concepitalizations

Many methods of countering oppression have begoogexd, both within
academia and within social movements. | have ahtséocus primarily on a
phenomenon developed by Paulo Freire in the 19¢6tg;al consciousness. | chose this
concept because it requires the simultaneous cigalef both internal and external types
of oppression. Further, leaders within the fifldCommunity Psychology have
suggested that critical consciousness is an impiogt@a of investigation for the field
(Montero, 2009; Watts et al., 2011). However,lttezature in the field is relatively scant
and, as is addressed below, riddled with holesusiachswered questions.

Additionally, the choice to concentrate on criticahsciousness was made
because of my interest in education. Critical cangness, while a psychological
phenomenon, has historically been associated Wli¢ld of education. This relative
lack of attention within psychology has meant that psychological experience and
understanding of the phenomenon has been undeizbeo Before | begin my historic
overview of thinking around critical consciousndsagdress two important predecessors
to the idea.

Freire, Marxism, and Psychoanalysis The influence of Karl Marx on Freire’s
original conceptualization of critical consciousaigsundeniable. Freire’s ideas
regarding critical consciousness are intimatelynemted to Marx’s conceptualization of

class-consciousness. This is seen in that bothepd®are not inherent in individuals but

41



must be developed over time. Further, Freire’sceptualization of consciousness
mirrored that of Marx’s. Specifically, he saw coimgisness as developed through
reflection on an externally existing material rgalivhich includes other humans, so
consciousness is highly social in nature. Au (30p8muing for the influence of Marx on
Freire, suggests:

... dialectical materialism provides a framework &malyzing objectively

existing conditions in the world (i.e., variousrws of oppression), for

understanding that humans can become actively marssof both the conditions
themselves and their sources, and for changing tb@sditions through human

(social) intervention and action. (para. 6)

In a dialectic conception of consciousness, disaissore fully in the next chapter, the
process of humans interacting with each other aaidmal reality creates the ongoing
formation of consciousness (Au, 2012). This ongairteraction with the world means
that individuals can transform their consciousraass the material world through
engaging in praxis — specifically, critical praxis.

To engage in critical praxis individuals must fiestgage in what Freire called
“consciousness of consciousness” (as cited in AL22 Au (2012) states that thinking
about thinking, “requires retrospection and intexson, looking backward and inward
to consider how our experiences and outward setriattures shape our consciousness”
(p- 25). Nevertheless, this awareness is not énandividuals must also be able to
critically question forces of domination, which aféen invisible, and be able to envision

and attempt to institute more progressive formsoaial relations. However, this

conceptualization of consciousness does not acéounhconscious forces. A strictly
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Marxist conception of reality misses the unconssibut very real and important
contributors to human consciousness and behavior.

Yet, psychoanalytically oriented scholars influesh€eeire, particularly the work
of the French-Algerian psychoanalyst Franz Fanbmough his research and clinical
practice in colonial Africa, Fanon (2004) showedttthe experience of oppression is not
only material but also covert and psychologicatature. The physical and
psychological violence these communities suffetatie@hands of colonizers and slave
traders created a high degree of internalizedmatist inhibited their capacity to work
toward liberation. Freire (2000) speaks of a amghenomenon, fear of freedom, which
occurs when the oppressed cannot see (or evenna)aan alternative to their current
position. This fear also keeps groups from workimgards social justice.

Cho and Lewis (2005) suggest the oppressed als@$gahic loss. Using
psychoanalytic informed theorizing, Cho and Lewgua that individuals (whether they
be objects of banking education or capitalism) havestment in their position as an
acted upon object rather than an engaged subjedieGome a subject would involve
rejection of a sense of self and identity, whichnigested in the object position.
Disavowal of the object position causes intenskrige of anxiety and uncertainty. In
other words, internal forces resulting from oppi@ssnclude passionate attachments.
Cho and Lewis suggest, “oppression has an exisiartbe unconscious such that those
forces who are oppressed form passionate attackrteetite forms of power that
oppresses them...passionate attachments are powgckiplife” (p. 313 & 320).

Oppressed individuals may have vested energiegantlty in their role as an object.
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To lose this object status would constitute a r@dmss (Cho & Lewis, 2005). While
Freire combines the Marxist and Psychoanalytidticats of consciousness, his
psychoanalytic focus is often not acknowledgeh@dveryday practice of Critical
Pedagogy. This results in a lack of consideratitihe emotions involved in developing
critical consciousness. | address this repressi@motion in the field of critical
consciousness further in the theoretical frameviorithis study (see chapter three).

Paulo Freire: The introduction of critical consciousness Paulo Freire’s
Pedagogy of the Oppress&D00) is the originator of many of the ideas calrttv this
dissertation, including critical consciousness @nidical Pedagogy. Freire lays out a
process of critical consciousness acquisition thinoas method of engaged, dialogic
education, later named Critical Pedagogy. Fr&@®Q) theorized that the process of
oppression dehumanizes both the oppressed angpinessor. The dehumanization of
the oppressed involves a process of portraying @ehass than human, whether through
stereotyping, sexual objectification, and varioyses of abuse and/or violence. Such
forms of “Othering” may be deployed to justify theequal distribution of resources in
the minds of the oppressors. The oppressed alg ik experience a false consciousness
or consciousness dependency, which involves anrstasheling of self and the world,
which is dependent on the false consciousnesedihressors. Consciousness
dependency combined with dehumanization leadstéonalized oppression, which may
take the form of fear of freedom, self-blame, ant#arned helplessness. Each of these
can play a role in the perpetuation of oppressiodividuals that cannot imagine

alternatives to oppression may blame themselvebttiey deserve their oppression, or
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feel there is nothing they can do to change thgiressive situation. Further, individuals
affected by these processes are unlikely to ieitiatparticipate in actions directed
towards social change. Nevertheless, this foreoatciousness is not the only option
for oppressed groups.

According to Freire (2000), oppressed individuaa move along a continuum of
consciousness, which | call socio-political-cultuwansciousness. The first stage,
magical consciousness, is characterized by ledragdessness and adaptation.
Oppressed people may not see their oppressionievéé¢hey deserve their inferior
position, both reactions result from false conssimss. In this stage, individuals do
nothing to fight oppressive systems, which ar¢ istiisible or seen as justified. In the
next stage, naive consciousness, individuals becoone aware of oppression but place
blame on other oppressed individuals (i.e., doemgfage in systematic reasoning).
Those on to which the oppressive situation is bthmay suffer from acts of horizontal
violence. In the next and final level, criticalnsziousness, individuals develop a more
nuanced view of oppressive systems, build in-gideptity and pride, and begin to
challenge oppressive systems in individual andectile ways.

Originally developed under the Portuguese term@ensizacao, critical
consciousness refers to an individual's capacityritacally interpret their world and
engage in individual and collective actions to @ethat world. Critical consciousness
is a process, which involves the dynamic intercatewnature of reality and
consciousness, and allows individuals to understiagechselves and their world in

relation to broad systems and institutions of oggian, colonization, and/or social
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injustice. Freire (1993), the originator of theadof critical consciousness, described the
concept as:
The critically transitive consciousness is chanaotel by depth in the
interpretation of problems; by the substitutiorcafisal principles for magical
explanations; by the testing of one's "findingst &y openness to revision; by
the attempt to avoid distortion when perceivinghteas and to avoid
preconceived notions when analyzing them; by refuso transfer responsibility;
by rejecting passive positions; by soundness afraemntation; by the practice of
dialogue rather than polemics; by receptivity te tiew for reasons beyond mere
novelty and by the good sense not to reject thgusiidbecause it is old—by
accepting what is valid in both old and new (p. 18)
The words of Freire reveal the breadth of his pples and the potential difficulties in
operationalizing the concept of critical conscicess As the quote suggests, critical
consciousness results in a decrease in consciaudapsendency, self-blame, and learned
helplessness. It involves not only understandimgi®oplace in a broad framework of
injustice but also beginning to engage in actienshiange the system. According to
Freire, critical consciousness incorporates a ftionaf knowledge that involves critical
thinking, participation in knowledge productiondaan integration of individual and the
broader community’s concerns. As will be discugsetiore detail in later sections, this
definition is not without problems. Despite higldictic commitments, Freire falls into
the trap of splitting the rational and the emotianto disparate incompatible forces.
One of the main goals of this dissertation is anmenthis split.
Individuals learnindo read the world as they read the wdadilitate movement
along the consciousness continuum. To overcomé&b@and initiate progressive

change Freire (2000) hypothesized the processstimatv called Critical Pedagogy,

which advances a participatory model of educatiored at increasing literacy and the
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capacity to question, to seek alternatives to thengsocial order, and to experience a
sense of social agency. In this philosophy of atlan, the students’ experience is used
as the primary foundation for the curriculum. tddion, the nature of the discussion is a
dialogue between student and educator where eveligdyoth learning and teaching.
Originally conceived to teach adults to read inpberest areas of Brazil, Critical
Pedagogy has been used in a variety of global gtmtdecause of the association
between critical consciousness and Critical Pedagos important to incorporate some
basic aspects of Critical Pedagogy into any prdmaised on critical consciousness
development.

Although Freire’s work represents the roots ofc¢hgcal consciousness
literature, many branches of research now exiatvariety of fields. | offer an overview
of the empirical research and theory building atbaritical consciousness over the last
40 years while highlighting the gaps within whitistdissertation fits.

Critical consciousness literature 1970-2012Vhile critical consciousness has
been taken up by a number of fields, | concentratditerature review in the
psychological literature on the topic. This seattiollows a roughly chronological
organization and builds up to the theoretical madelritical consciousness to be used in
my dissertation, which is presented in the follogvahapter.

William Smith: The meaning of conscientizag&dAn early attempt to work with
Freire’s (1993; 2000) stages of critical consci@sswas made by Smith (1976). In
Smith’s attempts to operationalize and measureaenszacao he developed a coding

scheme for Freire’s three stages of consciousnesgical, naive, and critical. Three
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areas naming, reflecting, and acting charactedzé stage of development. Naming
refers to a person’s capacity to name social problie which they are embedded.
Reflecting refers to where an individual placesr@dor oppression as well as a person’s
capacity for analytic reasoning. Finally, actieders to a persons’ cognitive and
behavioral response to oppression and capacityhfange.

Appendix C shows Smith’s coding scheme for congi@agao in the form of a
list that shows the three levels of consciousnedslae thoughts and behaviors
associated with each of the three areas of cortszagdo. Smith claims that this
conceptualization does not adequately captureldicbriature of conscientizacdo and
argues that despite the static nature of the figroescientizacédo development is a fluid
process with two transition stages, “playing hodhie oppressor” and “fanaticized
consciousness” (p. 45). Smith and colleagues’ woidievelop a coding scheme for
conscientizacgéo utilized an impressive procesewélbpment and testing. In addition,
Smith’s conceptualization represents one of theendgnamic and detailed pictures of
the developmental pathway of critical consciousnésswever, the scheme was
developed with a very specific population, primarilral Ecuadorians, potentially
limiting its utility for other groups. Additional| the scheme does not address Freire’s
lack of attention to affective dimensions of caliconsciousness development.

Ignacio Martin-Baré: Conscientization as the central taskif psychologist.
Martin-Bar6 (1994) argues for the centrality of scientization to the field of
psychology because psychology should be conceritedwoving individuals from

alienated, false-consciousness, to a more critiest of the world that eschews self-
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blame and hegemonic values. He argues eloquemtihfee processes involved in
conscientization. First, similarly to other cralcconsciousness scholars, he argues for
the centrality of praxis to the process of develeptn Only through acting on and
changing reality can consciousness begin to chaBgeond, Martin-Bar6 suggests that
as the veil of hegemony is lifted people beginge and grasp the roots of oppression.
Through this process of decoding he argues, “Thumbles the consciousness that
mythifies the situation as natural, and opens emtbrizon to new possibilities for
action” (p. 40). Third, the continued role of piaallows individuals to continue to not
only discover their selves, their reality and tfan® that reality, but also, allows the
capacity to imagine a new reality. Martin-Bar6 esklear that there cannot be critical
consciousness without action because only throatthgaon the world can the world be
understood. On the subject Martin-Baro states, Khmwledge can be true if it has not
attached itself to the task of transforming realiyt the transformative process requires
an involvement in the process of transforming humedationships” (p. 41). A
psychology that focuses on conscientization maistaiconcentration on the individual
but no longer suffers from a simplistic splittingttween the personal and the social,
instead the psychological and social are in diadeetations with one another.

Elena Mustakova-Possardt: Critical consciousnessdtgh Piaget and Kohlberg.
Mustakova-Possardt (1998) defines critical consmess as a psychological construct
that bridges thought and action. She breaks doitioat consciousness into two
common psychological phenomena, structural and Indesgelopment. Moral

development is envisaged in terms similar to Kolglsestages while structural
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development is defined using Piaget’s stages.

Mustakova-Possardt (1998) collected interviewsnf@8 individuals from a wide
variety of social locations in the United Stated anBulgaria. She found one of the
primary motivations of critical consciousness depehent was “the motive to establish a
sense of identity” (Mustakova-Possardt, 1998, p. Bbcial identity appeared to occur
via two pathways — one where moral concerns prectdueformation of social identity,
and another where moral concerns did not existrbedocialization into group identity.
In addition to identity, agency was identified asharacteristic of critical consciousness
development.

Mustakova-Possardt (1998) argues individuals orpéike to develop critical
consciousness differ from other individuals in thpgimary ways, they:

1) question the set of social relations and thgelasocial environment in

which they find themselves, 2) feel compelled tkenactive efforts to

transform their relationships with those socialditons in congruence with

their understanding, 3) seek an alternative visiomow things should be on

grounds of explicit concerns with issues of jusaoel equity. (p.15)
Of the three levels of critical consciousness idiet by Mustakova-Possardt each was
found to correlate with a separate developmenthivpay. For example, individuals that
maintain pre-critical consciousness throughout thdwld are likely to have had high
levels of moral motivation before the complete depment of structural skills. That
said Mustakova-Possardt does hypothesize thatrceitaumstances may stimulate the
development of higher levels of moral reasoningnelate in life.

Maritza Montero: Critical consciousness as deidealtion and problemitzation.

Montero (2009) argues for the often-overlooked afleonsciousness, particularly
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critical consciousness, in social transformati&@te breaks critical consciousness into
two component parts, problemitzation and deidedina Both of which are identified as
simultaneously emotional and cognitive proces$ésntero points to Freire’s action-
reflection praxis cycle as a method for facilitgtie development of critical
consciousness. The reflection component produeeealization, which Montero argues
is a necessary first step in building a more libegaconsciousness. Deidealization
allows an individual to separate out the naturdli@@ys of thinking that facilitate
internalized oppression from more liberatory moaethought. Once oppressive ways of
thinking are made conscious, individuals can bégimroblematize them and begin the
process of imagining alternatives.

Following Freire’s reasoning Montero (2009) argteeshe origins of
problemitzation in formal and informal educatiosattings, she argues:

... to problematize is to generate situations in Whie people involved are

forced to review their actions and opinions abailydevents considered not only

as ordinary circumstances, but also as inevitabtalse of their attributed

essential way of being. This happens in such athatytheir critical discussion

leads them to being aware of oppression (p. 80)
Although Montero at times uses different langudlge process is the same as that
identified by Freire and other critical consciousmecholars. Through dialogue and
praxis, the veil of hegemony is lifted and action ffrogressive change can take place
(Martin-Baro, 1994). Montero reminds us that peohitzation will look distinctive in

different settings and communities. In other wotte process must be tied directly to

the community. While Montero acknowledges the eomail component of critical
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consciousness development, she does not offeoeetiwlly sophisticated mechanism
for understanding its role.

Elizabeth Carlson, Joan Engebretson, and Robert @itzerlain: Cognitive and
emotional aspects of critical consciousnesSarlson, Engebretson, and Chamberlain
(2006) used Freire’s work to frame their photo-egicoject in a low-income, African-
American community. In response to the findingsheir project Carlson and colleagues
state, “to our surprise, the project produced amtinipated unleashing of emotional
energy that resulted in new levels of individuadl @ollective responsibility and
participation” (p. 838). That the authors werepsised by the emotional component of
the process speaks to the gap in understandinga@uaftect and critical consciousness.

Carlson identified the levels of cognitive-emotibimaerpretations as passive
adaptation, emotional engagement, cognitive awakgind intention to act. According
to Carlson and colleagues (2006), an individuahenstate of passive adaptation
presented narratives rooted in despair and angesy suggest that these individuals
presented as helpless and highly emotional. Tkeleeel, emotional engagement,
involves narratives that are still rooted in despaid anger but also include the ability to
guestion the status quo. Individuals in this stagelikely to ask, who is responsible in
the face of injustice. The third level, cognita®akening, involves an increased
awareness of personal responsibility and an ovialiing of sadness. Finally, the most
advanced level involves being able to envisiorradteves to the current oppressive
reality. At this level, the primary emotion is lefpiness because the person sees himself

or herself as part of the solution.
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Carlson and colleague’s (2006) study expands thédwed critical consciousness
to include emotions. However, their interpretatodthe emotional aspect of critical
consciousness development is overly dismissivepaololematic. My first area of
concerns centers around their overarching empbadiaking on personal responsibility
for change. While it is true individuals must féety can be part of a change, Carlson
and colleagues seem to overemphasize this withtartding to the fact that change can
be difficult because of all of the socio-politi¢carriers that can be identified by the
critically consciousness person. Without this abaeknowledgment of very real barriers
to change, the ethic of personal responsibility gaickly become conservative and result
in victim blaming.

An additional issue with Carlson, Engebretson, @hdmberlain (2006) is they
do not seem to have considered any literature endle of emotions in social
movements. This literature notes that anger isras a very helpful emotion (they view
anger as entirely regressive) and that hopefulcasde useful but it is often not an
emotion that can be singularly sustained in squstlce activism. Further, Carlson and
colleagues make the classic binary distinction betwreason and emotion. Their
language strongly suggests lower levels of critbcadsciousness as characterized by
being overly emotive and that higher levels areemmeason oriented. In my theoretical
framework, | suggest a more nuanced role of emstibroughout the process of critical
consciousness development.

Matthew Diemer and colleagues: Critical consciousseand career

development.Matthew Diemer and colleagues have pioneereddlleecritical
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consciousness plays in career development in atirles (e.g., Diemer & Blustein,
2007). In general, higher levels of critical canssness are associated with a better
career development trajectory. Diemer and Li (30Q&#&ak critical consciousness into
two component parts, critical reflection and catiaction. Critical action is further
broken into sociopolitical control or political efdcy and actual participation in social
action. Looking for the contextual antecedentsriical consciousness Diemer and Li
found “parental and peer sociopolitical suppordmes sociopolitical control and social
action, which in turn predicts voting behavior” ((815). Counter to much theorizing on
critical consciousness development, the authonsddbat students’ perception of teacher
support did not increase sociopolitical controlowéver, the authors’ do suggest that this
may be because the teachers were not utilizingc@rifedagogy. Although a valuable
contribution to the understanding of the developnaenl benefits of critical
consciousness, the exclusive focus on voting asiigome is problematic in that it
represents only one version of social action. @ader understanding of social action
might show higher levels of social action on the p&involved youth.

Roderick Watts: Critical Consciousness, Communitgyehology, and
Sociopolitical DevelopmentWithin Community Psychology, Watts’s and colleagues
work on sociopolitical development and critical solwusness has been central to the
concept’s integration into the field. In this sent | chronologically review Watts’s
ongoing theorizing and use of these concepts. udirout the articles reviewed, Watts
argues that he is developing critical consciousaesiscritical thinking to facilitate the

broader area of sociopolitical development, whiemfaintains “helps oppressed people
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to recognize unjust social processes and acquitse &k social change” (Watts &
Abdul-Adil, 1998, p. 64). The series of articlaggented in this section reviews the
theory and empirical support for Watts and collesgonodel of sociopolitical
development and critical consciousness.

Young warriors and the five-stage model of sociapoal developmentWatts
and Abdul-Adil (1998) present a “theory of oppressand sociopolitical development
based on the work of Serrano-Garcia, Freire, ahdrst (p. 63). The authors also
present data to support the development of criioakciousness in their Young Warriors
program, which uses Freirean liberation educatrocgsses to work with young African-
American men. The cultural themes used includ@aniiy hip-hop videos, which are
critically analyzed to develop critical conscioussea more complex vision of manhood,
create cultural awareness, and facilitate sociahgb.

Watts and Abdul-Adil (1998) presents a five-stagedel of sociopolitical
development. The full description of each stagarésented in appendix D. The least
developed state is the acritical stage, which &atterized by belief in a “just world”,
internalized oppression, and feelings of powerlessn The next level, the adaptive
stage, is characterized by an acknowledgment o$iige but also “predatory, anti-social,
or accommodation strategies...to maintain a posgerse of self and to acquire social
and material rewards” (p. 67-68). In the middlelethe pre-critical stage, individuals
begin to develop a critical awareness of systemisjo$tice and question adaptive
strategies for dealing with inequity. The critiséhge involves the rapid development of

critical consciousness and increased motivatiorsdaral change. Finally, the liberation
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stage involves the salient “experience and awaseniesppression” (p. 68) as well as
“involvement in social action and community devetent” (p. 68) and “critical
consciousness is an established component of(gel68).

To measure gains in critical consciousness WattsfAdoaul-Adil (1998) link it to
the concept of critical thinking, arguing that iatl consciousness is the “sociopolitical
version of critical thinking” (p. 69). Drawing oAfrican-American culture and
community specifically, the authors separate @aitaonsciousness into the following
categories: see and mean, inference, defense, gridgand feeling, change orientation,
action-system changes, and action-personal. Tgejtiie change in critical
consciousness over time, only youth’s responsdscthdd be labeled in one of the above
categories were considered. Using the percerdspianses labeled as critical
consciousness, the authors argue that the leweitmfal consciousness did increase over
the eight-session Young Watrriors program.

In Watts’s subsequent work on the Young Warrioogpam, he concentrates
more on the concept of sociopolitical developmaffatts, Griffith, and Abdul-Adil
(2999) further develop the five-stage model of gpolitical development (SDP), again
drawing on data obtained from the Young Warrioksgpam. Here the authors define
SPD as “the psychological processes that leadsd@apports social and political
action” (p. 256). Watts and colleagues argue $batopolitical development occurs
when a person is able to comprehend multiple leviedystematic power relationships
and their connection to social identities. Induatés must be able to understand that they

may be both oppressed and oppressor in the sanextand that an oppressed identity
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in one setting may be privileged in another. Bameple, a Black man must deal with
the oppression they face as an African-Americaralad attend to the privilege they are
granted by their gender. The authors also argtiearthinking and empowerment are
prerequisites for sociopolitical development.

A deficit of the Watts and Abdul-Adil (1998) and W& Griffith, and Abdul-Adil
(1999) work is that the data used to support tippgsed increases in SPD are rather
weak. Although it appears students did make strideheir ability to analyze the
material, the responses that are labeled as tGcesciousness are not convincing. The
guotes offered in each text do not seem to actilalbtrate a critically conscious way of
thinking as they have defined the concept. Fomgte, Watts, Griffith, and Abdul-Adil
use the following passage to exemplify the develeqpnof critical consciousness:

Trainer: If you could change some things goingrothis community, what would
be some of the things you'd want to change?

Student: Have more security around.

Trainer: Have more security, keep people safe. \Wlsa&t would you

change?

Student: People have to be in at a certain time.

Trainer: So the young folks get the type of guidaand learn [about] what they
can do.

Student: You know what, around my house, [they bayE your boy out of here
at 11:30.

[Trainers asking students for clarification].

Student: | think it would be a lot more Black unitigen all of this would be
settled. You know, all the drugs and everything.

Trainers: Folks sticking together more?

Student: That don't make any sense, you know, ewnerkilling each other. As
much as our race has come up, we steady breakilogvit (p. 268)

Although the students in this interaction are pdg action statements focused around
changing communities it is important to note tia&t interaction starts with a prompt for

such a statement. Further, the strategies thdyamrhe up with do not seem to be rooted
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in a systematic or critical reflection on the worleshcreasing security and enforcing a
curfew do not seem to represent a high level dicaticonsciousness; rather these could
be viewed as quite regressive response to thegrobThis is not to take away from the
impressive increases in development youth seeraw shrough the Young Warriors
program but to suggest development is far from deta@nd could be characterized as a
moderate level of SPD. A program that involvedghér level of time commitment
might be better able to facilitate greater levélSBD. Further, older individuals might
be more cognitively developed and thus better etbfespond to programs focused
around increasing critical consciousness and SPis(@kova-Possardt, 1998).

Critical Consciousness: Political Efficacy, Criticd Action, and Critical
Reflection. Watts, Diemer, and Voight (2011) review criticahsgiousness literature
and suggest the concept consists of three partsriti¢al social analysis”, 2) “political
efficacy”, and 3) “participation in civic or poldal action” (p. 45) arguing these aspects
of critical consciousness are dynamically intetela Working with Freire, the authors
argue for a “cyclical process of CC [critical commssness] development” (p. 47).

Critical social analysis or critical reflectiontise aspect of critical consciousness
that most clearly separates it from other relataitepts (e.g., civic engagement).
Individuals displaying critical reflection move ayviom the tendency to victim blame
and believe in the just world fallacy. Insteadt#ming individuals for their problems, a
more systematic understanding of injustice develdpdividual and group experiences
are placed in a historical context of systematigrepsion. Watts, Diemer, and Voight

(2011) argue the reverse scaling of a Social Donte&rientation Scale can quantify

58



systematic understanding of oppression. Socialigimee orientation is a classical
social psychological concept that refers to indinald who prefer hierarchy in social
relations because of their belief that people higihéhe hierarchy earned the position.
Watts and colleagues argue an inverse score onesongasure could indicate the level of
critical reflection.

Political efficacy differs from the traditional pdyological concept of efficacy in
that it is directly related to an individual's peieed capacity to affect political or social
change as an individual or part of a group. Twhacategories of the concept are external
political efficacy -- “beliefs that government sttures and officials are responsive to
one’s political interests” (p. 50) and internalifo&l efficacy -- “people’s beliefs about
their capacity to be effective political actors” g).

Critical action refers to actual acts an individaafroup takes to create change.
Acts can range from traditional political processgh as voting, to more justice
oriented acts, to individualized expressions oistaace. To quantify critical action the
authors suggest the use of the Activism Orienta8oale, which measures “how likely
people will engage in political action taken toued perceived inequities” (p. 51).

Watts, Diemer, and Voight's (2011) review of thé&ical consciousness literature
offers innovative suggestions around the quanigatieasurement of the three theorized
aspects of critical consciousness. However, thigoasi make no move to address the
lack of nuanced understanding of the emotions weain critical consciousness. | will
take up this area of theorizing in my theoreticahfework. Furthewhile Watts and

colleagues’ identification of survey measures thaght correspond to different aspects
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of critical consciousness development is useftihéoperationalization and
measurement of the phenomenon, the step seemgialygeremature. | say this
because the model proposed by Watts and colled@selsad only limited exploration
using qualitative methods, meaning that while @mss clear that the suggested
guantitative measures have utility, they may betéchto the understanding of the full
expression of the various aspects of critical camsness development. In summation
and critique of the existing literature on criticainsciousness development in the next
section, | offer a framework of critical conscioass development that incorporates

affective dimensions of the phenomenon.
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Chapter Three: Theoretical Framework

In this section, | start by laying out my undersliauig of consciousness broadly,
followed by my conceptualization of critical consgsness as the highest level of socio-
political-cultural (SPC) consciousness developmémihen move to address the external
and internal dynamics of SPC consciousness. glaipsychological lens to the model
while integrating scholarship from a range of diioes. This interdisciplinary focus
centers specifically on building a theoreticaloatle for studying the role of emotions
and related concept of relationality in criticahsociousness development.

The dissertation draws on a model that disting@isheee states of SPC
consciousness, and frames critical consciousndssths state and a process. While |
am primarily interested in SPC consciousnessm@s@ess having a picture of the states
involved aids in my interpretation of the proces®iated data. | propose three states of
development and identify the cognitive, emotiomaal] behavioral components that are
theorized as characteristic of each state. | ptedbese three states as ideal types,
meaning that no actual case is likely to fit pettfewithin any one state. | present the
states as an anchor in understanding the roleeafdpstone course in the participants’
ongoing process of critical consciousness developmeEhe theoretical framework
provided a guide for the development of the metreabanalysis by sharpening the lens
through which | viewed the data. That said, thalitgtive nature of the study allowed
for the emergence of other unforeseen themes anatinas, such as the expanded

emphasis on relationality.
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Dialectic Consciousness

To study critical consciousness requires an unaedatg of consciousness more
broadly. | root my understanding of consciousnegsbke idea of praxis as understood by
scholars such as Hegel, Marx, Freire, and Fromons€ousness does not develop in an
isolated individual psyche. Instead, consciousimessves internal forces (e.g., drives,
cognitions, and emotions), which are dynamicallgtesl to the external world (e.g.,
material reality, culture, and ideology) in an oimgpprocess of the world acting on
consciousness and consciousness (through behaaatirsyy on the world (i.e., praxis).

The term dialectical refers to a mode of analyséd emphasizes tensions or
conflicts between or among the various levels efdhalysis. The dialectical approach
looks at reciprocal relationships. Through a ditielens, we conceptualize the world as
involving conflicting forces that are continuouslyanging (Marx & Engels, 1968).
Material reality effects consciousness and canha@@ed by consciously directed
actions. Many action researchers, through the afi@aaxis, conceptualize the dialectical
relationship between consciousness and the matesidd (see Brydon-Miller, 2001;
Martin-Bard, 1994). Praxis is the process of actin reality, reflecting on action, and
then acting again in light of those reflectiongax#s is a key driving force of SPC
consciousness development. As emphasized by MBatid (1994), the on-going
process of thinking and acting on the world isianpry mechanism through which the
false consciousness of hegemony is transformedticat consciousness and associated
critical action. Because the psychological andaarie one, the reflection component of

critical consciousness cannot be separated froradtien component. This is also a
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primary reason why courses focused on increasirg @Rsciousness need a direct
action component of some nature but this diregobactomponent must be tied to
reflection.

| am concerned with a specific subset of dialetttoasciousness, SPC
consciousness, which looks at the level of awarenésocial, political, historical, and
cultural forces, which are often hidden from conssiawareness. This awareness brings
to light previously invisible and normalized aspgect ideology that maintain oppression
(Moane, 2010). Prilleltensky and Gonick (1996)uar¢hat as the psychological
mechanisms of oppression are uncovered and overtta@rability to perceive external
sources of oppression (political, social, and caljuesults. However, they do note that
awareness of the various levels of sources of gse may differ. In other words,
someone may have a high level of awareness ofyth@nics of oppression in social
groups but less awareness of mechanisms of opprestsstate, national, and
international levels. | expect that this awarengs®d to the type of oppression
experienced and/or studied. For example, studyiagppression of women often
involves an investigation into oppressive dynanmcshe family but may focus less on
the oppression of international forces (e.qg., thestraints of global capitalism).
Alternatively, the study of the oppression of tbe/ér class may include an investigation
into the role of transnational corporations andtedipm in perpetuating classism but
may not attend to how classism plays out on a sgnailp level. Ideally as a person
moves along the SPC consciousness continuum towstitsl consciousness they

develop an increasingly complex understanding pfegsion operating at multiple levels

63



coupled with increasingly critical action on thendathat addresses the multiple levels of
oppression.

As stated above, the basis of my understandingrdaousness is rooted in Marx
(and taken up by Freire), who understood that donsoess depends on an individual’s
relation to power. Those with power are unabletfmir own) to see oppressive
structures as they exist because they are es$gbtiaded by their position of power and
dehumanized by the act of oppressing others. easser for those with less power to
recognize the external structures of oppressi@mifist Standpoint Theory similarly
argues the standpoint of thaset in a position of power is inherently a more cotrec
interpretation of the world (Hartsock, 1983). Véhilagree with these interpretations |
argue it is important to remember internal dynansans fog interpretations for privileged
and oppressed individuals alike, hence the nee8R& consciousness in dominated and
dominator groups. For marginalized groups, SPGaonsness development is a
process of defogging their standpoint. For donaingtoups the process involves
learning from marginalized groups that have the graw transform themselves and those
in power by creating an alternate reality not baseslibject-object oppressive relations.
Subject-object relations exist when the individsiplfith more power objectify those
with less, dehumanizing them through the procesteppression discussed in the
literature review. One of the primary resultstué levelopment of SPC consciousness is
the ability to engage in subject-subject positignmwhich both parties are seen as fully

human and possess the capacity to drive their dan |
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While helpful, the oppressor-oppressed distinchoraks down when one
considers the intersection of multiple social idesg as is now the dominant position in
Women'’s Studies, Cultural Studies, and Critical driygsee Collins, 1990; Crenshaw,
1991). Very few people conform to this prototypeh® absolute dominator or are
completely marginalized. Instead, individuals havaultitude of identities that place
them at times in the dominator and at times in egmalized role. Taking the position of
intersectionality involves rejecting stable categerand the essentialist assumptions
associated with these categories. Intersectitvealrists also argue that oppressions are
not additive, but rather, each specific intersectbidentities is qualitatively different.
For example, Black women do not merely experieheeoppression of women and the
oppression of Blacks in a straightforward additivaey but rather experience a distinctive
form of oppression. This is an expansion of Figitleeory as he held on to the simplistic
oppressor-oppressed distinction throughHeedagogy of the OppresseBy
understanding the intersecting nature of oppressiaiividuals are more likely to obtain
knowledge of the different levels of oppression tala action to alleviate oppressive
forces through many different avenues of criticaian.

Feminist Developmental Perspective

The work of Carol Gilligan provides a theoreticatlamethodological touchstone
for the dissertation. Her theory of women’s depetent offers a unique understanding
of how women and girls’ experiences, particuladypecerning moral development, differ
from those of men and boys. Gilligan (1982) arghes women and girls develop a

relational dynamic that underscores their develograad that this is undervalued by
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traditional development theorists that exclusiv@lydied men and boys (e.g., Piaget,
Erickson, and Kohlberg). Kohlberg’s theory of matavelopment centered around six
stages of development, with high levels of morakmning rooted in a sense of justice.
On the other hand, Gilligan’s theory also consistesix levels of moral development
but instead of being focused on justice Gilligana@ptualized or morality as involving
anethic of care

My project offers a similar feminist critique ofdire and much of the subsequent
work on critical consciousness. In others worlds,rhasculine notions of rationality and
individuality have shaped previous understandirfggiocal consciousness. A primary
goal of my dissertation is to attend to the roleattionships and emotions in the process
of consciousness development. This critique expémel understanding of the concept
through the lens of women’s experiences but alferof more complex picture in going
beyond models based exclusively on cognitive adividual processes. The theories
laid out below suggest the centrality of solidargjationships and emotions in moving
along the SPC consciousness curriculum. RigerdjL68ers a useful summation of
Gilligan’s work and its relationship to mainstreasychology:

Gilligan (1982) contrasted this view of human natwith an alternate vision that

emphasized relatedness and interdependence aal cahties of human

experience... [mainstream] psychology takes as ghkdst value the emphasis on

autonomy and separation over relationality (p. 285)
The moral capacities identified by both Gilliga®82) and Kohlberg (2008) may work
in combination to help facilitate the developmehsacio-political-cultural

consciousness more broadly. Although the capaddientified by Kohlberg may be

important in understanding the phenomena identifigtiis dissertation, Gilligan’s
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theory provides a better fit in its focus on emoe$i@nd relationships as moral capacities
that have been understudied and under-theorized.

A second aspect of Gilligan’s work taken up irsttissertation centers on her
developmental perspective. Critical consciousmebgst understood as a process;
individuals may continuously move forward or backdvan the continuum of SPC
consciousness. Further, once a person has acladvigt level of SPC consciousness
there is no guarantee that they will stay at teael. In fact, maintaining critical
consciousness requires substantial cognitive aradienal work. | propose a three level
model of development. My model mirrors Gilligamsthat relationships are a driving
force for moral development. Her self-in-relatimrether model is organized around the
relational capacities and the development of ait ethcare. Where Kohlberg identified
modes of thinking that characterized levels of hdesrelopment, Gilligan introduced a
relational model centered on a widening range @fegor subject positions that could be
held in mind. However, my model of developmennisre dynamic than Gilligan’s.
Although | do present threes levels of developnagrihe end of this chapter, | argue that
movement may occur both forward and backward oconéimuum of consciousness. |
also view my phenomenon of interest primarily ggacess, with the states concept
introduced to aid in organizing the theory and usténding how individuals move
between levels. Further, each level includes emnatj cognitive, and behavioral
components. Individuals are not apt to exemplify ane category by fitting the
characteristics in all three-component parts. éxample, a person may have cognitive

capacities that are in the realm of critical coagsness but emotional and behavioral
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capacities that are in the transformational stdtew that | have laid out the general
model of development informing the study, the fallog section addresses some of the
forces driving socio-political-cultural (SPC) commgsness development.
Socio-Political-Cultural Consciousness: Driving Foces for Development

The external factors thought to influence criticahsciousness development
include multiple levels, which all undoubtedly play important role in various aspects
of SPC consciousness. Community and developmpsyahologists have argued for the
importance of family, peer, and community suppert)(, relationality) in developing
critical consciousness. Diemer and colleagues@Rfifuind that perceived external
support for challenging racism, sexism, and sonjaktice from peers, family, and
community was significantly related to increasesritical reflection but not critical
action. The authors argue this disconnect couldugeto: 1) “the real-world constraints
that adolescence has upon the capacity for ac{mm54), 2) lack of guidance in
effective critical action, and 3) schools potemyiglaying a larger role (both positive and
negative) than support from peers, parents, or comim

In a more recent study, Diemer and Li (2011) exedrttieir definition of support
to include education. They found education didplay a significant role in the
development of critical consciousness hypothesittiegack of relationship between the
factors may have resulted from not distinguishingpag different types of classrooms.
Traditional classroom environments have been shoveapport the status quo (e.g.,

Freire, 2000; hooks, 1994). Conversely, classrothratsutilize Critical Pedagogy and
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service-learning do seem to increase levels of &tSciousness (Landreman et al.,
2007; Reason, et al., 2005).

Reason and colleagues (2005) suggest that coBegeei of the major avenues
through which racial justice allies develop. Raéjiatice allies, defined as white
students that work against racism, are potentiaeisoof critical consciousness. Pre-
college experiences and attitudes, such as whitggge, racial justice, minority
experiences, and parental influence, increasedtenpal positive effects of college on
critical consciousness development. However, eviliout these precursors, college,
partially through its capacity to advance cognitteenplexity, can increase the critical
reflection and critical action components of caticonsciousness. Reason and
colleagues argue that course work related to race ar when combined with diverse
friendships can lead to a “sense of whiteh&sk fact racial justice oriented coursework
was one of the strongest predictors of developnmeatan ally for racial justice. Other
factors related to racial justice action includedjtation and opportunity as well as
support and white racial justice role models. Wliilis model offers support to my
argument that college experiences have the capacitgvelop critical consciousness, it
does not offer a way of understanding the intedyaamics of the process, a key focus of
this psychological oriented dissertation.

In a recent review of the critical consciousnessditure Watts, Diemer, and

Voight (2011) argue for a three-component modearibical consciousness. They define

! A sense of whiteness if defined as moving pasetstdnding race as “just the color of
skin” to understanding the current and historic podynamics involved in racial
relations combined with high racial justice attésdReason, et al., 2005).
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the first component, critical reflection, as “sd@aalysis and moral rejection of social
inequities...that constrain well-bring and human agenview social problems and
inequalities in systematic terms” (p. 46). Secdhd,authors suggest the role of political
efficacy, which they define as “the perceived cdyao effect social and political
change by individual and/or collective activism’ §6). Finally, Watts and colleagues
argue for critical action, defined as “individualallective action taken to change
aspects of society, such as institutional polieies practices, which are perceived to be
unjust” (p. 46).

| agree with Watts, Diemer, and Voight's (2011)esssnent that these are the
three core components of critical consciousnes®notly identified in the literature on
the issue. However, this does not mean that thgsects adequately capture the breadth
of the phenomenon. One of the goals of this digien is attending to the emotional
and relational forces at play in SPC consciousdesslopment. My model integrates
emotion and relations as central to the refleceficacy, and action components of
critical consciousness.

Two areas of internal dynamics theorized here aoncegnitive and emotional
factors. These factors are not mutually exclusiather they are dynamically related
forces. While considerable literature has amaesethe role of cognitions in critical
consciousness development, the role of emotiottasrsame process is less well
understood. It is important to note that at tirhsgparate the emotional, cognitive, and

behavioral aspects of SPC consciousness for tleecfadescription and analysis.
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Despite this, | acknowledge the interdependendtheasfe concepts in that emotions and
cognition depend on one another and the edges betihiese concepts are blurry.

The lack of attention to emotions within criticalnsciousness literature likely
stems from Freire’s ambiguity on the subject, Starwontends:

On the one hand, Freire states that we need cemamtions (e.g., love, mutual

trust) in order for dialogue, and thus for eduaafior critical consciousness, to

develop...certain emotions are portrayed as esseatiagé critical, rational
process of education...On the other hand, Freire &hlout the necessity of

overcoming emotionality which he sees as one optime characteristics of a

naive and irrational consciousness. (Cited in Bdl897, p. 221).

This disconnect within Freire’s theory is addressemte fully in other sections. Here it
is important to note that this disconnect represargubstantial limitation of the theory
that has affected the subsequent literature osuhgect.

Megan Boler (1997) argues that emotions do playrmgortant role in both
rationalizing social control over groups defined'ta® emotional” and in theorizing the
emotional side of engaging in social movementsmi@g from a feminist orientation,
Boler suggests emotions have historically been tsedclude women from positions of
power. The reason/emotion dichotomy has been tosadjue that women’s tendency to
be over emotional makes them unfit for leaderslogitppns. However, the women’s
movement of the 1960’s began to see that emotsuts as anger, could be mobilized
for political change. Since that, time feminishslars have worked to break down the
divide between reason and emotion, arguing thatahe mutually connected and

reinforcing. Feminist scholars have also contertiatiemotions are not private but

socially constructed. For feminist and psychoatimabkcholars the realm of emotions and
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relationality are dynamically related. Many emasare constructed not on an
individual level but through group interactions.

The idea of the collective construction of emotiibs nicely with the
transactional approach in this dissertation angshekplain how emotions develop not
based just on internal phenomenon but also extérnads such as, reactions of those
outside the self and relationships with othersaré is given as a prototypical example
of this phenomenon, Bartky demonstrates:

...the ‘feelings’ and ‘sensing’ that go to make up omen’s shame...do not

reach a state of clarity we can dignify as beli@onetheless] they are

profoundly disclosive of women’s ‘being-in-the-waylfar more so than many of
the fully formed beliefs women hold...such athat they enjoy like men

‘equality of opportunity’ or that school and workpk is meritocratic in character.

What gets grasped in the having of such feeling®iking less than women’s

subordinate status in hierarchy of gender, thawasion not in ideology but in the

social formation as it is actually constituted. i@p1997, p. 224)

The quote shows not only that shame is construmbectively but also the limits of
ideology in understanding shame. Boler (1997) disousses the emotion of bitterness,
arguing that no one individually feels bitter bsibutwardly labeled as bitter by a
dismissive other. In other words, bitterness itefubm the collectively constructed
emotion of anger that is expressed but is not deddpy the intended recipient.

Feminists and psychoanalysts working within tHatrenal tradition emphasis the
importance of relationality and interdependencéhendevelopment of emotional and
intellectual capacities (Poba, 2013). While thissdrtation began by focusing on the
emotional dimensions of critical consciousness hbgreent, the theoretical roots in

feminism and psychoanalysis necessitate this bpledwvith a focus on understanding

relationships. This includes relationships betwaeth among participants as well as the
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relationships between the participants and research key area of tension becomes
understanding what Mitchell (1993) called “The mios¢resting feature of contemporary
psychoanalytic perspectives on self is precisedyciieative tension between the portrayal
of the self as multiple and discontinuous and tfaeintegral and continuous” (as cited
in Poba, 2013, p. 971).

Erika Summers-Effler (2002) offers a useful framewor understanding the
emotions involved in developing critical conscioess. She starts by theorizing the
difficulty involved in breaking from the status ddominant culture. Using women as an
example, she discusses the dependency women fesaid® men both concerning
material resources but also emotional resourae®rder for individuals to break the
dependence on dominant culture, they must havaldevalternative for fulfilling these
needs. Summers-Effler suggests that the emotereay obtained through ritual
interaction and, correspondingly, collective idgntan fulfill these needs. Using
Randall Collins (1990) work Summers-Effler argueet tsuccessful solidarity rituals
involve “...face-to-face interaction, shared emotiarshared focus of attention, and
mutual awareness of this attention. This shifésghrticipants’ awareness from
themselves to the group” (p. 42). Ritual inte@etprovides a number of other benefits
including “...the transient and immediately sharedgam, longer-term feelings of
solidarity toward the group, longer-term individyadriented emotional energy, and an
emotional-energy-loaded symbol of the solidarityriaction” (p. 42). These benefits
combined with the shifting of awareness from selfitoup and society laid the

groundwork for the development of critical consaness.

73



Summers-Effler (2002) then shifts to using theotlgeof Ariel Hochschild to
further explicate the emotional-relational dimensian shifting towards critical
consciousness. Summers-Effler suggests that tbé@ml and cognitive energy
involved in managing feelings, particularly devi@motions, inhibit individuals’
capacity to think critically about the status qudowever, through group ritual
interaction emotions previously labeled by domireottiety as deviant can begin to be
normalized among group members a process, whitheiushifts blame away from the
individual and towards society. This shift in blaereates anger that can now be
consciously allowed because, as a previously utastsieviant emotion, anger is now
normalized through group interaction. Consciousiyezienced anger then opens the
doors for frames of reference related to injusticdevelop because cognitive and
emotional energy are freed when anger becomesniyptonsciousness but normalized
(i.e., no longer deviant). Injustice frames inv®br cognitive reframing of previously
held assumptions and worldviews through relatiomaractions.

Summers-Effler (2002) also argues that the ctiacdion component of critical
consciousness development requires much highesleffemotional energy than the
critical reflection component because the poteftiaharm is higher. She discusses this
added challenge through the concept of hope, whishmilar to Watts and colleagues
conceptualization of critical efficacy. Summerdl&fdescribes how shame and fear are
transformed into anger through high emotional epeigurther, even greater levels of
emotional energy can transfer anger to hope, wikiclecessary for action. The

emotional energy required for this second trans&tion can be facilitated through six
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avenues. First, is the ability to redirect pogitemotional energy from a more privileged
position to the fight for social change in anotpesition. Second, structural level change,
such as a slight increase in living standards taeruate further action for change.

Third, intense interaction rituals, such as women'ssciousness raising groups or
musical communities, can facilitate higher emotlarergy. Fourth, a lack of reward
from dominant culture can increase the capacityotad and gain meaningful resources
from the alternative group. Fifth, a charismagiader can facilitate the process of
increasing emotional energy by functioning as alsynof the interaction ritual. Finally,
intergenerational subculture can facilitate soligahrough widening the alternative
community and providing role models. Overall, SuensaEffler's theorizing around
critical consciousness development provides sp#gifinto the emotional and relational
dynamics involved in the process. However, evemiiero sociological lens cannot
fully account for the intrapsychic process of eroos and critical consciousness
development, to attend to this dimension | turthepsychoanalytically informed
reasoning of Paul Hoggett.

Paul Hoggett (2009) offers a theory to attend nfioltg to the ambivalence
involved in affective commitments to political sjgle. Hoggett suggests that emotions
are fluid and exist on the borders of consciousnesss as a result, what we feel often
cannot be articulated. Currently within the caticonsciousness literature the gap
between critical reflection and critical actiorbisginning to be addressed, but only in
regards to structure. In other words, people dayomn to act on their newly developed

critical understanding of the world because thecstires for them to act are absent or
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limited. While this is an important point to cotier when theorizing the attitude-
behavior gap, it does not adequately address tfahpkogical processes that may be
impeding action. Hoggett argues that a similampinegenon has occurred in the literature
on political mobilization. He suggests, “it wastight that the decision to mobilize was
then based upon a calculation of the benefits tdebiwed versus the risks likely to be
incurred by political action” (p. 80). This resoarmobilization approach to
understanding movement involvement does not adelyuahswer the questions of why
people get involved in causes that do not dirdotiyefit them or have a very small
chance of success.

Hoggett (2009) goes a step further and arguestibead is no “inevitable reason
anger at injustice should lead to political actigp”’ 80-81). He contends, similarly to
Summers-Effler, that some factors, such as injadtames and symbolic resources, may
be mobilized to amend the reflection-action gapthat negative emotions, such as fear,
shame, and despair, may disrupt this process.vémome this disruption Hoggett
suggests using shared emotions to increase agaddy avercome negative and limiting
emotions. Summers-Effler's idea of emotional egerffers an area of expansion for
Hoggett's theorizing in this area. As identifidubae, she suggests that through the
normalizing of deviant emotions through group sarfity and ritual interaction, emotion
can move from its limiting capacity in perpetuatiefjance on the oppressive status quo
to emotions empowering ability to increase the cdpdor critical reflection and action.
However, this form of thinking can be taken toa féris important to also consider that

shared emotions can be limiting. For exampleyesitldies of social movements focused
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on the potential for regressive emotions to drinawcls of people to uncritical actions
(see Blumer, 1951; Smelser, 1963). In theorizirggrole of shared emotions in critical
consciousness it is important to attend to its mitcaEprogressive and regressive
functions.

In explicating the relationship between experiegémjustices and engaging in
action, Hoggett argues, again similar to SummefeiEf2002), for the importance of
community and relationality. Alone an individuahynblame experiences of injustice on
personal fault, precluding an analysis of systecratbblems. However, once in a
community individuals can begin to see that thepezience is not unique and represents
a pattern of systematic and systemic injustice.

Hoggett (2009) identifies a psychological disjumetaften experienced between
cognitions and emotions. This disjuncture may afgeas another limiting factor in
developing critical consciousness. Using climdtange as an example, Hoggett
contends that individuals cognitively understargl ttiveat of global warming and know
what to do to decrease the threat but emotionadlividuals do not connect the threat to
themselves. The development of critical conscieasns rife with opportunities for such
dissonance. At any point in development, the dognibehavioral, and/or emotional
components of the process may be in dissonancgsoBance theorists suggest that
experiencing such contradictions is uncomfortable that we are motivated to resolve
the incongruities (Festinger, Riecken, & SchacgHt®b6). Each experience of
dissonance offers a person the opportunity to nioneard or backward on the

continuum of SPC consciousness development bast#te@rocess through which they
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alleviate the dissonance. For example, to overatmmelissonance of believing that
social change is necessary and the behavior adngaging in social change efforts a
person may shift their behavior (e.g., begin toagrggin change efforts) or change their
attitude (e.g., decide that social change is imptessr unnecessary). The first option
would result in moving towards critical conscioussihile the later options would
results in moving towards the opposite end of tr@iouum. Another likely area of
dissonance in critical consciousness developmentdaaenter on the conflict felt
between dominant culture and the alternative goulure. Again, how individuals are
able to solve such dilemmas will influence theilCS#dnsciousness development.

Hoggett (2009) argues for the importance of beinlg &0 complicate the picture
and take the perspective of others, while stillagagg in action. It is only through this
form of action, which Hoggett calls reflexive aesim, that movement can avoid
replacing one oppressive group with another. Type of action maps closely on to the
theory of praxis put forth by Freire (2000) and MaBar6 (1994) and, thus, the type of
action that ideally results from critical conscinass. Further, the ability to engage in
reflexive action offers a corrective to the regnessapacities of shared emotions as
stated above.

The emotional work necessary for successful adi@nges with the evolution of
the acting organization. Hoggett (2009) suggéstithe early phases, emotion work
often focuses on overcoming fear, turning grieb iahger, or restoring hope... during the
decline phase, emotion work will often focus ondilarg despair and burnout” (p. 94).

This view of emotion expands on the theory of SumEféer (2002), particularly in the
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dimension of managing ongoing critical consciousnédurnout and despair are
inevitable to any social change project so havimgy of dealing with these negative
emotions is essential to a theory of ongoing @itaonsciousness development.
Central to Hoggett’'s (2009) theory is the ideah&flabile natureof emotions.
He states:
...sudden movement from one emotional state to anetftem grief to
grievance and anger and from shame to pride, régplsc The dictionary
definition of labile reads thus: ‘liable to dispéament or change.’ It strikes me
that some, if not perhaps all, emotions have tb#d character. But they are not
infinitely labile. There is no necessary reasongiample, why grief should
suddenly give way to jealousy or shame to spiteé.tBere does seem to be good
reason to believe that many emotions exist in amate and dynamic relation to
others—aqrief/grievance, shame/pride, love/hatepaiefope...| think that in
some sort of way... it is fluidity that provides oofethe conditions of human
agency. (p. 94-95)
This dynamic theory of emotions helps to explam¢motional shifts necessary for
critical consciousness development in Summer-Eéfigreory. Hoggett argues that the
labile nature of emotions is key to understandimrtconnection to agency. In other
words, only through the ability of emotions to skeén limiting emotions, such as despair
and hate, be transformed to empowering emotioms$, as hope and love. Further, the
labile nature of emotions helps explain how progjresgroups can transmute positive
emotions into regressive emotions, such as hatelesghir. This labile nature of
affective states also explains the tendency faicaticonsciousness to never fully be
maintained. In other words, this dynamic prevemrisgbe from maintaining all aspects of
critical consciousness at all times. It then beesimportant to understand the internal

and external influences that move a person towae empowering or more limiting

emotions.
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Involvement in social movement and social chanfgrtsfcannot be understood
strictly from rational and cognitive perspectivas,the critical consciousness literature
has attempted. Instead, scholars must begin terstahd the varying emotions and
relations that drive individuals to develop theaeipy for critical reflection and engage
in critical action.

Consciousness involves the process of acting dlettieg on the world. This
process is affected by numerous external factdng;iwinfluence the types of action
available, and reflection on those actions. Egquaibortant are the numerous internal
factors that the influence the actions engageadhthe understanding of those actions
and the broader world (i.e., reflection). In suniorg cognitions and experiences, such
as exposure to diversity, justice oriented couraed,cognitive and moral complexity can
prime a person to develop critical consciousnétswvever, dissonance and emotional
energy drive the process of development. Emotienalgy is produced through ritual
interactions that also build solidarity and coliegtidentity. Additionally, ritual
interactions and relationality involves the justfiion of emotions previously believed to
be deviant. The labile nature of emotions allowent to shift. Once these emotions are
normalized, they no longer have to be managednigeg additional cognitive and
emotional energy, which facilitates the abilitybi® self-reflexive. This process
facilitates a blame shift from the individual tacggty. In other words, oppression is no
longer seen because of personal deficit but rathersocietal ill. The shift in blame
combined with higher levels of emotional energytsHimiting emotions like fear and

shame to more empowering emotions like anger, wisiclrected at the unjust system.
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The above summary deals mostly with the process@dvied in developing the critical
reflection component of critical consciousnesskel\Watts and colleagues, Summers-
Effler argues for the importance of critical effogaalthough she ties this directly to
emotions arguing specifically for the role of hdffas also supports Mustakova-
Possardt’s argument). Summers-Effler suggestsatiger can be turned to impotence if
emotional energy is low. To facilitate the transfiation from anger to hope emotional
energy must be even greater, a process facilitatesiix different means given above.
Once hope is present, the most complex (emotioaallycognitively) aspect of critical
consciousness can be achieved, engaging in craotein. Opportunity structures, social
justice role models, and invitation to engage itogcalso facilitate engaging in critical
action. Once obtained critical consciousness p@shaintained, a process Summers-
Effler suggests is done through sustained involvenmecritical action and interacting in
a critical community, both of which work as a postemotional energy feedback loop.
While the above points to areas of agreement beteggett (2009) and
Summers-Effler (2002), | use one area of Hoggettsk to further draw on the
processes suggested by Summers-Effler. While igheea almost exclusively for the
role of more long-term, collective emotions or whhé calls emotional energy, Hoggett
offers a useful way to conceptualize transient orarshort-term emotions and how their
shifting labile nature, which results from cogngtigomplexity and dissonance, can also
be a driver towards or away from critical conscimess. | now move to address these
three parts at the three levels of SPC consciogspes-consciousness, transformational

consciousness, and critical consciousness.
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Three States of Socio-Political-Cultural Consciousess

SPC consciousness is a dynamic phenomenon in widchduals may move
forward or backward on the continuum of developmertiscuss pre-consciousness,
transitional consciousness, and critical consciessmas states or levels rather than
stages. These terms suggest movement that is la@hedt times individuals may move
towards critical consciousness and at other timesatds pre-consciousness. Further,
individuals may be at different levels in diversmtexts and/or may exist between states
or have aspects from the three components in diftdevels. In other words, individuals
are not going to exist as a perfect example ofcargystate. Instead, the levels should be
considered as ideal types, which are used to campdividuals and groups and aid in
being able conceptualize the process of development

A handful of classifications of critical conscioess development exist but | have
chosen levels as named by Mustakova-Possardt (200wse terms best capture what |
expect to see at each state, particularly the rang®oil, and dissonance associated with
the middle level. Further, most scholars argueftirree level model of development
(e.g., Freire, 2000; Smith, 1976,). | incorporaiieer scholarly work into theorizing
around each state where appropriate. Like PitnérSakamoto (2005), | argue for three
primary components of each level of SPC consci@asregnitive, emotional, and
behavioral. Itis important to note each of theemains is dynamically interrelated, so a
perfect separation among them is not possiblehodigh each name does not explicitly
state what type of consciousness, it should berstawta | am speaking only of SPC

consciousness. Below | identify the characteristithe three levels of SPC
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consciousness development. For each state, bstaiscussing the cognitive aspects, as
these are often the first to develop. | then movalk about the emotional dynamics for
that state as they seem to play a role in moderaitween the development of reflection
and engaging in subsequent action (Hoggett, 200@n$ers-Effler, 2002). That said, it

is important to note that thoughts, emotions, agltblviors all exists in dynamic relation
to one another. | end by discussing the behavessaated with each level of
development.

Pre-ConsciousnessThe first level of SPC consciousness developmepitdas
consciousness. As the name suggests, in thisgtate is no SPC consciousness.
Overall, consciousness of consciousness is lowttadnderstanding of the effect of
internal and external factors on consciousnesdehdvior is even lower. Mustakova-
Possardt (1998) and Hoggett's (2009) theories botjyest that cognitions and affect are
highly disconnected at this level and cognitivdiabs overall may be quite simplistic
(Reasons et al., 2005).

Cognitive At this level of SPC consciousness individual tias are primarily
focused around issues of survival (e.g., food, wateelter) (Freire, 1993; Smith, 1976).
Watts, Griffith, and Abdul-Adil (1999) argue “resae symmetry is outside of
awareness... asymmetry is thought to result fromdigfgrences in capabilities of group
members” (p. 263). This quote shows the two adtive orientations to injustice at this
level. First, is a denial of the existence of stjce in social structure; denial could result
from lack of contact with others of different sd@gtatuses (see Reason et al., 2005) or an

unconscious block on seeing and acknowledgingticgi$Summers-Effler, 2002). A
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second interpretation of injustice is to acknowlkeddut to blame the victims of
injustice (even oneself) for their plight. Thisdemstanding may continue into early
transitional consciousness.

Individuals who reflect on social problems ofteaka simplistic causal relations
and/or blame problems on a superior power (e.gk, lgod, fate) (Freire, 1993; Smith,
1976). Belief in the just world fallacy- the temdg to trust the world is fair and people
get what they deserve- is strong in this level (¢/&tFlanagan, 2007). This belief has
been associated with blaming the poor for thewragibn and justifying through
ideologies, such as the American Dream, or thraetiious beliefs, like karma.
Individuals do not see problems outside of biolabiecessity and only biological
explanations can sway their thinking (Freire, 1998stakova-Possardt, 2003). Finally,
in the pre-consciousness state individuals areodisected from history and historical
influences and thinking is highly binary (Freir®9B). In other words, there is little
room for ambiguity or cognitive complexity (Reasetral., 2005). At this level,
individuals are not aware of emotional and/or urscoous influences on behaviors and
only mildly aware of the affect of cognitions orethbehavior.

Emotion. At this level, emotions of empathy and dependemcthe oppressor are
common (Smith, 1976). Further, individuals may feberently inferior to those with
more power (Freire, 2000). Other expected feelatghis status include: fatalism,
resignation, apathy, and helplessness (Carlson @085; Smith, 1976). Boler,
Summers-Effler, and Hogget theorize that inhibitieglings, such as despair, hate, fear,

grief, shame, will dominate in this level of SPGisciousness; although, the empirical

84



support for these claims is limited. In this staeral emotions are aligned with
dominant ideology (Jasper, 2011). This level israbi@rized by an overwhelming feeling
that things cannot be changed or do not need thhéeged.

Summers-Effler’'s (2002) model suggest that emotpayg a role in the feedback
loop that keeps people stuck at this level of SBX@Sciousness. In her model,
individuals are driven by the need to attain inseghemotional energy but at this state
individual do not have access to alternative saiofeemotional energy outside of the
limiting dominate culture. Further, for oppressggdups the highly complex and energy
extracting process of managing emotions labeletbagmnt limits the ability to self
reflect and develop cognitive complexity.

Behavior. Individuals at this level do not engage in critigetion. Instead, they
may engage in a few service-oriented behaviorabatmuch lower rate than in the
transitional level. In this state, the overarchoogcern of survival and belief in a just
world decreases motivation to engage in carindharity oriented behaviors. Adding to
the tendency for inaction is overwhelming fatali@freire, 1993; Smith, 1976).
Adaptive behaviors are prevalent at this statet¥y@iriffith, and Abdul-Adil (1999)
discuss the role of adaptive behaviors as “preglasmtisocial, or accommodation
strategies [which] are employed to maintain a posigense of self and to acquire social
and material rewards” (p. 263). In addition, indials at this state may be highly
disconnected from communities of similar sociatugHoggett, 2009). Developing
solidarity to similarly positioned others is onetlo¢ driving forces for the second level of

SPC consciousness.
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Transitional ConsciousnessThe transitional level of SPC consciousness
encompasses the widest variety of thoughts, enmteomd behaviors. It is at this state
individuals begin to transition out of pre-cons@nass and towards critical
consciousness. The transformation is a highly emal process because it involves
significant changes to previous ways of knowing heihg (Boler, 1999). It is during
this level that individuals shed previous wayshohking, feeling, and acting and replace
them with new strategies and worldviews (SummefeE2002).

Mustakova-Possardt (1998) argues, formal operdtibiging is fully developed
at this level, thus thinking can move past the idi@i@ concrete situation and abstraction
becomes possible. Individuals begin to see pattersocial reality and feel their
connection to these patterns (Mustakova-Poss&888)1 Similarly to Boler, Mustakova-
Possardt (1998) argues:

...we also see people with transitional critical adogsness deal with a lot of

internal contradictions. The incomplete decentgancounts for frequent

conflicts between prejudice and stereotypical tingkn some areas of social life,
and the general striving toward establishing megfnirand wholesome

relationships. (p. 22).

In addition, this state allows more connection le&mwcognitions and emotions. The
process of engaging in ritual interactions withitanhy positioned others builds
emotional energy, solidarity, and collective idgnthat function as a driving force in this
level (Summers-Effler, 2002). In summation, thigeleis a time of great change and
turmoil.

Cognitive At this state, individuals begin to see socialigtice but they also

accept the explanations for those injustices asehia power (Freire, 2000; Smith, 1976).
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The result of accepting dominator ideology is “seltl peer deprecation, blames
ancestors, and self-pity” (Smith, 1976, p. 43)thalgh individuals begin to see the
inequality around them, they are likely to blamenttselves or others in their social group
for the injustices. This causes a number of negaisychological consequences, such as
low group pride, low self-efficacy, and cognitivessbnance. Cognitive dissonance
occurs as individuals want to think positively bémselves and of their group but are
receiving negative messages from society and dralie to reconcile this disconnect.
Reason and colleagues (2005) argue that developmtmns state can be facilitated by
exposure to diversity, increasing cognitive andahoomplexity, and the enhanced
ability for self-reflection.

Watts, Griffith, and Abdul-Adil (1999) suggesttbis state, “Complacency gives
way to awareness of and concerns about asymmaedrinaguality... there is a desire to
learn more about asymmetry, injustice, oppressiad,liberation” (p. 263). Individuals
not only acknowledge inequality at this level bugyhvalso move towards an
understanding of injustice, although root causedikely not yet identified. That said,
Montero (2009) argues toward the end of this tteorsl level, doubts about hegemony
and critical analysis of circumstances begin toetigy.

Carlson, Engebretson, and Chamberlain (2006) afmighinking about social
issues starts to center around the question, wiesponsible? As individuals move along
the continuum towards critical consciousness, thay begin to understand personal
responsibility in changing social structures (Wiatein & Sanchez-Merki, 1994). At this

level of SPC consciousness, thinking becomes nmrglex and critical. However,
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thinking is still simplistic in that it generallyhts groups into all good or all bad and the
ability to take the perspective of others is lidifgloggett, 2009). Additionally, in this
state individuals become more aware of their timgkparticularly how external forces
influence their actions and reflections. Through firocess (and the emotional dynamics
identified below), blame begins to shift from tinelividual to the outside (Summers-
Effler, 2002).

Mustakova-Possardt (1998) suggests of the transitistatus, “the striving
toward consistency, integrity, service, and comipasis strong enough to foster the
gradual evolving of a social consciousness orietde@rd positive social change” (p.
22). Individuals trying to resolve feelings of @atval in this stage may move towards
critical consciousness to relieve these tensitimwever, Freire (2000) argues that this
tension could be resolved in other, more regressass. He suggests individuals in the
transitional state (he calls it naive transitivitpuld instead move to a level of fanatic
consciousness where they staunchly accept onlgideeof any issue, whether it be the
new or the old position, the left or right. In thee-sided acceptance of only one form of
argument, individuals deny the possibility of angong in their orientation or any right
in the others-- a position, which is problematiptogressive development. Another
potential move to deal with the tension in thigestaould be to revert to the pre-conscious
level.

According to Mustakova-Possardt (1998) a primanaade in transitional
consciousness is “the birth of problematizing amaeasingly dialogical relationships

with social reality...The successful progressive shedding of contradlististereotypes,
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and prejudices” (p. 22). She continues, a primanjtation of transitional consciousness
is “its lack of systemic understanding, the rest@ilivhich is that multiple social patterns
and pathways of activism may be experienced asuvneming when one is committed
to bringing about positive change” (p. 22). Therefan this state cognitions are
becoming increasingly attuned to reality but thngkstill lacks a systematic quality.

Emotional. Internal forces may begin to move into awaremesisis level but
during this transitional level they may play a stger role. Guishard (2009) suggests that
this level is marked as a time of fear and vulniitgb This is not surprising given the
cognitive processes that are occurring (i.e., bésgmore aware of oppression). Pitner
and Sakamoto (2005) argue that as an individuaksaim understand the world that sees
them and their group as negative they still dasirgee themselves and their group as
positive. This dissonance results in feelingseairf anger, anxiety, and hostility. Pitner
and Sakamoto (2005) suggest “The more an indivigigalf-image is challenged, the
more uncomfortable she or he will feel... challenged threats motivate a person to
want to modify his or her world view” (p. 688). Hewe see the potential for the
affective to drive the process of SPC consciousdegslopment. However, Pitner and
Sakamoto suggest an individual may also respotitetge challenges by desperately
clinging to old ways of thinking. In other wordkg affective component may have a
positive or negative effect on SPC consciousnegsldement.

Another important affective process in the trapnsisil status is what Freire (2000)
and Fromm (1994) label the fear of freedom. Acowdo Freire (2000), “freedom

would require them to reject this image [dependancthe oppressor] and replace it with
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autonomy and responsibility. Freedom is acquingddnquest, not by gift” (p. 44). In
other words, individuals are afraid of the strugahel change required to reach an
alternative way of being and interacting with otheAlternatively, Cho and Lewis
(2005) argue that this process could be more attydabeled as fear of radical loss.
Individuals are not afraid of freedom but rathethdd initial feelings of loss required to
cast aside traditional ways of thinking and feekvigch make up the self.

As Freire recognized, overcoming fear is a majep st this transformational
stage, a view shared by Jasper (2011) and Hogg@®)2vho contend that it is not
simply fear that must be overcome, but rather sfiamed into an emotion that increases
the ability to engage in critical action. Similgrbther limiting emotions, such as grief,
shame, despair, and hate must be transformedadtit@ng emotions such as, grievance,
pride, love, and hope. This may take place foumlmer of reasons, including a moral
shock, development of shared feelings in a commpoitincreased alignment between
cognitions and emotions.

Summers-Effler (2002) suggests a theory for thic@ss. She argues that
limiting emotions like shame and fear can be trarmséd into more empowering
emotions through emotional energy. Emotional epeemn be obtained through engaging
in intergroup relations that involved ritual intetians that build group solidarity,
collective identity, and normalize emotions prewlyudentified as deviant.

Boler (1999) argues the struggle to unbind theesenself from dominator
ideology involves a feeling of extreme change &vipus ways of thinking and feeling

are critically interrogated. This change may catseng emotional reactions, which
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must be attended to if individuals are going totoare to develop towards critical
consciousness. Further, alternative ideologies neydace the previous ways of
thinking.

Behavior. Although individuals begin to see injustices, tladso feel as though
they cannot change them, and adaptive behaviotsaeralthough they may begin to be
guestioned. Alternatively, individuals at this statay begin rejecting all behaviors
associated with the dominant culture (i.e., relgaist dominant culture). This can
become problematic when it includes dismissal eépitally beneficial behaviors, such
as engagement in educational settings (see ValenZig99).

In this state, some individuals may begin to tatt&oa to help others. However,
this action is rooted in caring or charity, nottjos (Wallerstein & Sanchez-Merki,
1994). Cipolle (2010) distinguishes among typeses¥ice by arguing charity is “it's
mainly about me”, caring is “it's all about thenaithd social justice “we need to work
together” (p. 48). In the transitional level ofGPonsciousness, engagement in social
justice oriented behaviors is relatively rare. Aiddally, individuals at this level may
begin to join communities of similar others. Thehhvior of joining a community affects
emotions as individuals may begin to develop sharedtions that promote engagement
in action (Summers-Effler, 2002).

Critical ConsciousnessThe last status on the continuum is never fuligiaed,
but instead may be conceived as an ongoing pratessving towards critical
consciousness. This level is characterized bicaliaction, critical efficacy, and critical

reflection (Watts et al., 2011). In this leveldimduals feel strong overlap between
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thoughts, emotions, and behaviors because indivitaee successfully navigated the
dissonance felt at previous states by moving thidhgm progressively. As stated
above, this dissonance can also result in indivgdoving backward on the continuum
of SPC consciousness. Mustakova-Possardt (2094 )o$aritical consciousness it “is a
precarious balance between mind and heart, whereseaives as a corrective to the
other, as a result of which the faculties of ldugowledge, and will function in relative
unity” (p. 260). This stands in contrast to theiglons and contradictions occurring in
the previous levels. The increased overlap betwegnition, emotions, and behavior
means that the divisions presented in this seetierbetter understood as three concentric
circles that become increasingly overlapping amdividual moves through the levels of
SPC consciousness.

Cognition. Critical reflection involves understanding howteyss of oppression
operate including the ability to see “system aseaand “contradiction between
rhetoric” in addition the ability to “generalize®m one oppressive system to another”
(Smith, 1976, p. 43) while being sure not to oveneyalize and assume different types of
oppression are overly similar. At this level, wmiduals also begin to become aware of
these assumptions and how they shape their intatjame of reality (Freire, 2000). This
involves uncovering external and internal drivefrthoughts, behaviors, and emotions.
This process is part of what drives the consisteri¢iiese dimensions of critical
consciousness. In short, critical reflection imad the unveiling of oppression. At this

level the awareness of oppression should begiddeeas both the intersection of
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different forms of oppression (Moane, 2010) anditierworking of oppression at
multiple levels (Prilleltensky & Gonick, 1996).

At this level, individuals gain a historical undensding that connects them to
both histories of oppression and histories of tasise to oppression (Freire, 2000; Watts,
Williams, & Jaggers, 2003). Individuals can onlgva from the transitional level to
critical consciousness when they can imagine atanes to the current unjust reality and
area aware of the possibility of change (Moane020Further, individuals believe they
can change the current reality into something ndesgrable (i.e., political efficacy)
(Diemer & Li, 2011). Watts, Diemer, and Voight (20 argue political efficacy involves
an internal component or belief in oneself to aresatcial change and an external
component that involves belief in structures treat be changed. These characteristics in
part drive the critical action component of criticansciousness but are also intimately
tied to the emotional dimension.

Critical consciousness also involves an enhanoea & critical thinking,
including: truth seeking, open-mindedness, anabiilts, and mature judgments (Watts,
Abdul-Adil, & Terrance, 2002). Further, individgah this status become increasingly
comfortable with ambiguity, which keeps individualsay from fanatic consciousness.
In other words, individuals that are able to deghwlissonance without turning to
simpler ways of understanding and acting on thddu@e., moving backwards on the
continuum) are able to deal with the complexityleff inner and outer world in a way
that allows for all aspects of critical consciousn& develop (Hogget, 2009). This

process is also facilitated by emotional dynami€sr example, Summers-Effler (2002)
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argues that shame or fear can be transitionedgeramd then hope through high
emotional energy. Itis this hope that allowsdagagement in critical action.
Alternatively, shame, fear, and/or anger can hesftamed into a feeling of impotence,
which does not allow for critical action, througivi emotional energy.

A key striving of this state is what Gramsci callgoessimism of the intellect,
optimism of the will.” In other words, a personvaps the ability to be a critical
intellectual, meaning they are open minded but afdg accepts information that is
accompanied by a strong argument and persuasiderag. The second part of the
guote deals with the emotional dynamics of thilgas injustice frames are formed and
a fuller picture of unjust reality is built a persmust also have the “optimism of will” or
ability to act and persevere in the face of alnsesimingly certain failure.

Emotion. The affective dimension of the final state of SE¥@sciousness
involves rejecting negative images and stereotgpesreplacing them with pride in
previously marginalized identities (Freire, 200@arlson, Engebretson, and
Chamberlain (2006) argue, as individuals begiretdize their responsibility to act they
initially feel sadness but then, as they learnnason alternative futures, the primary
emotions become hopefulness. Summers-Effler alggests that hope is one of the
most central emotions to critical consciousnes®lbgment because it allows for
engagement in critical action. Guishard (2009)esisks a tension in the affective
dimensions of social change, stating “grievancgeanand frustration are often discussed
as key motivating emotions to engender activisnt’ibtnis study he found “the

foundation of the... critical consciousness was igsat love and concern” (p.101).
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Mustakova-Possardt (1998) makes similar argumegarding the centrality of love to
engaging in critical action. Evidence seems t@supthe role of love and other positive
emotions in this final state of SPC consciousnass| am not convinced this is the full
story. Working to create change in often seeminglghangeable systems is emotionally
guite taxing and not exclusively positive. FurtHeve may just be serving as a proxy for
solidarity and collective identity, two key compaoite of this level.

Summers-Effler (2002) suggest that the emotionslied in engaging in critical
action must be much stronger than those involvetkireloping critical reflection. This
is because the potential negative consequencésginer for critical action than for
critical reflection. She argues that the emotiarargy gained through ritual interaction
iIs not enough to engage in action (this proceksdsout in previous sections).

Hoggett offers more theoretically specificity fasva and why emotions may shift.
Hoggett (2009) argues that efficacy and emotionranmmately connected. He contends
that the shift between limiting emotions (e.g.,mbahate, despair) to empowering
emotions (e.g., pride, love, hope) increases idd&i action to affect change. Although
Boler (1999) argues that anger is a likely factomiotivating political action, Hogget
argues that anger is not enough. Anger when caedbaith other motivators’ leads to
action. Jasper (2011) offers a process throughiwémotions might lead the way to
engagement in critical action. Emotional liberatar the shift from limiting emotions to
empowering emotions and the simultaneous rejectidghe dominant paradigm is likely

a key factor in the this last level of SPC conssimss. This process mirrors Summers-

95



Effler argument that deviant emotions must be ntimed and shared before one can
fully develop into critical consciousness.

Behavior. The primary outcome desired through the developrme8PC
consciousness is involvement in critical actionatw, Griffith, and Abdul-Adil (1999)
argue adaptive behavior decreases during this,lagehvolvement in critical action
becomes an established component of self. Whatlgxauntsas critical action has
been heavily debated. Some critical conscioussgssiars have used voting as a proxy
for critical action (see Diemer & Li, 2011). Howey critical action involves a much
wider range of behaviors. Following the birth déntity politics the nature of critical
action has changed. Development of positive atadlradtive identities and cultures has
been an increasingly important part of social moset® in the United States (e.g.,
Bernstein, 1997).

Critical action should also strive to create siystgc and/or institutional change
as well. Involvement of this nature might inclutteating alternative communal based
settings and organizing protest and/or boycottsha®iors, such as lobbying and
advocacy might also be considered a form of actibime role of traditional government-
based change actions is a hotly debated issuewvatt@demia and activists circles.
Evidence seems to suggest that some radical ingilgdparticularly youth, have lost
faith in the formal governmental apparatus of cleaagd thus no longer participate in
them. Given this, it is important to expand thé&rdion of critical action to include
alternative systematic behaviors (e.g., protest)iaterpersonal and cultural oriented

behaviors (e.g., interrupting oppressive language).
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Watts and colleagues (2011) suggest that it is rtapbto note the factors outside
the individual impact whether a person does or am¢€ngaging in critical action.
Structural opportunity and invitation to engageation are both important factors.
Engaging in action is hard enough, without havimgpbk desperately or even create
opportunities for action. That said, someone bagotthrough the process of creating
opportunities for action so this is an importaninpto consider when working with
individuals that already possess a high level ical consciousness. Further, the
presence of role models and structures that proawtien make engaging in critical
action more likely (Reason et al., 2005).

Once the critical consciousness level of SPC consaess is developed,
maintenance of this level becomes important. Sursiaéfler (2002) suggest that
sustained involvement in critical action and aicaitcommunity are necessary to
maintain the high levels of emotional energy neagst maintain critical consciousness.
Reflecting on these actions through praxis is atsamportant aspect of maintaining
critical consciousness. Summers-Effler (2002) ssgythe process of continued
engagement functions as a positive feedback lo@mattional energy through the
interaction rituals and collective identity invotien critical community and associated
critical actions. Interestingly, the ability foctavists to define almost any action as a
“success” is important to this feedback loop. Wbcial movement scholars have been
arguing over what “counts as success” (see Gani€8t,; Piven & Cloward, 1979) it
appears that for the sustained critical actionpoalnany outcome should be labeled as a

success. So, while achieving social justice isotherarching goal, the outcome of
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building community and collective identity must laeled as success to maintain
member involvement. Moane (2010) suggest thatligleatical action is being taken at
multiple levels. Because oppression exist at ipleltievels effect action must address
oppression at these different junctures.

Overall, critical consciousness involves a preagibalance between self and
group, positive and negative, realism and optimna, reflection, action, and behaviors.
Critical consciousness can be understood throygigtto comprehend the tensions
involved in its development and maintenance. Haland out my understanding of SPC
consciousness development | now move to the desitins study. In the next chapter, |
address the primary questions of the dissertatointlae methods that | used to address

these questions.
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Chapter Four: Research Methods

A central organizing principle of Community Psyabgy has been the call to
understand people in context. Seminal works, sgchrickett (1996), call for the
necessity of contextualized knowledge that atteadsstorical and environmental
factors. In this model of studying psychology,iinduals are seen as embedded in a
particular society, culture, community, neighbortipand/or family at a particular
moment in time. This orientation to knowledge prctibn counters that from the current
dominate positivistic paradigm in psychology.

Psychology, for the most part, has been concenmbdsearching for universal
human tendencies. The goal has been to remowtiiext as much as possible by
utilizing experimental methods and statistical colst This has provided the field with
invaluable insight into individual psychologies bnése highly controlled environments
do not adequately reflect reality. The knowledgegain from experiments is only one
way of understanding reality.

Burton and Kagen (2005) argue that the generaktandwithin psychology to
concentrate on experiments and hold onto belieturrality have created a socially
irrelevant science that holds back a psychologiydbald be more focused on human
liberation. Critiques such as Burton and Kageu, artin-Baré’s (1994) similar
position on the limitations of this paradigm, hdeen informed by Latin American
Community and Liberation Psychologies. A parall@igque has sprung up in

Community Psychology in the United States. Earticalators of this position,
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Rappaport, Trickett, and Kelly, called for an irese in studies that look at people in
contexts and try to understand how the person awdomment interact.

To get at the complexity inherent in context regsiia new orientation to studying
psychology. This new lens requires researchelsotocloser and deeper. The quest for
generalizability is replaced with a concentrationtioe small-scale and local. Qualitative
approaches became the methods of choice for rémzarconcerned with contextualizing
knowledge. Advocates for the use of qualitativeéhods in Community Psychology
include, Prilleltensky and Nelson (1997), Stein dMahkowski (2006), and Trickett
(1996).

In addition to the contextualization of knowledygealitative methods, offer other
advantages to community psychologists. Prilleltgreskd Nelson (1997) argue that
working towards social justice is a primary valoe Community Psychology.

Qualitative methods, particularly those that ineoharratives, have the capacity to aid in
the change process by facilitating the spread @fipusly marginalized voices
(Rappaport, 1998). Memories and stories can besdalvforces for change in that they
build identity, emotion, and memory and they cubas multiple levels linking the
individual and the social (Rappaport, 1998). Areothdvantage of contextualized,
qualitative methods is their ability to get awagrfr explanations that blame the victim.
Trickett (1996) explicitly states that the tendeteyplame the victim occurs because of
acontextualized knowledge. When you start to aergihe effect of environments on
people it becomes more difficult to blame indivitbufor their situation. However, for a

project committed to critical consciousness anaiprajualitative methods are not

100



enough. Therefore, | root my inquiry in the tramtitof participatory and action forms of
research (see Brydon-Miller, 2001). Instead ohewgng the intervention my inquiry
serves, | am proud of the fact the interviews Idrart are likely to further stimulate
critical consciousness development in the partida-urther, the goals of this
dissertation include the advancement of progressieeal change.

In this dissertation, | have also tried to integraspects of participatory research
methods into the study. | have sought participgmit in resolving complex ethical
dilemmas. Additionally, my preliminary researchaggarticipant observer allowed me to
integrate participants’ insight into the developmeifrithe dissertation’s methods and
theory. Finally, | did not view my research pagants exclusively as a form of data.
Instead, | invited participants to help me theotlze processes under study.

This study’s roots in social action, participataapd qualitative forms of inquiry
are carried into my methodological commitmentsaatous levels of the project. Three
of the levels occur with every Girl Power courséhwny research being an additional
level unique to the quarter | observed. | identifg usual three interconnecting levels as
the classroom experience, the rap sessions experiand the mentor experience. The
classroom experience consists of the activitiestaslissions facilitated by the
instructor and the reading and writing studentgutside of class to prepare for
classroom sessions. The instructor integrates ragpgcts of Critical and Feminist
pedagogies into the course. The mentor experiexises as a sort of intermediary
between the instructor and students enrolled ircépstone. The mentors have

previously taken the course and been identifiethkyinstructor as students highly
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committed to the goals of Girl Power and as hawarggh level of feminist

consciousness. The quarter that | observed had thentors from previous classes. One
individual had mentored for the course multiplegsrand two mentors were new to the
experience. The mentors received additional sugpmn the instructor through weekly
meetings, which | also attended. The mentors@iseided additional support to
students. At the beginning of the quarter, thelesis in the course were divided into
three mentor groups, which met for one hour oflasg time per week to discuss the
week’s readings and discuss issues students meghaving with the overall class
experience (I attended the same mentor group thauighe quarter). The mentors were
also in charge of reading and grading the reflegtiapers for their small group.

Another level of the project is the community engiagnt component of Girl
Power. All capstone students are required to gothre community, in groups of two or
three, and conduct rap sessions with a group déadent girls. These rap sessions,
which drew on focus group methodology and consciess-raising groups of the second
wave of feminism, take different forms, dependimgloe facilitators and the participants.
The Critical and Feminist pedagogies modeled irctassroom are encouraged as a way
to conduct the rap sessions. In other words,apesessions are driven by the adolescent
girls’ experiences with capstone students’ workimgrepare multiple activities for each
session. Every session is audio recorded andctibed by a capstone student. The
classroom and rap session levels of the course tage¢her in the production of the
Zine, the final product of the course. The coutisdes the transcripts from the rap

sessions by theme and each student has a numihenaods in which they create pages
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for the Zine (see Appendix E for an example pagsged on the words given to them by
the different rap session groups. The commitm@quilitative research is present in the
use of the “data” from the rap sessions to createsZ Action and qualitative methods
are connected in that the rap sessions and thecdmeine to provide an arena for
adolescent girls’ voices. Finally, both the classnoand the rap sessions are participant
driven.

My similar commitments to action, qualitative resda participation, and the
intersection of these three areas facilitated nggration into the Girl Power project.
While I was involved in most aspects of the prgjety research questions helped to
focus my attention. The following questions guidee dissertation:

1) How are emotionally and relationally significagitl Power experiences

related to of socio-political-cultural (SPC) cormesness development?

2) What tensions arise between the dominant cu#tndéor significant others’

values and the values of the Girl Power capstodehamw do these tensions move

individuals toward or away from critical conscioess?
Finding the Setting
As | began searching for a locafmmnthe dissertation, | was
interested in a setting that would be an idealr@mment for critical consciousness
development. According the to the literature thaild require a setting that utilized
service-learning and Critical Pedagogy (Landrentaal.e2007; Reason et al., 2005). |
was also interested in a setting that utilized FeshiPedagogy because of its connection

to emotions and relationships (Boler, 1999). hiifeed the Portland State University’'s
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University Studies program as a fruitful startingm for my search. | was particularly
interested in the University Studies senior capstayurses because they combine
community engaged learning and aspects of CriRealagogy. | met with various
members of the University Studies faculty, inclglthe Assistant Director, to discuss
the courses they thought best represented my se¢iag. A course that came strongly
recommended, by all sources, was the Girl Powestoap. After meeting with the
course instructor and sharing with her my actiomeotments and use of qualitative
methods we worked out a plan for me to observésine?ower course.
The Girl Power Capstone

The Girl Power senior capstone course is one olotigest running and most
successful capstone courses at Portland State tditweGirl Power is a one quarter
class worth six credit hours. The course contmntterdisciplinary in nature but does
concentrate on understanding issues of gender sgpre particularly those related to
adolescent girls. The syllabus for the coursernigss it as an advocacy project-in-
progress focused on connecting “Women’s Studieslac$hip in the academy with
praxis in our community.” The instructor is higldgmmitted to Critical and Feminist
Pedagogies and utilizes aspects of each, includmeck-ins and check outs, group work,
discussion, reflection, praxis, connecting with coamity, linking the personal and
political, teaching the intersection of social itiges, and a focus on voice.

Class time is spent building community through\atiéis, such as daily check-ins
and practicing skills necessary for conductingdbevice-learning component of the

course (i.e., rap sessions). This practice inwbta@ng self-reflection and activities, such
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as identity mapping, which facilitates student’digbto understand how broad socio-
political structures influence them and the adaasgirls they work with in the
community. Logistics of setting up the various coamity partnerships, making the

Zine, and reporting to the class on rap sessioms wenajor topic of discussion in the
course. About one hour a week is spent in mentmrgs where students discuss subjects
such as, internalized oppression and how it cauajgbict working with adolescent girls.
The mentor sessions also allow for time to diseuskreflect on the course material,
which includes the tex$Sirls StudiesandReviving Opheliand research articles focused
on feminist scholarship about teenage girls, faposips, and Zine publishing.

The community engagement component of the cowsetudents “coordinate a
series of *rap sessions* with local teen girls abmurent issues in their lives” the
syllabus continues “we will use these group corat&ras to encourage the girls to
become part of our Zine project - where they wett, and publish a grassroots, mini
-magazine with our class.” The rap sessions keefticus groups that at least two class
members co-facilitate. The focus groups bring tiegiethe class participants and teenage
girls from a variety of local organizations. Tloefis groups allow teenage girls a space
to talk about what is important to them and expthes voice.

Preliminary Research

After locating the course, | engaged in prelimingggearch by becoming a
participant observer in the capstone. My roleasi@pant observer allowed me to better
describe and understand the experience of thearapstudents. | was also able to build

rapport with the capstone participants. The olsens aided in my development of the
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methods and theory for the dissertation. Througtpreliminary work, | learned that
interviews would be necessary to truly get at sttglemotional responses to the course.
Additionally, the observations aided in the consfian of the interview guide. More
information on the course and my experience astacipant observer is presented in the
next chapter.
Participant Observation

Participant observation is a method of data cbtbechat allows the researcher to
use her or his knowledge and experience in thangdti aid in the collection and
analysis of events (Kidder & Fine, 1997). As atipgrant observer, | wrote field notes
during the observation of class time, during memeetings, and following rap sessions
| co-facilitated. The field notes primarily focused my reaction to the course material
and discussions. Because reflections and dialagrienportant aspects of a Freirean
model of education and critical consciousness dgveént, they were a fundamental
focus of my observations (Freire, 2000). Yet,ltdtent level of analysis goes beyond
what is spoken. Along with recording the verbaateons of capstone participants |
attended to the bodily reactions of students. kangle, | noted if participants were
shifting uncomfortably or nodding in agreement.

| gained access to the setting by meeting withribguctor and discussing my

dissertation with her and what my role might loidelif I was to engage in participant
observations during the capstone. We decided uldvmake sense for me to be a true
participant observer. In this role, | attend &dllss meetings, did the course readings,

engaged in mentor sessions, participated in calisseissions and activities, and
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conducted Rap Sessions. During these times kaigbfield notes, recording important
discussions as well as my and others reactiorteetodurse. The class is a very intimate
setting and involved a great deal of personal sgarDuring the more intense
discussions when students shared personal stbdiesnot take field notes. | did this to
respect the situation and so | could offer the qqeray full attention.

On the first day of the course, | told students twiveas studying and why |
choose the Girl Power capstone as the setting yodigsertation. The students seemed
genuinely excited about the opportunity to paratgin such action-oriented research,
consistent with Stein and Mankowski’s (2004) argatitbat one of the primary reason’s
individuals choose to be involved in research ihtp others and help science” (p. 23).
Although this study does not meet the full critexfaa participatory study, | offered
students the opportunity to have input into theaetigyment and interpretation of the
study. Additionally, | tried to constantly find ws&that | could give back to the capstone
community. For example, | offered to meet withdetts after the capstone and talk with
and/or assist students interested in graduate sahdéor research.

| felt that my presence in the class aided inréipgort | built with students, which
was necessary to conduct interviews that were geitsonal and occasionally sensitive
in nature. Further, my commitment to the safetthefspace and my shared commitment
to valuing women'’s voices (a major goal of the Gower capstone) drove aspects of my
methodology. | worked with capstone participantsd-develop the informed consent
process and form (see appendix F). Further, myngitmment to the participants

continued in the form of obtaining their input arious points throughout the research
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process, including: reviewing interview transcrigtgl sharing findings with them. In
line with participatory research, | not only ackredge the role | have in the setting but
embrace it (Tolman & Brydon-Miller, 2001).

My role as participant observer was also bendfinighat | went through the
same experience as my participants, which helpepigpe me to interpret the findings of
the dissertation (as suggested by Adler & AdleB7)9 Additionally, formalizing my
experiences in the course offered an additionaitpaficomparison. Such multiple roles
are often viewed as a strength in participatorjoaatesearch (Tolman & Brydon-Miller,
2001). The complexity of the situation allows focieased critical consciousness for all
involved parties and for my understanding of thiscess. While this complexity and my
research methods precluded my ability to make candeeffect claims regarding what
did or did not cause the development of criticalsmousness, | am not limited in my
ability to gain an understanding of how particigaexperienced the process.

Interviews

| chose interviews as a method of data collectieralise of their fit with the
gualitative research questions posed in this desen. Semi-structured interviews are
ideal for phenomena that are personal and/or con{pte Smith, 1995), such as critical
consciousness and emotions. Further, this disgerteentures into the understudied
area of emotions and relationality in critical coinsisness development. Because the
study sought to increase understanding in this domaa interview strategy that allowed
for some openness and depth of probing was negeskaerviews also allow

participants to have a one on one conversation tvéhresearcher that are less directly
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affected by group dynamics. Further, interviewsvalthe researcher to probe topics that
participants might not want to discuss in a groefbirsg.

These interviews were semi-structured in naturefaagsed around
understanding participant experiences in the cotineg affective transformations, and
how their thoughts, feelings, and/or behaviors hehanged post capstone. Memories
that are emotionally significant are more readdgalled than memories that are not tied
to emotions (Haaken, 1998). Further, memoriesdh@atssociated with emotions tend to
be stronger (Haaken, 1998). This reflective desifgred a multitude of advantages for
the issues of concern in my dissertation. Fiogiking back on the course students are
likely to have a better understanding of the momeanid experiences that had the
strongest impact on their critical consciousnesb@ment (Landreman et al., 2007).
Hochschild (1982) uses symbolic interactionismuggest that the initial performance of
an emotion for others (such as occurs in an emalfypavocative course) is superficial
and involves surface acting; it is only later ttied initially performed emotion may
become a more substantial emotion that involvep deting. Second, by asking
participants to engage in reflection and discuss thvolvement in action | am
continuing the circle of action and reflection tbanstitutes the core of praxis and
process of critical consciousness developmentetbiex contributing to the action
component of the dissertation. Third, by utilizihg time lag between the end of the
course and the interviews | was better able tadtte lasting impacts of the course and
begin to explore the connect (or disconnect) betvrelopment of critical reflection

and involvement in critical action. Fourth, théeirviews that are necessary to get at the
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issues of interest in this study are relativelyspaal and sensitive. It is unlikely that |
would have been able to conduct (and be confidenty results) this type of interview
without the rapport built through my participationthe course. The design of the study
does not allow for complete confidence in the cedrsing the only or even primary
cause of critical consciousness change but byrrgdkie interview in discussing the
course and the associated experiences, | aim $e jpait what aspects of the course
participants identify as contributing to their SB&hsciousness development.

After multiple attempts and contact through emad @hone over a two-month
period | ended up with 10 participants. Intervidasted between 45 and 90 minutes. |
asked patrticipants to bring in copies of artifgmsduced from the course for example,
reflections, Zine pages, or artwork. Having thedsnts bring the artifacts grounded
them in the capstone experience and their affecti@etions to that time. The use of
artifacts served a projective function in helpitigdents express the more affective
dimensions of the course without being specificalgmpted. | also asked participants
to discuss their capstone experience more diretttpnstructed a timeline (see appendix
B) of important course events from my field notaed dasked participants to talk through
their emotions at different points in the coursegshe timeline. | also amended my
interview protocol after my first few interviewséhad participants write down emotions
and or faces on the timeline as well. | begannterview very generally by letting
students talk without much guidance and then méegatompt for more specific

information about their experience.
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The order of the interview guide (see appendixsAjesigned to start with very
general questions regarding participants’ expeaendsirl Power. The first question is
open to allow patrticipants the opportunity to dssthe aspects of Girl Power that were
most meaningful to them, without being initiallyopnpted by more directed questioning.
The second question involves participants in agseof projecting their course
experiences onto artifacts they produced in thesao(e.g., Zine pages, reflection papers,
and/or art). After this the questions become niocased as | provided students with a
timeline of events in the course that my field sdtedicated were significant and/or |
theorized might be noteworthy.

In question four, | moved to begin discussing SBsciousness directly. | did
this by introducing a quote that the instructorduea a regular basis throughout the
course and asked participants how they understenduote. Again, | tried to start with
an open question before probing students morefggalyi. In question five | began to
probe more directly into how participants underdt&®C consciousness, | use the
language of feminist and social justice consciossr®cause this is what was introduced
and used throughout the course. When going thrthiglguestion | asked students to
relate this growth to specific course experiences.

At question six the interview changed in naturdteAallowing participants to
talk openly about their experiences in the coursb3PC consciousness | moved to ask
more specific questions based on my theory of SitSaousness development. | began
by asking students why they signed up to take tineP@wer course originally. Next, |

included a question designed to investigate thetiemad energy in Girl Power. | then
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asked about collective identity and community magistone, as my theory predicted in
order for critical consciousness to be maintaineaghgement in a critical community
must continue. Question nine asked directly apadicipants’ interpretation and
reaction to popular culture following the Girl Pava®urse. Question 10 offered
participants the opportunity to address my progects directly by asking them if they
think Girl Power “works” in creating critical conseisness. The next few questions ask
specifically about different aspects of the coubse the instructor, mentors, and my field
notes suggested might be important to ask abouestipn 14 asked students directly if
they felt any conflict between what they were |l@agnn Girl Power and other aspects of
their life. | concluded the interview by askingaents if there were any significant Girl
Power related events, which had not been discussedducted a practice interview
with one of the mentors to fine-tune the orderind &anguage of my interview guide.
These interviews served as the primary data anaffprethis dissertation. The
interviews were audio recorded and transcribederAdach interview, | sat down and
wrote a reflection of the interview and tracked sujpjective responses as well my
developing understanding of the phenomenon. Arergrdduate research assistant and |
transcribed the interview verbatim using Expresso®c | then listened to each interview
while reading the transcript and adding potentiatiportant emotional responses (e.qg.,
sounds unsure, laughing, increases in volume, pauséope that by both asking
students to talk about emotions and looking foctieas that may indicate an emotional
response | was better able to gain a picture oéthetional and relational processes

involved. Only when the transcripts reached téiel of detail did | begin the process of

112



formal analysis, detailed below. The level of senption originally included pauses,
tone changes, and verbal cues (e.g., laughingghahere included in double
parenthesis. When presenting quotes from partitspghese notations have been
included only in the quotes where | use them taraitie interpretation of the quote.
Additionally, italics represent participants’ empglsgunless otherwise noted. | felt it was
important to include this level of detail in thartiscriptions because of my focus on
emotions, which are not always conscious or reattigulated.
Sampling

| selected the course using criterion samplingpshg a course ideally designed
to develop critical consciousness. | contactedaistone participants multiple times
through email and phone calls. Ten capstone stsidere interviewed. Of the six
women that were not interviewed four did not regptmany of the prompts and two
initially responded but never got back to me withds they were available, though |
prompted responses by email and phone multiplestintieis hard to know why these
students choose not the respond or follow up witrequest for interviews. Some
students may have been or felt too busy to make pianticipate in the study. Of the
non-responders, three were individuals that wdedively reserved during the course.
This finding is based on my observations and thtehot make inferences as to why
this subset of students chose to participate letbsedy in the course.
Ethics, Confidentiality, and Informed Consent

Serrano-Garcia (1994) defines ethics as a theatyhdps a community clarify its

values. Traditionally sub-fields of psychologygie Clinical and Social Psychologies)
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have relied on a professional code of ethics d#edtby the American Psychological
Association’s (APA) code. This code was develoipetthe language of client-therapist
model, traditionally used in clinical psychologytsegs (Trickett, 1998). The language
thus suggests that the relationship between résgaaad research participant mirrors the
client-therapist relationship with information flavg from the client to the “objective”
therapist. While this paradigm may be sufficiemtdocial psychologists working in a
controlled laboratory setting with individuals stinsufficient to deal with the issues
faced by community psychologists.

Complicating the ethical issues faced by commupstychologists is their work
with whole communities of people, as opposed tokwmgrwith individuals. Further
complicating the issue is the tendency for comnyupstychologists to strive for a two-
way flow of knowledge between researcher and ppatits. This adds numerous
avenues for potential value conflicts. My commit® participatory methodologies
and my research participants leads me to integjnata into the research process. |
integrated the participants’ values into the infechtonsent process. As the nature of the
course is quite intimate and sensitive but focumesloice, constructing the informed
consent process was complicated. To use theitaditanonymity or keeping
participants identities concealed and a responseaieified, protects students, but also
deprives them of their voice. On the other haodllow participants to attach their name
to their responses puts them at potential risk ez af the sensitive and intimate nature
of some of the material. Because of this conundgiudiscussed these various options

with the class and we decided that everyone woukitheir own alias, which is what the
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adolescent girls participating in the rap sesstmsBefore each interview, | went over
the informed consent document with students andioéd participant’s signatures and
chosen alias.

Additionally, | allowed students multiple chand¢egseview the research. Each
participant had the opportunity to review theiriindual transcription to make any
additions, clarifications and/or remove any matddah to be objectionable. That said,
no participants chose to make any changes to tbheviaw transcript. In addition to
increasing the trustworthiness of the study (Gubar&oln, 1985), involvement in the
research process offers an additional advantaghdqparticipants. Many of the students
in the class were interested in research and gradgaool but are limited in their
knowledge of these issues. Involving studentb@sé various aspects of the research
offered the opportunity for them to learn more almualitative research and some of the
aspects involved in obtaining a graduate degree.

My findings do not include a biographical sketchrsammary of the individual
participants. As | was analyzing the data and gmieg to write the findings sections |
began to have concerns about participants’ contiiglég. It is important to me to share
my results with the Girl Power community, but | wied that participants’ could be
identified based on the personal nature of the thattawas shared in the interviews. To
prevent this possibility | do not include full im#ew transcripts in the dissertation
document. When a particularly personal or serespiece of data is essential to the
understanding of my analysis and/or findings, ldhaacluded said data but | have either

omitted or changed specific details (e.g., locat)dn ensure the narrative is not lost, but
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remains unidentifiable. This concern also limitg ability to discuss how participants’
race, class, and/or sexuality may have influenbed experiences. Additionally, my
ability to discuss this aspect of the findings b&ya certain level of depth was inhibited
by the low number of participants’ | have in anyeatemographic category. At times
when it is important to the analysis, | might stidiat a person is a member of a
marginalized community, besides being a woman] it not state what specific
identity | am referring to. While limiting, | behe taking these precautions helps
maintain participant confidentiality and it keeps from overstepping the claims | can
make with this limited sample size.
Data Analysis

| analyzed the interviews using Carol Gilliganistening Guide (Gilligan et al.,
2003). The Listening Guide provided a helpful ge&l tool for the dissertation in a
number of ways. First, the Listening Guide wasaligwed through a process very similar
to the capstone course. Gilligan and colleaguesldped the guide through their
research with pre-adolescent and adolescent gpésifically focusing on their voices.
This process mirrors the structure of the courseha capstone instructor and mentors
facilitates activities focused on increasing wonsesccess and comfort in using their
voice and then the capstone students go out ietocdmmunity and do the same for
younger women. Second, Carol Gilligan’s theorywofnen’s development offers a
unique understanding of how women and girl's exqrere, particularly concerning moral
development and how it relates to relational dyramiThird, the Listening Guide

accounts of this relational sphere by rooting ttterpretation of qualitative data in the
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relationship between the researcher and participahis method of collecting and
analyzing qualitative data values participants &@ad the relationships involved in the
process of data collection and analysis. Gilligad colleagues (2003) said about the
Listening Guide:

...assumptions include the premise that human deretapoccurs in

relationship with others and, as such, our senselbfs inextricable from our

relationships with others and with the culturedwntwhich we live...The

Listening Guide provides a way of systematicaltgmding to the many voices

embedded in a person’s expressed experience.4p. 25
The relational nature of the Listening Guide masctie relational and dialectic
conception of consciousness and emotions utilizelis dissertation. The guide allows
the multiple voices within the interviewee to be@anted for and analyzed in relation to
one another and in relation to others.

The extension of the use of the Listening Guide the area of critical
consciousness offers an exciting and new terraidigzovery. Gilligan et al. (2003)
offers an overview of the Listening Guide:

ThelListening Guidenethod compromises a series of sequential listemiach

designed to bring the researcher into relationglitip a person’s distinct and

multilayered voice by tuning in or listening to Gt aspects of a person’s
expression of her or his experience within a paldicrelational contexts... Each
of these steps is called a “listening” rather thaeading, because the process of
listening requires the active participation on plagt of both the teller and listener.

(p- 159)

The first two listening steps are rather open dmd flistening for what the participant is
communicating with an open mind. In these listgriime participant’s voice and

experience is privileged. The focus of the ladeling and analysis centers on the

research questions and theoretical frameworksmdyithe project. Itis in this last stage
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of analysis than | began to interpret the datdlected through the theoretical lens of the
dissertation.

The first listening has two parts-- “listening tbe plot” and for “the listener’'s
response to the interview” (Gilligan et al., 200B)actically, this means noting “what
stories are being told”, what contexts are thengeéold in, what individuals are
involved, what are the “repeated images and metapad dominant themes”, and what
is the relationship between these different aspedise different stories (Gilligan, et al.,
2003, p. 257). For this listening, | read the i transcripts and used the qualitative
data analysis program, Dedoose 4.5.95 web applicat code re-occurring motifs
within the data. At the end of this step | prodlieewritten reflection of what | was
hearing as | interacted with each interview traipscr

The second part of the first listening involvesntiying the relationship between
the researcher and participant and involves theareker tracking their emotional
reactions to the stories that are being told. Aead the interview transcripts, | traced my
own subjective responses to the data using memmaaddition to tracking my reactions
to the material, | attempted to integrate how mgiadocation interacts with that of my
participants in ways that construct what aspectbhaif experiences | do and do not have
access to and the power imbalances that affect aritchhow participants tell their
stories. After completing the first listening dhtan interviews, | wrote up a brief
synopsis of my initial reactions and interpretasiaf the interviews as a set.

The next listening is when the process becomeg flooused on the posed

research questions and utilizes the developedeheal framework. This step occurs last
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so that the previous reading can provide contexthis last step of interpretation.

Within this step, the interview is read multiplenés each instance attending to a different
voice in the transcript. The idea of each of #edings in the last step is to think of and
define a possible voice and then look through thiescript for support of the voice.
Gilligan and colleagues (2003) describes thistisig as:

We specify the voice we will listen for and detemmiwhat the markers of a

particular contrapuntal voice are or, more simplyw we will know this voice

when we hear it. The text is read through listgrior just one voice at a time,
and the appearance or evidence of this voice isnlindd in a color chosen to
mark it. Reading through the text a separate foneach contrapuntal voice
allows for the possibility that one statement magtain multiple meanings, and
therefore may be underlined multiple times, and al®ws the researcher to
begin to see and hear the relationship betweepédtson’s first-person and

contrapuntal voices. (p. 263)

These voices may have a variety of relations toammher, some harmonious, some in
opposition, and some contradicting one anothes #ilowing for an increased
understanding of the highly complex and contexnadilire of psychic phenomenon, like
critical consciousness.

Before beginning the last reading, | revisited dirgsertation research questions,
literature, and theory section. After reviewingdh documents, | began to review the
codes | had developed from the first listening al s the memos and summaries |
constructed throughout the initial stages of datyssis. During this period | dropped
some initial codes, combined some codes, and reshaormae codes based on the
knowledge of the previous analytic passes andeViewed literature and theory. | also

used my research questions to concentrate on ttescgoostly directly related to the

phenomenon of interests for my dissertation. Ryalty this meant putting aside some
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codes that deal exclusively with the educationahgonent of the project (e.g., ideas for
improving Girl Power). While these codes are pbédy useful for future study, they
stray from the more psychological focus of the pn¢slissertation.

After reformatting the initial codes from the fitsstening into themes, | engaged
in an additional reading of the transcripts utiigithe finalized codes to make sure all
relevant sections were appropriately coded. Tlas mecessary not only because of the
changes to the code process but the iterative olevent of themes meant that some
codes were developed after my initial pass of apdimme of the early interviews.
Additionally | underwent a process of drawing oiftedent potential relationship
between the codes, themes, and interview summasideey related to my research
guestions. This involved creating multiple skeskcbhémy developing understanding of
the relationships among the data as well as detgigfith other qualitatively trained
graduate students and my dissertation chair. wollpthis process, | was able to
identify the two themes | concentrated on in trst &ep of the Listening Guide. These
two themes are addressed in the next chapter, wnedents the findings of the

dissertation.
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Chapter Five: Findings

In this chapter, | address the findings of theeatisgion. | begin by presenting
information on the Girl Power course, which prow@m overview of the daily activities
of the course and its main components. Thesevadata obtained through course
materials (i.e., syllabus) and the notes | coll@ete a participant observer in the class.
The overview of the course provides an importamtext for analysis of the interviews.

Next, content from the interviews is organized abthe two themes that
emergedn the interview transcriptgrocesses of awakenimgdsources of dissonance
The material in the processes of awakening therdeeades the first research question:
How are emotionally and relationally significantriGtower experiences related to of
socio-political-cultural (SPC) consciousness depelent? The material in the sources of
dissonance theme addresses the second researtbrguéthat tensions arise between
the dominant culture and/or significant others'wea and the values of the Girl Power
capstone and how do these tensions move individoatsrd or away from critical
consciousness? These themes arose through divégmancess of attending to the
content present in the interviews, applying my tkeéoal lens to the data, and attending
to my research questions. The section for eaghehacludes illustrative quotes as well
as brief discussions and questions raised by theegu Quotes are identified by the self-
chosen alias of each participant. This chapterdeswn presenting my findings in a
descriptive format. The broader discussion andhberetical implications of the

findings are discussed in chapter six.
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Overview of Observations in the Girl Power Course

Past research has tended to eschew the role dgfomsiand relationships in
conceptualizing processes of critical consciousdesslopment. The Girl Power
capstone course focuses heavily on emotions tisa iarthe course and building
engaged relationships. | have theorized eachesitiscomponents as central to SPC
consciousness development, making Girl Power aal gite for inquiry on the
development of critical consciousness.

The course included 17 participants, and all Ingét was female. The majority of
the participants were white, as well as severalcAf-American, Asian-American, and
Latina participants. In addition, a number of thedents identified as lesbian, gay, and/or
gueer. Many of the students were traditionallyem@ aged, although a few students
were non-traditional in their age and life expeces For some the content in Girl Power
was surprising and for others it repeated or rea#d ideas they had been exposed to in
previous classes or in life experiences.

My experiences as a participant observer in theRawer course enhanced my
belief that the development of critical consciousnmvolves understudied emotional and
relational components. Indeed, emotion is invo&ady on in the course as central to the
academic experience. When describing the Girl P@h#osophy, the instructor often
states, “it is approaching the cultural lie in heal courageous way.” In this statement,
the focus on courage includes an implicit affectiv@ension, particularly in the aim of

overcoming fear.
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Although the course was centered on discussing wnigsues, the instructor
took an intersectional approach to the topic, oftescussing the unique experiences of
women of color and/or LGBTQ identified women. Tdwurse material was evocative
and challenged students’ ways of viewing the woidr example, students were asked,
through activities likesocial identity mappingpo label the aspects of their identity that
granted them privilege and to begin to understawd this privilege affected their
viewpoint and experiences.

Class was held in a circle so that everyone coetgdesmach other. When the class
session began, the instructor closed the doorrtitept the energy of Girl Power.” Some
aspects of the course had a ritual feel, sucheasotltine of always beginning with a
check-in. Other aspects of the course differethfday to day and changed as the quarter
moved along. The instructor occasionally stooftont of the class and used the board
to present information, but this was relativelyeraMost of the class time was spent in
discussion rather than lectures. In the beginoirtge term, only a handful of students
participated in discussion. But as the course ldpeel, students contributed to
discussion on a regular basis. However, a hamdfstudents remained relatively quiet
throughout the quarter.

One of the first activities conducted in the cousses what the instructor called
co-creating our classroom communityhis activity involved the class jointly coming
with the norms and procedures that would facilitagafe space for learning and growth.
These norms ranged from respecting and listenimgpéanother to the decisions to

rotate bringing food and drinks to each class tdifate a feeling of community. This
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activity set the stage for the rest of the ternebgouraging student input into the course
and stressing the importance of having an openespkctful space for discussion.

Looking at Girl Power. Each session began with a check-in that considtad o
guestion, sometimes serious (e.g., “How will yowncstruggle with internalized
oppression impact your work with teenage girls?i) aometimes relaxed (e.g., “If you
could have any super power what would it be?"ylkach everyone in the course
responded (although students always had the ofiiant respond or pass). Sometimes
this activity was relatively quick, lasting only h@inutes, and at others times it would
take an hour or more. Check-ins served the purpbfilitating the process of getting
to know one another and feeling comfortable indlassroom.

For the first few weeks of the course, followingrgaetion of the check-in, the
remaining time was often spent on course taskseckla rap sessions, including coming
up with and contacting organizations in the comryuta hold rap sessions,
brainstorming possible rap session formats, andwcimg mock rap sessions. These rap
sessions were a major component of the course.gidups of two or three students,
who worked together throughout the quarter, wenirdo the community and conducted
sessions with teenage girls at consenting commuonggnizations. Rap sessions were
modeled similarly to the course. Although studewtlitators prepared art, craft,
discussion, and reflection activities, the sesswee driven by the needs of the
participating adolescent girls. One popular astifor rap sessions was theestion box
In this activity, the facilitator brings a box, @8ly decorated, to the rap session and the

girls write whatever questions they would like atktabout on a slip of paper and drop it
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in the box. At each session, a facilitator drawsabquestion, reads it aloud, and opens
the floor for discussion. This activity invitedetlgirls to discuss topics important to
them. The rap sessions were audio recorded agrditahscribed. These transcriptions
were then divided into themes, which became thematerial for the Zine. The sessions
seemed to not only cement friendships but alsmb@ece the understanding of course
material for students, a tendency the instructggsated happened in many past Girl
Power courses.

Once the rap sessions were underway during the tdass time was spentiap
session report outsvhere each group that had conducted a sessiowdéiek would
describe the group and reflect on their experiengeport outs also allowed students to
troubleshoot any issues they were having in thesesgion, while other class members,
mentors, and the instructor offered potential soh# to perceived problems. If time
allowed, or if class had been especially intensevocative that day, a check-out would
be conducted at the end of the class. This chatkvas usually either pleasurable or
focused around getting a sense of how everyonrgeindom was feeling. Check-outs
served as a way of debriefing students beforemitgrto the world outside Girl Power.

On the second of the scheduled sessions each theetlass would begin by
breaking into small mentor lead groups withoutghesence of the instructor. Each
group was facilitated by a mentor —undergraduatdesits who had previously taken the
course and done well, as well as having demonst@mmitment to the course goals.

These groups lasted about one hour and servee asatte to talk about the assigned
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reading. Journal writing based on the assignedimga were also due at the beginning of
this session.

| attended and participated in the same mentargytioroughout the quarter. The
decision was made in consultation with the instrucWe believed that if | rotated
groups throughout the term my presence might dighgintimate nature of the groups.
More often than not, this time was spent in peassharing that was sometimes related
to course readings and sometimes not. It seena¢afien the mentor was the only
person that had done the assigned readings. Ssudlten had very little to say
regarding the readings, when probed about theined some admitted to not having
done the reading. To keep participants engagechémgors came prepared with
discussion topics that did not necessarily depenkaving completed the readings. It
was not uncommon to see individuals in mentor gsdapghing and crying together as
they shared personal experiences and struggles.

The remainder of this second weekly class sessamoften dedicated to class
activities, such as the identity circle or learnaigput and practicing interruptions.
Activities such as social identity mapping and ithentity circle had the aim of helping
students to integrate personal experiences intouhderstanding of social, political, and
cultural structures. These activities utilized toasciousness-raising tools of the
women’s movement to make the personal politicdleidentity circlewas a particularly
powerful activity that stirred personal histori€éBhe activity had the entire class stand in
a circle and take turns making a personal stateaianit their past experiences and

stepping into the circle. Other individuals thatlrexperienced something similar would
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step into the circle as well. Others could alepsh as allies. While the activity started
with relatively innocuous statements, such asd&ypt sports in high school”, it moved
to be quite intense as some students began talakesistories of sexual assault or self-
harm.

The instructor espoused a very specific type dicadi action she termed
interruptions devoting one full period to instruction on thisngiple. She
conceptualized interruptions as the process opatgpsomeone that is engaging in an
oppressive action and/or statement. The intewaph which someone might engage
may be simple, such as telling the person that liaene said something racist and then
leaving the situation, or more complex in engagimmore in-depth conversations with
the person, telling them how their action or startrwas oppressive and how it hurts
others. The Girl Power capstone spent considetabéetalking about and identifying
oppressive language as the sites of interrupti@tegfies. The course session that
focused on interruptions offered students the ahamcole-play and practice strategies,
including emotions that arise in carrying out spedtrategies.

During the last part of the quarter, as rap sessigre concluding, the second
half of class on each day shifted to focus on tloegss of creatinthe Zine The Zine is
produced by Girl Power course members and incltlteartwork and words of the rap
session participants. All class members and rapi@e participants received a copy of
the finished Zine. Creation of the Zine involvedwamber of steps, including coming up
with a title, deciding upon themes, assigning tieartes to different individuals in the

group, and ordering the final version of the praojd€ach of these tasks was carried out
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in a participatory fashion. While the Zine itsefas an important physical artifact created
from the class, and many participants discussadattmject in their interviews, it was also
a site of frustration and tension. As my findinlgsstrate, participants often struggled
with the process of making decisions about the Hirtbe face of looming deadlines.

Time near the end of the term also focused on paéipas for theGirl Power
party. This was a class gathering at the end of thme teat included many of the girls
that participated in the rap sessions in the conitywPreparations for the party included
soliciting food donations and coming up with adtes for the girls for this special event.
Preparing for the party and the Zine during théfias weeks of the course meant
working against a strict deadline for the end ef tdwrm.

The range of reactions to the course was strikBgme students, many of whom
had previously taken Women'’s Studies courses, wgldy talkative and involved from
the beginning. Other students became more optdreapurse went on. A handful of
students started the course as seemingly closehdffeserved but after a few weeks
became the most active during discussions. A fastiqgipants remained quiet
throughout the term, however, never appearingnm foiendships in the class and often
choosing to pass on check-ins and discussions,wlien asked for their thoughts
directly by the instructor. Smaller friendship gps tended to form among individuals
who participated in the same rap sessions.

The instructor exerted a powerful influence over éxperience of students in the
course. She was consistently described by studsnipbeat and known for her positive

energy and her caring attitude. She was viewdrnb#sas a facilitator of consciousness
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development and a role model, embodying many optheiples of critical
CONSCIOUSNESS.

During my observations, it seemed that the emotamsrelational dynamics of
the course allowed the process of SPC consciousieestopment to unfold. To
understand if, how, and why Girl Power developsaai consciousness, individual
interviews provided the method to explore partinigaexperiences and emotional
responses. In the following sections, | preseaffittdings of the interviews | conducted
with the 10 consenting capstone participants. @Hieslings are divided into two
themes processes of awakeniagdsources of dissonanceach of which includes
multiple sub-themes.

Listening to Girl Power: Processes of Awakening

The metaphor of “awakening”—as a central theme—ge®efrom descriptors
enlisted by participants themselves in charactagizvhat many view as a dramatic
learning experience. The theme is describedps@sdecause many participants view
their awakening as an ongoing commitment rather ¢hdiscrete academic experience
based on traditional learning objectives. By congrthese two terms, | suggest that the
Girl Power course is a part of an ongoing procés®ming to understand the world in a
new way. By pluralizing the term process, | brattgention to the multiple dimensions of
this awakening. Although participants sometimescdbe their developing
consciousness as a sudden transformation, theajeaedency is to describe the
“awakening” as a gradual process. This theme cdareche first research question:

How are emotionally and relationally significantriG?ower experiences related to SPC
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consciousness developmerntfthat this theme explores participants’ self-dibsx
transformation during and as a result of the GavEr course.

Participants also describe their processes of awaggen ways that mirror a
religious conversion experience. This is evidarthe language that participants use and
their overall description of the processes. Imfieto separate the evangelical impulses
of the course from critical consciousness by faogisin the aspects of critical
consciousness identified in the theoretical frammbw®f central importance to this
separation is the political nature of critical coosisness development (Freire, 1993).
Further, critical consciousness encompasses rekpatifferences of opinion and
tolerates ambivalence (Haaken, et al., 2011); wthidemore evangelical impulses of
participants often engage in binary good/bad spijtof a fundamentalist nature. Critical
consciousness enhances an individual’s abilitg#ol land create his or her own path
(Watts et al., 2011) whereas a fundamentalist asnue experience takes the form of
accepting authority and following an already sehpdespite the vast differences in the
results of a conversion experience and criticascausness development, the processes
seem to share some similarities. Both processedvim a struggle to integrate new and
old ways of seeing the world. Further, both exgeees often involve new experiences
that rouse intense emotions and passions in ingisd These energies can then be
applied in a regressive or progressive form.

Many participants employ terms or metaphors, typicasual metaphors, to
convey the idea that the course exposes themadoreefly concealed reality. In this

respect, the course represents a kind of conveesiparience. Participants speak of this
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process as “seeing things in a new way.” Violatest, “oh my god, | felt like | lived in a
box or something.” Violet compares her changingwaes akin to coming out of
darkness, suggesting that her previous way of fapkt the world was shrouded in a lack
of knowledge, mystery, and isolation. Ruby tells tvn story of transformation: “I

went in with a whole new perspective... and | wag abljust have more patience... that
[the rap sessions] just woke me up.” Ruby’s metapkthat she “woke up”—conveys a
sense of emergence from a previously foggy hazteep. After exposure to other
people’s stories through the rap sessions, shehasva more clear view of the world.
While the quotes invoke dramatic ruptures in unid@dings of the world, participants
also emphasize that such changes develop gradweahthe course of the term. The
emergence of a new lens on reality illuminates ijotessways of seeing things as
distorted. Most participants discuss this awakgiais something that is an ongoing
process with no defined starting or ending poiritrather as a continuing journey toward
greater knowledge about the world.

When discussing her transformation, Samantha reglyatefers to visual
perception in her choice of metaphors, “When yde @asses like this, it's like someone
just peels layers off of your eyes. And you'reelilbh my god this is horrible... you
notice a lot more of it [sexism].” Samantha’s o$¢his violent metaphor also hints to
the painful feelings Samantha may associate witlprecess of awakening. Her choice
of such a graphic and disturbing phrase suggestgtia process she is describing is
infused with some amount of pain and sufferingm&atha does not attribute this

process to herself. Rather she locates the agfitms seemingly painful experience
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outside of herself, “its likeomeongust peels layers off of your eyes” [my emphasis
added]. Samantha’s quote suggests that the protasskening may not be self-
directed and may be forced by the hands of another.

The role of the Girl Power course in this awakeniages. For some, the Girl
Power experience provides the impetus and for stih@dds to their previous
experiences both within and outside the classrobaor.the latter students, the awakening
does not begin but continues in their encounten Bitl Power.

The role of Girl Power in the process of awakeningThe Girl Power
experience cannot be understood in isolation. idaanhts come into the course with
varying levels of knowledge and experience. Ireotd understand the role of Girl
Power in moving students along the SPC consciogsst@#inuum it is important to
consider how the course fits into their broadercdrexperience. By suggesting that
awakening is an ongoing process, participants altmwn for disappointment in both
themselves and the course. This allows spaceafticpants’ disappointment when they
fail to meet the criteria they have identified as@ssary for living life in a less
oppressive fashion. As participants fail at tinmekving up to the standards they set
during Girl Power, as discussed more in later saabn dissonance, by acknowledging
their political awakening (which includes changeshioughts and actions) as a process
they are able to deal with the times when theydiadirt of the ideals developed through
the course.

Elizabeth had a fair number of experiences in pnevicourses that focused on

developing a critical perspective. She does neakpf Girl Power as changing her
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awareness. Nevertheless, she does suggest tledpbieence was profound for other
people:

Whether or not the goal was to enhance that [feshounsciousness] for [rap

session] girls or for the class [participants]phd know, but | think it definitely

works for the class... a lot of people don't get th&sd of things and | feel like

it should be a requirement. But | think it's hufge a lot of people, I think it's

really eye opening. Especially people that arenthe social sciences or

anything, and they don’t ever get to talk abaoy of this
Like many other participants, Elizabeth uses aalistetaphor to describe her awakening
experience, suggesting again that the way thatsswes” the world has changed.
Elizabeth seems to be saying that the course iEpiarly useful for those that have not
been exposed to these ideas before, but the unspskect of the quote suggests she
believes the course is less valuable for thosehiined already developed a critical
analytic capacity. Elizabeth may argue this bec#usesimilar to her past experience in
classes. Alternatively, she may be trying to sgaghly of Girl Power even if she cannot
do so from her own experience. Elizabeth may bparding to a demand characteristic
attached to the course and/or the interview, howeéveonforming to the expectation
that Girl Power is a powerful or transformationaperience. The possibility of
responses driven by a demand characteristic afdbese and/or interview is noted
throughout the data. The Girl Power experiencensde place certain expectations on
participants that they have a dramatic transformnali experience that results in them
becoming more feminist in orientation. My presemcthe course and the style of
guestions | asked in the interview may have pegietlthis demand characteristic,

which places limits on the full range of experienead emotions available to students

during and following the course.
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Dita also has taken “a few other feminist clasdmg’states that Girl Power was
still a powerful experience for her. For Dita, IGlower added something that was
missing from her previous Women'’s Studies courses:

... with other classes any time that there was evsudsions about such subjects

[oppression] it was always in such a scholarly igtdidvay that you're writing up

reports about really horrible things, but it's akhdisconnected from you because

you’re not thinking about it on a personal levebbout how it affects other
women in your life ... so that's where | had the l@ggbreak through in Girl

Power was like, oh yeah it's real people and itdthonatter to me.

She had learned about oppression and specificatigrm before, but the lack of
emotional and relational content in the coursessegly prevented her from using or
acting on this knowledge. Dita suggests thatength of Girl Power, as opposed to
other Women'’s Studies courses, is that it allovesrdor experiential knowledge and
learning. However, the strengths of Girl Powethiis area also suggest certain
limitations. While emotion and thinking are bothgortant to the process of
development, the integration of the two involvedeticate balance. There is the
possibility of falling too much on one or the otleéithis thinking/feeling divide. In a
course that values the affective side of learningre is the possibility that emotions may
overtake critical thinking, a concern that led teife’s tendency to discount the role of
emotions in his theorizing on critical consciousnhdsvelopment.

Violet discusses her process of SPC consciousieestopment going back to
childhood:

| guess what it [Girl Power] did was sort of maletl@gose thoughts that | already

had more cohesive and understandable.... And ewsnife raised in a house,

like | was, that did not promote racism or sexiswu gtill get it from other places.

And it's some kind of weird brainwashing that hapgpgust being a member of
society...beforehand it was like, more fragmented and ttiem taking this class
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| was able to sort of like bring together everyththat I've ever learned from
other people about social justice, put a titletaand make it more cohesive.

For Violet, Girl Power is useful in that it helpbdr acquire a vocabulary to describe her
past experiences and current thinking. It seemusftin Violet the more cognitive and
scholarly aspects of the course - learning thedagg and theory of oppression - were
the most useful in continuing her process of awailgenin enlisting the term
“brainwashing,” Violet emphasizes the power of @gsive ideas, although she locates
their source in the larger society rather thananimmediate familial or social world.
For Violet, the Girl Power experience is framediliance with the progressive ideas in
her own family experience, set in opposition todaker cultural forces of oppression.
Girl Power is not the primary impetus for Violepsocess of awakening but she did
enlist the course to reframe earlier life experéanc

Many participants highlight the idea pfocessby stating that they hope that their
consciousness continues to grow following the cauidint Tea states “...1 hope that it
[feminist consciousness] will change and | willddg#e to do more and apply to social
justice more because it makes you feel good abmursglf when you're giving back.”
Mint Tea recognizes the work that needs to be doreeate long-lasting social and
political change and that this work needs to cagipast the end of the course and is not
based solely on self-less acts but also carriésdehted interests. The work of fighting
on behalf of others can offer ego recognition, \whgan protect against burnout by
offering immediate personal rewards. Ego recognitian also help individuals to
sustain in critical action against seemingly insoummtable odds because the action in and

of itself feels meaningful and good. Other papiits also espouse the idea that
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engaging in interruptions has personally fulfilliagpects. However, too much focus on
self-realization can also become limiting. Longxesocial justice work involves an
integration of aims oriented toward fulfilling pergl needs and helping others and
reaching group goals (Cipolle, 2010).

Overall, it seems that Girl Power provides diffeérthings to different participants
based on their cognitive and emotional needs alsasqlast experiences. Participants
seem able to draw what they can from the coursentribute to their process of
awakening. | now turn to the emotionally signifitaspects of the course and how
emotions may drive or inhibit SPC consciousnes®ldgvwnent, as suggested by my first
research question.

Emotions and the processes of awakeninghe experience of adopting a new
vantage point and rejecting old worldviews is déxad by participants as an emotionally
intense and complex. Participants identify a bn@adje of feelings as central to their
process of awakening. Some of these representlegropncepts that are not easily
subsumed under any one category, including emotion.

Dita discusses the many emotions involved in hecgss of awakening:

...Just one individual who says something that isreppive is incredibly

courageous and really difficult and | didn’t hate &nergy to do it before... But

listening to what [the instructor] had to say matkerealize how much it's likeo

it really is important to change every single indual mind... and [if] you can’t

sway one person’s opinion just a little bit, likeete really isn’t any hope...I don’t

think | realized how much courage played into fiobe, | thought it was just
knowledge but it's definitely a lot of guts thatsh@® go behind ((laughs))...

Dita suggests that identification with the Girl Revinstructor and the feminist

movement were important factors in increasing hetivation to want to engage in
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critical action, specifically interruptions. Ditaideas of changing one person at a time
through interruptions, however, may be both graseliand limiting. They are potentially
over-ambitious in that they suggest that everygréssmind and actions can be changed
through interruptions. This does not take into actdhe complexity and varied life
experiences of individuals. The idea of changwerg person also assumes a binary
splitting of good and bad, in that the “bad” peopéed to be changed to go along with
the ideals developed in Girl Power. The idea @inghing every individual person is also
limiting in that it does not address the roots gpi@ssion in institutional and systemic
forces that cannot be changed merely through ctingandividuals thoughts and
actions.

Dita also illustrates the connection between haykthe ability to engage in
long-term change efforts. Hope is necessary iridbe of seemingly overwhelming odds
to want to try to change one individual person yaust have hope that that effort is part
of a larger movement to create change. Hope esaapled with anxiety, it suggests the
need for something different, and thus change regyire suffering, and management of
that suffering and the disappointments that folefferts at social change. While hope is
often a useful and necessary emotion to avoid luiyiee basing of hope on changing
“every single individual mind” is quite dauntindgndeed, participants’ belief that
interruptions and changing language alone can étregworld could be rooted in what
Freire (2001) calls magical thinking, a point lumt to in the discussion section.

Violet articulates how she bounces back and foetlwben anger, hopelessness,

and hope stating:
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...[’'m] angry that...there’s still so much work to dene and | guess there’s

hopefulness too, because when you look at theibigrp in history we have

come really far but then it's also hopeless whem tyink how much further we

have to go.
Violet acknowledges that things have improved fangnsocial groups over the past few
decades, but she also feels overwhelmed and abguy the amount of changes that still
needs to take place. In other words, she is aldeal with this ambivalence, to balance
anger at injustices and the possibility for furtpesgressive change. For Violet, a key to
dealing with ambivalence is being able to bounaklaand forth between conflicting
emotions like hope and hopelessness. The alnliagknowledge the progress that has
been made while also seeing the need to make fuptbhgress opens a potential capacity
for long-term commitment to change efforts.

The emotions that both prohibit and enhance SPGaiousness development
vary widely. Overcoming fear and developing hoperacognized as important in the
process of awakening. However, few participanislg@xperience positive feelings
throughout the entire course. Students more @x@erience emotions that vacillated.
This labile nature of emotions suggests a rangedns or directions potentiated by
such fluctuating states. Emotions may facilitateaal consciousness development, but
they also may contribute to movement in the oppaditection.

The emotions involved in the process of awakenemyvalthough excitement is a
commonly mentioned emotion. However, some studenth as Bunny, describe the
course as “l was emotionally drained” and note thatcourse can require a lot of self-

work above and beyond what is “assigned.” Elizalsaid she was forced to do “a lot of

work on myself” and Samantha stated “I had to diggland do a lot of self-reflection
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and think about my languag€’. Participants were able to deal with the drainaspects
of the course through relationships in and outefdéie course.

Many participants also talk about being anxiousawous in the course,
particularly the rap sessions. Bunny states, ‘8 warvous, ((softly)) nervous as all hell.”
She says she was nervous throughout the entireesdant much of her narrative of being
nervous centers around the rap sessions. Vidhetescthis sentiment “I was pretty
nervous doing rap sessions stuff” as did Elizabletvas just nervous to work with the
actual girls.”

The reasons offered by participants for their nesmess around the rap session
varied. Some worried that working with the teemagright trigger memories from their
own, painful, adolescent experience. Others westgenerally scared of teenagers, and
still others worried about being a leader. Altloése explanations suggest that the rap
sessions brought up feelings of insecurity in thgipipants. Learning is often an
uncomfortable process, as it involves acknowledgirggs of previous blindness.
However, the level of discomfort experienced cao dlecome problematic if it exceeds
students’ ability to cope with the discomfort. Bmme participants Girl Power, at times,
exceeded their ability to deal and lead to a neesék outside resources. At times, the
course did not provide enough resources for stesdendeal with the overwhelming
feelings that emerge. During the interviews, Buang Violet speak of needing therapy
to deal with the emotions triggered during the seuand rap sessions. Although the
course provides opportunities to debrief and dgvedtationships to deal with the

difficult emotions involved in the processes of &aing and the course in general, these
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resources are not enough for some students. Uggests a potential boundary issue in
the course if some students feel forced to overesbaover-engage in the course,
although, no participants explicitly stated in theerviews that they felt this force in the
course. However, participants did discuss neetthagapy and social support to get
through the most taxing aspects of the coursethEyrstudents in the course may have
engaged in other resistance strategies to avoidgamgent in the course such as, not
participating in all aspects of the course or titerviews. Finally, a demand
characteristic may again be at play in limiting whiadents choose to share with me
during interviews.

The importance of relationality. A reoccurring theme throughout the data
centered on relationality. This finding is not@using given the connection between
emotions and relationship. Further, the first agsle question focused my attention on
this aspect of the data: How are emotionally atetiomally significant Girl Power
experiences related to SPC consciousness develtpfeminist and psychoanalytic
thinking, both of which stress the importance obéons and relationships, guide this
focus on relationality. Three sites of relatiotyaéire identified as central to the process
of awakening: the girls in the rap session grothpesjnstructor, and other classroom
participants. Among the classroom participants,rdp session partners are often
identified as the most influential and importardiindual in the Girl Power experience.

Rap session girlsThis group consists of the adolescent girls thak fgart in the
rap sessions in the community. | use the ternis'gbrecause this is the term that both

the instructor and the participants most often ueaéfer to rap session participants.
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The rap sessions are not equally powerful for aftipipants, but many participants do
identify the interactions they have with the gindhe community as an important
component of the process. For example, Peaclsstaah and it kind of all came
together... when we started doing the rap sessiahs.ajust spending time with the
girls and hanging out with them... that was reallyeaame and | felt like it was a safe
space that | liked to be in.” For Peach, the egs®ns are not just benefiting the girls
but also valuable for herself. Like Peach, Remkistabout how she really enjoyed being
in the rap sessions, “...I really like hanging outhntieenagers, it's cool to meet younger
girls and try to... get them to talk about feminsgues and talk about their lives openly
cause | never really had a way to do that whend yeauinger.” By using the term “hang
out” Remi suggests that the rap sessions wereyanermal space for participants
where she “tried to get them to talk about femirgsties.” This leaves open for
interpretation the extent to which the rap sessimaged beyond a space for socializing
and into a space for dialogue that could lead ecdgvelopment of SPC consciousness
for the girls and students.

Trying to create a space for teenagers to talk talseues important to them in a
nonthreatening and nonjudgmental way seemed tidl fulieed that many participants
identified as unsatisfied in their own adolescequezience. On the subject of rap
sessions Mint Tea states:

I've been more conscious since | took the courseljacause, maybe it's from

hearing the girls voices and its kinda like heanmgself talk if | had a rap

sessions back when | was in high school... and | wiahl did because.in high
school no one asked me, ‘oh how did you feel abiug®”’
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Mint Tea talks about the rap sessions as fulfilenignging she had experienced as an
adolescent to have a space to discuss taboo taples was also able to connect the girls’
voices to her own experience as a teen. It seleatshte participation in the rap sessions
helps students either work through issues or piaigntorces them to relive issues from
their adolescent years.

Samantha was also affected by her experience iraphsessions, she states:

| chose Girl Power... because | wanted to be a gameating that safe space in

the community for these young women to have a vb@muse at some point in

my life someone did that for me but it didn’t hapgerobably at a time that |

needed it the most. | didn’'t learn how to havere®, when it really mattered...

and that’'s something I'm still working on.
Samantha is motivated to take Girl Power becauseioflesire to create a “safe space”
for adolescents. She feels that by conductingdpesessions, she is able to connect with
her own past self and to continue the process\aldping her own voice. Samantha
invokes the concept of finding heoicemultiple times in her interview, a recurring term
in the interviews and idiom in feminist literatuaed pedagogy. Many interventions
carried out in the rap sessions focus on helpingh@oto develop a voice to express
themselves in a world that often silences theme Gfrthe directives of Girl Power is to
enhance voice in the college and adolescent paatits in the project. However, the
practice of finding one’s voice and giving voicendze critiqued on similar lines to the
idea of empowerment (Ellsworth, 1989; Gruber & Kett, 1987; Riger, 1993).

The very group structures that gives one group pgathas enabling them to

“give” empowerment (ovoice to someone else, can actually undermine empowgrme

The structure that gives one group the positioentpower others works against the
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process that facilitates empowerment. In ordelettrease this problematic position
effort must be made to decrease power differendgimieng group members and divide
resource equally, which is often not possible. tlr@n, empowerment is generally
understood as an individual level phenomenon thas chot account for relationships
(Riger, 1993). A group may feel empowerment big tloes not always translate into
actual political power that can lead to social de(Gruber & Trickett, 1987). Relating
this to Girl Power, participants may feel as thotigky have an increased voice but this
may or may not translate into being able to cresaningful change or maintaining the
status quo.

Not all participants describe the rap sessionsgsticularly powerful part of the
course. In discussing her rap session group Eibadays “my group | guess, they were
a little hit and miss, so that wasn’t a really sggart of the class for me, I think we met
with them three times, and it was different giNngly time... it was hard to build a
relationship with the girls.” Since there werefeiiént girls present each week, Elizabeth
feels the rap sessions lost some of their potetnakformational power. However,
Elizabeth’s rap group partner stated that the sessvere, for her the, most powerful part
of the course. Elizabeth’s partner, who foundrdpesessions highly meaningful, was
more similar, demographically, to the girls in tla@ session than was Elizabeth. This
overlap of life experiences may have facilitated@e meaningful experience for
Elizabeth’s partner and precluded Elizabeth bellg to connect with the girls and thus
experience a personally meaningful rap sessionhaps the difference in life experience

brought up levels of anxiety in Elizabeth that pbated her from being open to the rap
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session experience. Alternately, there may haea bedemand characteristic present in
the course and/or the interviews. Elizabeth’srgartnay feel compelled to suggest that
the rap sessions were transformational becausesthisoutcome that was expected in
the course. This again suggests the presencerob&ematic demand characteristic in the
course. This demand potentially limits particigamixperiences in the course,
prohibiting the full range of feelings and reacavailable to them during and following
this course. By prohibiting certain feelings aedations participants may feel stress or
mistrust of emotions that feel contrary to the priged course experience. Additionally,
because these emotions are interpreted as dewdidipants may not be able to work
through them.

Violet expresses this sentiment, arguing that odéispects of the course were
more meaningful to her than the rap sessionswél almost like that [the rap sessions]
was the least powerful part of the class and | deant to say it's not valuable, it was
certainly valuable, but | expected it to be the npmsverful part of the class and it
wasn’t.” Violet is surprised that going into thenemunity was not the most powerful
experience for her. It seems that both Elizabath\4dolet seemed disappointed that the
rap session experience was not in-and-of itsatisfiarmational. This disappointment is
not very surprising given that the instructor andrse mentors stress the importance and
power of the rap sessions and their potential toamstional power. This expectancy is
potentially problematic in that it prefigures wistitidents are expected to feel and

experience in Girl Power. By limiting the rangeexiperiences that can be had in the
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course, Girl Power carries a problematic tendehayis counter to the idea of critical
consciousness development.

The instructor. Another important relationship in the class centar the
participants’ relationship with the instructor. émstructor was usually viewed as a role
model of thinking and living as a feminist, some#srto the point of being highly
idealized. Violet compares herself to the instrucstating “...I'm not quite [the
instructor], [she] is a force to be reckoned w#h,| am not quite at the point where | am
going to be like she does it, but maybe one d&etause Violet understands awakening
as an ongoing process, she sees the possibilitptieaday she might be at the stage she
perceives the instructor as occupying. The ingtrugerves as a role model for Violet's
development and as a motivation to drive her fodwarcontinuing and applying her
awakening.

The instructor is also seen as having a power asdipn that the other
participants can draw on and use as well as dwivdBunny puts it this way, “I kept
saying to everybody, | want to drink [the instru¢®Kool Aid, because ((laughs a bit))
[she] was so wonderful.” Bunny references therutdor as a figure with the power of a
cult leader by referencing the popular phrase ftdtire Kool Aid” which is associated
with the murder suicide commonly known as the Jmves Massacre. Interestingly, this
phrase also implies a form of blind acceptancencdihority figure without critical
thought. However, it is unclear that Bunny wasigsghe phrase in this way. The
laughter after the statement suggests that Bunuasig the term in a more ironic

fashion, perhaps acknowledging some self-awaresfebe potential problems of over-
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idealizing another person. Further, idealizatimamnd of itself is an important part of the
developmental process, including the developme®R{ consciousness (Haaken, et al.,
2012). Yet, the question of when idealization potes development versus cultivating
dependency is important to address. Bunny maypeessing her desire to incorporate
the passion for social justice for which the instau is known. As Elizabeth describes it,
“I couldn’t get enough, you know, she was givinbtlis information and she’s super
passionate and her passion rubs off.”

Elizabeth continues to discuss the instructor’'sjeasbut she also moves to
discuss her form of teaching:

| mean, her passion is very contagious and youelashe’s extremely

knowledgeable and very real and approachable #ndK that makes a huge part

of it. Like she said so many times ‘I'm not gonnansl here and teach at you

guys’, she’s learning from us and she’s just faatiing it, so yeah | think the way

she approached the class with this kind of equaliptality washuge
Elizabeth also discusses the instructor’s usenofrfsst pedagogical methods in the
course. Participants in many of the interviewsualssed the fact that the instructor
functions less like a traditional authority figuaed more like a friend and/or facilitator.
Mint Tea comments, “I felt like the role she playeds our facilitator and friend rather
than our professor.” She acknowledges that ttsiogiship with the instructor in Girl
Power is different from other courses in that ®ower was a more egalitarian ethos
compared to other courses. However, she struggl@sd the correct terminology to
categorize the instructor’s role in the class. sTumcertain terrain is not without potential

problems. Elizabeth goes on to state “...she appesht as our equal but clearly had

far superior knowledge on that topic, but she wae # share that in not a superior
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function so | think toward the end, because wealstihad to do something... it got a
little jumbled.” In this quote, Elizabeth acknowtges several issues. First, even in
classrooms that strive for a more participatoryiemment with a less hierarchical
relationship between teacher and students, thengldield is not totally equal. The
teacher still has more power, control, and knowdedgnother tension involves the
conflict between the laidback atmosphere of thescénd the strict deadlines and rules in
place for the completion of the Zine project. Bbeth describes how some students had
trouble navigating the relatively informal and coommal nature of the class and the strict
requirements to finish the Zine on time—a sourctension taken up in the Discussion
section.

Dita discusses how the instructor approaches hert®ft social change:

Just being able to see how she [the instructorjagmbes life and how it's zero

percent aggressive... seeing how she interacts hathvorld was just inspiring to

me to want to be more like that because she’s tloteatening presence, scary

feminist person... she’s just, dealing with the warith a much more

appropriate response and | realize that | wantdxttmore like that because she’s

so likable...
According to Dita, the instructor serves as a mtelel. The instructor is seen as
particularly inspiring in her capacity to model approach to social change work that is
not rooted in what students perceive as aggresgiher participants suggest that the
instructor counters the idea that being a femifist fighting for social justice) has to be
angry and threatening as suggested by the derggaton “feminazi.”

Many of the participants see the instructor adexmwdel that fights for social

justice but does so in a way that still allows rofm@mmore traditional expressions of

femininity. One participant commented on how th&riuctor is “really pretty” and
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another commented on the instructor's gender ptaten as highly feminine. Both

were considered attributes that help make femihes® threatening and scary. While the
instructor is able to interest a wider swath ofrygadults into feminist and social justice
movements and insight them with passion for sathiahge work, it is possible that
participants may regularly judge other member$effeminist movement that do not
present or work for social justice in this way.rtRgants also may feel limited if they
are unable to negotiate the tensions of a femigésttity in the way demonstrated by the
instructor.

While relying on anger as the primary fuel for jostwork is limiting over time,
anger can be a good motivator for short-term astiorhe fear of “angry feminist” seems
to register anxiety that participants experienc@iad maintaining relational ties
threatened by this awakening consciousness. Rartis struggle to simultaneously
analyze problematic aspects of traditional femimie.g., interpersonal aggression)
while maintaining identifications with traditionsmininity (e.g., wearing makeup).
While traditional femininity places limitations eavomen, it also can serve as a sight of
pleasure. As participants learn to critique sospeats of traditional femininity, they
struggle with how to deal with practices from whtbley still draw pleasure. Participants
experience ambivalence as they struggle to find Im@wdaries for femininity and
feminism in their life.

Other class member©ne last important relationship in the course & #mong
classmates. Violet states “it was so useful totimpeople about their own personal

experiences.” Violet suggests that being exposethtl in dialogue with others was a

148



major motivator in her changing perspective. Hagaother stories not only gave Violet
a new way of viewing other participants but alscsbE. Violet stresses that her growing
knowledge develops not just from exposure but $igaby friendship with others.

The class is structured so that community is, Igiebuilt with all participants and
through multiple chances for bonding and debriefidyen discussing the class Mint
Tea stated:

...it really is a great way to learn where you féwre’s no one superior to you

and you're sitting in a circle and you just feel.méan, I'm used to lecture

courses where there’s a 100 other people, | do@tkeveryone’s names, | don't

have a relationship with them... but in that [GirMR] course | felt we were a

family, we were all connected we all had relatiopsht was easy to ask people

for favors...it was really comfortable and warming.
For Mint Tea the course was successful in creatingmmunity structure that promoted
sharing and relationship building. She uses th@api®r of family in suggesting that the
connections in the course were not without conflieamilies have some level of
inevitable conflict. So by choosing this term Mirga may have been suggesting that
relationships in the course were more complicatad they appeared. However, it does
seem that for the most part Mint Tea experiencpdsitive environment that facilitated
comfort and sharing. In that the idea of commumnisis often stressed in the course, Mint
Tea may also be responding, however, to anotheadémharacteristic of the class.

Elizabeth also talks about how the style of therseuliffered from her previous
experiences in the classroom, “I remember going tiné class, | hadn’t ever talked to
anybody else in any of my other classes, and llikasvow this is awesome, | know

other people’s names’.Elizabeth was responding to a question | askegdnging what

from the course she found most memorable. Sheona®f many participants that
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responded that the structure of the class thatvatiarelationships to develop was one of
the most impactful parts for her. For many paptcits the communal nature of the class
was set early in the term with the social identitgle commonly named as a powerful
moment in the class that cemented the relationshifhee course. That said, classroom
community in and of itself does not lead to criticansciousness development.
Classroom community creates the groundwork for wgrkoward critical consciousness
(e.g., dialogue).

The identity circle consists of the entire classding in a circle and making
statements about their past experiences. Therstats started out lighthearted (e.g., |
was a cheerleader) but quickly became more intenge | was raped). When a person
made a statement, they would step into the cehtdeaircle and other members of the
class could step in to say they had also had #psraeence or students could step in the
circle in solidarity. For some participants thigperience was one of being surprised by
how many people had experienced trauma in thetrgrakfor others the activity let them
know that they were not alone in their experienttass building the classroom
community. Sparkles also mentions the identitgleias an important class component:

Yeah. Identity circle, | was very surprised thay dad | was happy we did that

activity, cause | remember | had been going thrauggt of stuff that whole week

... everybody just coming together and really beingdst about things that they

had gone through and being open just helped mikéyeoh, this is an awesome

group of people, | remember | cried that day, ass| but it was awesome, | really
like that activity.
This activity seemed to serve the dual purposeiafjing the class closer together and

normalizing student experiences that are often &eptet. For example, when a woman

is able to see and hear that other women havedmemlly assaulted, she can begin the
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process of making that personal experience intiigedl understanding of how sexism,
patriarchy, and power function in the world. Ferthsharing these events with others
may help free students of any shame they may redvarbund the experience. Despite
the perceived usefulness of this activity, paracifs suggest it can also be emotionally
triggering. | take up this potentially problemagispect of the identity circle in a later
section.

Participants tend to develop the closest relatipsshith their rap session
partners; they provided encouragement when indalslbecame overwhelmed and
frustrated and provided support surrounding thesegsions. Bunny discusses her rap
session partner this way “... she was my othergpeirs this. Like her and | just glued
together and her and | were just like okay let'thils.” Samantha shares a similar
sentiment:

ltwas, ... she made it enjoyable for me, beedilnad someone on those

day that I just didn’t want to be there, | was jbaghis, she was like ‘no we can

do this, lets do it together’, and so having a lyuddhe class that can feel your

pain and was experiencing some of those same emsotias great.
Samantha emphasizes the importance of having arpeiigh whom she could work
through negative emotions. In this quote, Samaaldmsuggests that there were days
when she did not want to be in the class and skedgg show up. This suggests that at
times she felt triggered by the course and puskgdri her available resources.
However, having one person to encourage her thrthege times provided some
motivation to get through the difficult aspectgtod process. This quote suggests that the

relationships in the course are linked to emotiothe processes of “awakening.”—and

in staying awake.
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Elizabeth also talks about the importance of b&tionship with her rap session

partner “...a big part for me was my partnership with the paring made a big

difference for me... having somebody that | knewuldaely on..” The individual
pairings provided an additional resource for stsiém debrief and discuss the emotions
and thoughts brought up in both the course andprsessions. This additional level of
relationship seemed to help participants’ navigiageemotional terrain of the rap
sessions.

Participants not only discussed changes in tholbgtduse of their processes of
awakening but also change in their actions. The section presents findings related to
how the processes of awakening were applied tecgeants’ behaviors in different areas
of their lives.

Application of awakening. Critical consciousness requires not only the
development of critical reflection but also engagetrin critical action. Understanding
what moves individuals from critical reflectionddatical action was one of the guiding
questions of this dissertation and motivated tleei$oon emotions and relationships.
Studentsapplied their processes of awakening primarily digiothe course concept of
interrupting oppression, with participants beingtigalarly vigilant to interrupting
hurtful language.

Participants overwhelmingly reported that interrompg were the primary way that
they carried their processes of awakening outsidelassroom and applied critical
consciousness in their own lives. Participantsamty stated the importance of

interruptions but many had instances of utilizing fpractice. Bunny gives an example:
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What | really took away from Girl Power was intggtions. Like | interrupted
my mom one time because she called my childhoeddra whore and... | like
totally felt [the instructor] like come into my bg@nd just say, ‘now why would
we call her a whore? How does that help the sdnait all, why are we
classifying her as that?’ It really made my momkhand now she doesn’t use
the word whore anymore.
In this example Bunny interrupts through questigriier mother’s use of the term whore.
Bunny attributes the power of this interventiortiie instructor. This attribution takes
away her personal initiative in the process andyssty a quasi-religious experience of
being possessed by the spirit of another persdiis aftribution could suggest that
Bunny may not have integrated the course valueshet sense of self. Alternatively,
Bunny may also be using the instructor as an angrdr grounding object in her
processes of transformation as she struggles tohgaiown footing in her processes of
awakening.
Mint Tea provides an example of using interrupgion her friends:
My girl friends will be like ‘oh do you see whatathgirl's wearing?, she looks
like such a slut’ and I'm like oh you know, you sitan’t call peoples sluts... but
what does it really mean? Like who gets to decitiatis appropriate and what'’s
not?... what is the meaning behind that word?.. kthioout it, how would you
feel if like other people were calling you a slut?vho really gets to define how a
woman dresses?... So I've been interrupting mydse I've been practicing on
them because it’s a little bit easier than strangeit | feel like I'm passing along
the message to them.
Like Bunny, Mint Tea also uses a process of questgto interrupt her friends use of
the term slut. This style of interruptions attestat avoid saying, “you are a bad person
for using this word,” and instead locates the nggatonnotation of the word in a

broader system of oppression of women. Initially iiends are confused by Mint Tea’s

interruption, but later in the interview she statest “when they talk to me they are a
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little bit more cautions of what they say” becatlsgy have begun to expect her to
interrupt. Mint Tea and Bunny’'s examples are re@ngative in that they show
participants interrupting friends and family mengeMint Tea expands on this dynamic
by saying that it is easier to interrupt those #ratclose to you as opposed to strangers.
Mint Tea also uses another tactic in interruptiegfriends’ language:

| took a Women'’s Studies course before and | kimathlike a vague

understanding of feminism... and then when | took][beurse and being able to,

| feel, like actually apply feministic work... nowaktually pay attention to what
people say in their conversations and little thimpere before | would just let

slip by but now I'm like, oh you know thatlsnd ofoppressive othat’s kind of

hurtful and thakind of makes me fetlis way and feel it probablyhurts other

women to ananaybe you shouldn’t say things like thafemphasis added]
In this quote, Mint Tea demonstrates another gjyater interrupting, she uséseling
language and qualifiers to soften the interruptraaking the interruption seem less
invasive and aggressive. Mint Tea also suggeatsGhl Power succeeded where other
courses had not in that it offered a concrete wagpply newfound knowledge.

For some participants they were drawn to the Gdww& model of creating
change because it was seen as less aggressiver#hc oriented as compared to some
other models of critical action such as protegiariles states, “I feel... your creating
change in a way that isn’t like going out there &akel getting in fights with people, it's
like your talking about a topic that people dordrmally want to talk about.” The
interrupting model of oppression felt more accdssimd acceptable to Sparkles because
it was based in talking and perceived as less agiye Elizabeth also prefers the

method of interruptions because it is viewed as ¢emfrontational:

Because it's one thing to be like here is whatmig@n, here’s how it is in
everyday life and how people are using oppressingdage and you should stop
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it. But it's another to be like, all right, that'®t gonna get you very far this is

redirecting, educating, things like that made adiffgrence cause it's less

confrontational.
Elizabeth notes that interrupting in and of itselh seem confrontational. The act of
interrupting someone when they are speaking is asende in many groups. Further,
telling someone that they are being oppressivesandld change their behavior is also
potentially discourteous and may be perceived glslynconfrontational. However,
Elizabeth is able to deal with this dissonanceumggsting that interruptions do not
change behavior this way and instead they “redil@ud educate, highlighting two
variations of interrupting.

Few patrticipants, at the point of the interviewas Imoved to interrupting people
outside of their immediate social circles, althoMiblet is an exception to this. Violet
recounts an experience of interrupting oppression:

| had no idea that the term gyp, was related tsiggoand so then I think | heard

somebody that | knew say that and | was like, €$adn a lecturing tone)) did you

know that that's offensive to ((laughs)) gypsiesomething to that effect, like
when you say that, what that really means is, hag were like | had no idea
either sadon’t feel bad neither did | ((laughs)).
Violet states during her interview that she likesapproach interruptions from a place of
humor. She does that here by taking on a jokifegliuring tone when interrupting but
then quickly switches to laughter to try to keejngis lighthearted. In addition, she tries
to avoid making the person feel bad for using tleedby stating that she also just
learned that the term was offensive, so she tefigerson, “don’t feel bad.” This

response to interruptions may be because of V@evious experience with the

practice. It seems that before Girl Power, Viblatl a practice of trying to interrupt
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oppression but only with those close to her andmofhe results were perceived as
negative, “went over their head” or “started a figjh-or Violet learning about
interruptions in Girl Power gave her not only tlemftdence to interrupt those outside of
her immediate social circle but also the skillsitoso in a way that minimized
interpersonal conflict.

Many participants talked about how the practicentdrruptions changed them in
a broader sense. For example Peach states, “bgaand practicing about interruptions
really changed me in a major way, | do an inteinupéveryday now, like [the instructor]
said she does and | do too and it feels really gowtreally important to fight against
oppression.” For Peach, interruptions have becauhaly part of her life. This
integration of the practice into her life seemé&ve been facilitated by the fact that
engaging in interruptions offers some positive egmgnition. For Sparkles, the course
helped her overcome her fear of interrupting:

Taking that class really helped me learn how tandgierruptions which was really

helpful and | feel like after that class I've natitthe things that | say and the

words that | use are completely different than keetaking it... because | was

always scared like oh this person’s gonna frealoolidon’t know what to say.
Sparkle’s quote represents a common tendency earels participants. Many speak to
the fact that before the course they saw oppressidrheard oppressive language but did
not intervene, either because they were scaredaause they felt they did not know how
to intervene. Participants also note that thesmbias sensitized them to instances of

oppressive language. It seems that the coursdity ab help students overcome fear

and learn a concrete and seemingly applicable Wwdgaling with oppression were
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major factors contributing to their ability to cathe process of awakening into action. |
now turn to address the second theme, sourcessifrtnce.
Listening to Girl Power: Sources of Dissonance

Participants also describe the processes of awadsersi fraught with conflict and
complications. These difficulties arise when pap@ants’ newfound view of the world is
met with resistance from both internal psychololioeces and outside social forces,
including friends, partners, and family member$ie3e sources of dissonance both drive
and inhibit participants’ movement towards higherdls of SPC consciousness. In this
section of the findings | move to address the seéecemsearch question: What tensions
arise between the dominant culture and/or sigmficéhers’ values and the values of the
Girl Power capstone? The second part of this guedtiow do these tensions move
individuals toward or away from critical conscioess, is addressed more fully in the
discussion section.

Although the primary sources of dissonance vathgfahe participants express
some level of conflict in developing SPC consciass Some of this dissonance deals
with the internal and psychological forces (dissm®ainside) while other aspects deal
with the external and social forces (dissonanceide}. The role of Girl Power in
dissonance varies within and between participahte Girl Power experience, whether
in the course or the rap sessions, is an imposignbf felt dissonance. At other times
the knowledge and skills gained from Girl Powerieacktly causes conflict in other
aspects of participants’ lives. The most commaitiyd and most problematic source of

dissonance centers on interpersonal relationshifssde the class. Students talk about
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Girl Power impacting their friendships, partnershiand family relations. These
different areas of dissonance make up the subthén#éss chapter and are the focus of
the rest of this section.

Dissonance within the selfMany participants talk about experiencing internal
conflict, for some this takes the form of conflashong emotions. At other times,
struggle between cognitions and on occasion a tlaskeen internal thoughts and
behaviors. Violet talks about dealing with oppressanguage: “. the things that I've
been programmed to say off the cuff that are pbssitiensiveo people, that in my heart
of hearts | would never want to hurt anybody, listjust the social conditioning.”

Violet struggles with the knowledge that she haseghthrough the course and the
difficulty of breaking habits of saying certain vdst She seems horrified by her capacity
to perpetuate oppression through the use of ledamggiage. Violet deals with the
dissonance of being hurtful but seeing herself ‘@®ad” person and placing the blame
on society- “its just social conditioning.” By piag the blame outside of herself she is
able to overcome cognitive dissonance. Howeveexbgrnalizing the blame she risks a
loss of motivation to change personally becauseidees all of the bad on the outside.
This is problematic in that this external enviromileecomes a part of one’s conscious
and unconscious landscape as they grow up in arethat perpetuates oppression. In
order to address oppression, which exists at nelkgvels (Young, 1990), it must be
attacked on each of these levels, including thelpslpgical.

Remi also discusses dissonance around languaigey iner this dissonance is a

driving force for development. | asked Remi “ifuyavere to think back at what point
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over the past few years did you have your biggestase in that [feminist
consciousness] where you started to see thingaa@wavay?” She responded, “Probably
when | did things, or said things that were kindgoforant and then | thought about it
and realized that that's weird and | shouldn’t kdattor think that way. And I still have
those moments.” Remi suggests it was the times1she felt a disconnect between
what she was doing or saying and new ideals tlmahpted further development. She
indicates that the feeling of dissonance was aasigpat something was wrong.
However, she also acknowledges that feminist consaiess is a process of development
and that she still has these moments of “discorih&damantha also seems able to deal
with the dissonance in herself and in others byimdimg her that development is a
process, and a hard one at that. By telling heitsislia process, she seems better able to
deal with the ambivalence that arises when dissomanencountered:

| find myself more and more doing interruptions amerrupting myself and

really thinking about my language, because langigmgewerful. So... just being

okay with knowing that this is a process, it's laeguage that we speak we didn’t

learn it overnight and so to deprogram and repotiest it's okay if you make

those mistakes sometime.

Dita talks about the difficulty in becoming “hypevare” of the injustice
surrounding her:

... there was definitely a moment in the middle o tlass] where | felt so

hyperaware outside of class that it almost madéeeleeally uncomfortable. |

was all of a sudden like, ‘maybe | don’t want todmeaware’ and immediately

realized, no, no, no you really do and it's beties way because that's how you

move forward instead of just feeling trumped bysthsituation’s. There’s

definitely a point in between where we were stilthe process of learning where

| was like ‘if | left the class right now | wouldi$t be super aware of how
unfortunate everything is and | wouldn’t be ableltoanything about it.’

159



Dita acknowledges that her process of awakeningesadiscomfort, in part because
oppressive situations are now more salient. Samsédesitant to acknowledge this
struggle, however, in adding that, dlmostmade me feel really uncomfortable.” This
reluctance may result from the demands of the eonirshe interview that suggests that
the process of awakening is a positive experiefdes simplified interpretation of the
experience diminishes the emotional turmoil thaipected in any transformation. She
seems able to overcome some of the uneasinesariynig specific behaviors for
expressing or applying her process of awakenirte éxpresses a certain depressive
burden of consciousness, of not being able to umi@hat she has discovered. | return to
this idea of wanting to unsee what is now seehe@ndiscussion section.

When | ask Elizabeth directly if she experiencey #&nsion or dissonance when
taking the course, she responded:

| mean, maybe with some of the things that sheiftbguctor] was presenting,

like I'd get upset because that's something thetd been doing. Like | had

caused more oppression | guess, so maybe likérusstation with myself... and

just more like dissatisfaction of wanting to do eor
For Elizabeth, dissonance emerges in the realizétiat she had been engaging in
oppression herself. This dissonance causes lerse ®f frustration, which in turn
motivates her to want to engage in more actiongssiing that frustration at one’s self
has both limiting and expanding capacities.

Dita suggests that she was able to “jump pastfrirstration involved in the
process of development, “L feel like | got to jump from being oblivious teimg very

well informed and that | didn’t have a middle periaf just feeling utterly frustrated but

not having any way to express myselfDita suggests that she is thankful that she did
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not have to deal with the frustration she assun@ddwome in the middle of her
development; she feels that she was able to “juagp’phe turmoil of the middle,
transformational, level of development.

Violet talks about the importance of a safe spadealing with dissonance, “I
mean you have to create a safe space for peoplg/tehat they feel, to think what they
feel, because | think a lot of people struggle wailowing themselves just think about
somethingvithout beating themselves up.” The thoughtsfaetings with development
can seem deviant because they counter a pers@viops ways of knowing. One of the
important aspects of Girl Power was allowing spacgarticipants to intellectually
explore both academic material and personal expeggeand how they may intersect in
an open and safe communal setting. Violet seersgdgest that Girl Power played an
important role in helping students transfer ematiand thoughts that previously felt
deviant because they counter dominant ways of kmgwi

If the identity matrix of Violet felt safe in GifPower, it is possible that members
of other identities did not feel so safe in thimgeaspace. Bunny states, for example, “
hated being a teenager.l.don’t want to go back to that, and so like, thgsks are in it,
and I'm like | feel terrible for you.” For Bunnynd other participants, rap sessions
brought up feelings of their own difficult adolestexperiences. Some participants
hoped that returning to this difficult period wouldlp them work through some
underlying tensions. Other participants expressatbeing vulnerable opened the door

to further development. Samantha discusses heriexge of feeling vulnerable in the
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classroom, particularly around her marginalizeahides and re-experiencing difficult
aspects of her earlier life:
For me it's difficult sometime being the only ___sitting in the classroom,
because, usually when we talk about what’s hapgenithe world we’re talking
about it from a dominant perspective, well thaté me and so, to find a way in
which [ fit into all of this, it's not always easYhere were times when I've gotten
upset... but it also makes you have to do a lot cdgeal work... and when we
think about childhood and things that you've exgeced that it didn’t bring up
some feelings that you probably wanted to buryvere
Samantha simultaneously recognizes the difficulty mecessity of integrating and
understanding past experiences into her proce$segaiiening. Further, the difficult
aspects of the course led her to a place of cofmamg love and striving to continue to
grow and be “a better person.” However, she atko@vledges that the course was
difficult at times, which was a common theme in itterviews. These participants with
negative adolescent experiences seemed to vieeotlree, particularly the rap sessions,
as a form of therapy for dealing with their pasnpd return to participants’ association
of the course with therapy in the discussion chapte
Dissonance with the Course A second area of tension identified by partictgan
was felt within the course. Participants talk abarious frustrations and conflict they
felt in the course throughout the term. Sparlddisstabout the day the group engages in
participatory decision making to pick the titletbé Zine:
| remember that day beirigistratingcause everyone was coming up with ideas
and then other people weren’t coming up with icead then the people that
weren’t coming up with ideas were like ‘oh | dohikee this, | don’t like that’ but
they didn’t have anything better.

Sparkles feels that other members of the class guaok to offer criticisms but not to

propose helpful suggestions in picking the Zine tittlizabeth is also frustrated with the
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process, “Picking the title not a fun process ({l@)), | was not a fan ((laughs))...l guess
what | liked about the class in the beginning, dhiblbeing open and everybody talking
kind of backfired, towards the end and it got #dlibld...” Elizabeth suggests that her
sense of anger was coming from something she teagiopisly thought was a benefit of
the class, allowing room for everyone’s voicesiz&ileth goes on to discuss her
frustration she felt towards the end of the course:
We had a Zine making day and I think... we needetla Ibit more direction, a
little bit more time management. Because | valygime... And towards the
end there we were just like, did we do anythingaydOther than talk about, the
weather?... | think there was a feeling of frustrabn some ends, by the end,
especially when we were going through the [therhissénd like lets get through
this, c’'mon.
Elizabeth suggests that other members of the calna®d her feelings of frustration.
For her the sharing and community building wagansfth in the beginning of the
course. Nevertheless, as assignments becamehdygarticipatory decision-making of
the course no longer seemed beneficial and wasrraéien as inefficient. Towards the
beginning of the course the activities designeidd¢oease community building may have
been perceived as more fun, with no real task lathto the activity, outside of building
community and critical reflection. However, onbe tlass process demanded that
certain task be met, Elizabeth began to feel apabbut these tasks getting completed
and what was previously perceived as enjoyablektuiegan to feel like a waste of
time.
Frustration with these strategies is common. lildizls, particularly in the

education system, are used to being told what t@uatioritarian decision-making

processes are quick and relatively easy. Thisadype of decision-making that is most
163



often deployed in the classroom, the teacher midideedecisions and the students follow
suit. A key component of Critical Pedagogy is offg the students power in making
decisions. However, some students may not wasipihwer, they may still feel more
comfortable being told what to do. Further, somuelents do not seem to value the
process itself so they are not willing to go alevith the extra time and effort that is
required to make a decisions when everyone’s vgibeard, particularly when the
process is no longer perceived as enjoyable ormbesambued with anxiety because of
looming deadlines. While participatory decisionking is not in an of itself a
component of SPC consciousness, it often worksdawer of development towards
critical consciousness.

It was common for participants to express frugiratvith the course process at
one time or another. While Sparkles and Elizabethe aggravated at the end of the
course, some participants were irritated towardsdyginning of the course, Mint Tea
states:

At the beginning | didn’t really know what she [timstructor] was talking about

because we didn’t really do any lecture on it dreddlass is kinda just more like,

‘oh we’re getting to know each other'... like | didméally understand why we

had all these check-ins that some of them wouldikes half an hour which made

sense and then others would last for like a whole h. | was just so used to
lecture based classes that | was just like kindémvgafor that material to come
and then | realized that the most important pathefclass was getting to know
each other.

Mint Tea had trouble adapting to this style of s®ubecause it was so different from her

previous courses. Mint Tea’s struggle to understae course time that was spent on

process (e.g., forming community) as opposed tmierg content. She continues:
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| felt like | was bouncing back and forth betweeing okay, I'm vulnerable, I'm
kinda overwhelmed, to oh I'm excited, and someghiwere kind of stressful,
and so | felt like my emotions were just like boungcall over the place. Towards
the end for the most part | had like a really pesifeeling about everything.
Mint Tea alludes to the labile nature of her ematio For her, Girl Power elicits a broad
range of changing emotions. However, she statdddivards the end of the course she
began to have a more steady and positive opinitineoourse. Mint Tea goes on to say
she talked with other students who shared this waklbeing overwhelmed and lacking
structure in the beginning. For students thatdethe frustration with the course,
whether in the beginning or the end, it seemed ntapb for these participants to either
seek out confirmation that others were having alaimexperience or at least justify their
position by telling me they were not alone in tHeglings.

For some students, particular activities elioglifegs of dissonance. The identity
circle is described as a particularly emotionaltyréinding course component, Violet
states:

The identity circle that was very difficult, it waspecially difficult because she

[the instructor] had said even if you hadn’t gonetigh this maybe you should

step in the circle so someone doesn’t feel alodenatody stepped in the circle

for me when | said something and then | was in amjater crying. And then |

was like, what the hell? Why am | crying about thiBut then | realized you

never know how you truly feel about something uymii uncover those layers.
The activity was upsetting to Violet because skeésfao one supported her during an
activity, which is supposed to be about solidaritfolet’s experience in this quote and at
other points in her interview, suggest that shendiiddevelop many strong relationships

in the course, as many other participants sugbegtdid. Violet was able to experience

some personal transformation in the course wittioege peer relationships, although she
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does note that she felt a bond with the instruciespite the difficulty of this aspect of
the course she puts a spin on it in suggestinghiiatvas another area where she was
able to work through feelings and grow in the ceuilis may reflect her interpretation
of the experience or it may reflect demand charesties of the course or interview that
suggests the need to paint Girl Power as a postperience. Finally, at other points in
the interview Violet notes that she had to useusses outside the class, such as her job
and therapy, to deal with the difficult experieneasl feelings that arose in the course.
Bunny struggled in the identity circle and also badraw on outside resources to
deal with the experience, saying:
I've had to go through with therapy and stuff d@liwhen we were talking about
like social mapping, | was like hell no, identityate, that was so tolling... It was
like, yes this was unifying, but it was also taken¢pll on my psychological well
being. Luckily I still see a therapist regularlylsgot to be like I'm tired, I'm
drained, help.
Unlike Violet, Bunny felt a great deal of solidgriuring the identity circle and she felt
that the activity helped to cement relationshipssias having in the class. However, she
describes the experience as taking a significawtiemal toll, so much so that she had to
discuss the experience and get “help” from a thstap
For many participants conflict in the classroomesceived negatively. This is
the case even when the conflict was a part of #negpatory decision making process.
Mint Tea was surprised when the structure of thesmled to disagreement:
| was surprised that people didn’t agree and the®just so much back and forth
going on, but I don’t know, maybe they were justyvapinionated and they were

advocating for themselves | guess but it was glly hard for us to like find
common ground on a lot of topics.
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For Mint Tea, and other participants, the charasties of a healthy community seems to
include always getting along and agreeing, in otthends the absence of dissonance.
When discord does occur this does not match theiwv of the class, potentially limiting
the ability of students to bring up feelings anduphts they had that were seen as
dissonant from the goals of the course. | retarthis fear of conflict in class in the
discussion section.

In addition to experiencing dissonance within tbarse, many participants
experience some level of dissonance while condgctp sessions. Remi says that the
rap sessions were “challenging because it forcetbrbe outside my comfort zone.”
Peach similarly states, “the rap sessions pusheoutnef my comfort zone.” Both
women talk about struggling with the rap sessi@tsahbse they put them in a situation
they have never experienced before. However, RachiPeach had self identified
powerful experiences in their rap sessions thatHech to either continue or desire to
continue to work with teenagers in a similar capaci

Dita found the rap sessions particularly anxietypking:

So | wagreally nervous at first and that was because | knew thagegoing to be

the whole teen girl component... | felt like a tdiah out of water like I’'m not

going to know how to relate to these girls evetttle lbit, which | couldn’t be
more wrong. Because | completely related to thedh.arthe girls | got
fortunately were very close to the kind of upbrimgthat | had had... so |
connected with them much more than I thought | woul
Dita talks throughout her interview of her trepidatregarding teenage girls and the
feelings that the entire course brought up forregarding her difficult growing up

experience. She was able to work through thesdmdseand have a self identified

powerful experience in the course and the rap @esshat seems to have helped her not
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only develop critical reflection skills but alsovd#op more meaningful relationships in
her life. The rap sessions not only produced digsoe as participants struggled with
their own issues, but also how they helped the gidrk through issues related to
adolescence. Dita continues:
Keeping positivity in our rap sessions was a reditffycult thing, |1 can see just...
how intensely women are really pitted against eshbr and placed in the
positions of competition was very obvious when waemhere cause it was a
very loving group... but there was definitely a Idtcattiness also between the
girls and it was very hard to defuse without makimgm not feel like we were
attacking them. That we’re not, not saying you’tead person but your using the
wrong language for this... that was the hardesttpaapproach was to explain
how detrimental it is to them to constantly be judgeach other.
The rap sessions not only illustrated a point dfcal awareness for Dita, they also gave
her practice in taking action on her awarenessweéyer, the process was not simple.
She acknowledges that she struggled with how tnmpt the girls without placing
blame on them. By using the term “wrong langua@®ta seems to suggest that there is
one correct way of saying something, which maydatéi a somewhat limited or closed
view of the world. The idea that there was righd among language was common
throughout the interviews. While | understand featiicipant’s are working to counter
oppressive language, the idea that there is anivedovay of going about this seems to
involve a form of psychological splitting—of septing the world into all good and bad
categories. This all-or-nothing mode of thinkingluibits more complex and nuanced
ways of understanding the world.

Dissonance with recreational activities and cultureMany participants

mentioned a changed relationship with popular celand other activities used for
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enjoyment and relaxation following their Girl Povestperience. Mint Tea talks about
her shifting understanding of advertising specifica

Oh my gosh when | watch TV and | see commerciafslike everything is wrong
with that commercial. Especially when | see thésgir bikinis eating the
hamburgers I'm like this is portraying so many negamessage... before | was
like ‘oh yeah that’s funny’ but now its just, ‘ohyngosh that is so wrong and that
makes women look bad and I'm a woman and | woutdvamt women to think
that way of me’...

Mint Tea suggests that Girl Power helped her tbddter able to interpret the messages

presented in the media. This changing orientaiestaken some of the fun and humor

out of previously enjoyed activities. Remi shaaesmilar experience of developing new
views of popular culture specifically:

Just being able to analyze the messages that el to people, especially
women and girls...I mean its totally changed since | first stategining about
feminism. Also, like the music that I like or tHaised to like a lot, | started
realizing it was really like male centered, likeédude bands and stuff and singing
about dude problems | just kinda got bored with swal stared listening to more
music by women.

As her outlook on the world changes, Remi’s presickhioice of music is no longer
interesting or fulfilling. For many participantsis change was marked by feelings of
dissonance. When | asked Peach if her reactioecteational activities had changed, she
responds “yeah, it sucks.” | asked her why *“it ®ick

| mean its totally positive, but there’s TV showslahere’s music that | like on
some levels that | now have trouble listening todwse... it's oppressive on one
level or another and its just all up in your fadldlee time. [Back] when | was
saying ‘you can’t take it out, you can'’t take itchd not that you would want to
but... [for example] | like to go out and dance... dhdt’'s where a lot of these
negative stereotypes are being propagated isemtiinstream music and videos.
I've always taken issue with offensive... music omsdevel and music videos
as well, but it's maximized to a point where it'®ra intolerable to me now
where before | could just be like, ‘whatever | knthat that's offensive and not
okay but I still really like this song'...
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Peach struggles with her changing relationshipk mi¢dia as well. Her new critical lens
has made it hard to enjoy experiences that preljidusught her pleasure and/or
relaxation. She does not credit Girl Power witinbehe sole source of seeing and
hearing oppression in media, but rather pointhéocourse for making these oppressive
aspects seem more intolerable. A part of Peaaghs&zwish that she did not have this
new added sense of injustice. She referencesrber grart of the interview where she
says, once you have the knowledge you cannot dotbaeeing things as you previously
did, no matter how inconvenient or uncomfortableéy be. Peach, like other
participants, struggles to find a balance betwegoyenent and critique of culture
involved in recreational activities, like dancinghich creates some level of anxiety and
potentially resentment towards Girl Power in cregtihis new area of tension.

Violet also discusses her changing relationslogaghion:

If I look at a Vogue magazine, | enjoy the fashamd | enjoy the stories and so

on and so forth but then you sort of, struggle whidt feeling of, am | being

shallow? Or am | being superficial? Or should thisn matter?... to have that

balance its okay to take care of yourself and forove your appearance but its

not who you are.
Violet is able to acknowledge that she enjoys stnmgs that might be seen as
potentially oppressive but she also interrogatesféeling by asking, “where does this
come from?” She seems able to deal with the desmnof knowing something is
potentially oppressive but also getting enjoymaritad that same thing. She seems able

to handle this area of ambivalence without comptgiashing away previously enjoyed

things. However, this quote could also be intagares Violet being lost and confused
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regarding the dissonance she feels post Girl Powelet continues to discuss her
relationship with fashion, beauty, and gender:
But yeah, | mean, | still struggle with that beaausl struggle with it in the fact
of gender identification being a woman the thirgs 1 enjoy, do | enjoy them
because | was sort of raised in that culture? Qredgoy them because I'm a
woman?
Again Violet probes her feelings and attitudes, nghdoes her enjoyment from? Is it an
aspect of culture or is a deeper feminine conne@tiollowing this statement during the
interview | asked how she dealt with this strugghel she responded, “I just try to find a
balance... Maybe | don’t deal with it very wellddn’t have an answer | wish somebody
would say, here’s the answer.” Again Violet retita the idea of trying to find balance
between being critical but also still allowing hedfenjoyment, an important
developmental capacity. However, she also questienself and her solution- she would
like someone else to give her a better solutione Aew lens that she developed in Girl
Power has complicated her life and she strugglesatke sense of her new relationship
with the media. She may still feel like findingldmace is not a perfect solution because
she still feels dissonance in her relationship withure as she questions, why do | feel
this way? Should | feel this way? This continle¢kl of dissonance is also potentially
limiting and harmful. Without a community of otlseio discuss this tension with, she
may struggle with her dissonance and choose tdveesite tension by no longer being
critical of media or no longer being able to fingayment from media. Few participants
seem to have a community post Girl Power that lis ttbprovide them with their needs

as they struggle through the dissonance of charegiageness and actions, a point |

return to in the discussion chapter.
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Dissonance and RelationshipsAnother sources of tension for participants was
found in their relationships. Participants seenmeparticularly struggle with this source
of discord. It seems that outer sources of digsogasuch as with recreational activities
and culture, could add to the dissonance feltlaticnships as individuals involved in
Girl Power change in ways that are not reflecteth@ir surrounding community. In this
section, | address dissonance in regards to paatits’ friendships, relationships with
men, and their families.

Dissonance with friendshipdviany participants discussed feelings of dissonance
in old and new friendships following Girl Power.efRi articulates the issues, “...like
having people in my life | guess who don’t know whim learning, it's like not part of
their consciousness so it’s kind of hard sometioneet around [them].”. Remi
acknowledges that what she has learned has chaegeaad that this change has resulted
in tension with those that do not see the worldresnow does. Violet discusses how her
process of awakening disrupted her relationshipis an older group of friends:

| have friends and... it's just not as fun being athem anymore, | just feel

like they're not as with it. Like they’re sort aiugk still in high school. | don’t

know if that has to do with Girl Power, maybe iteed, maybe I'm becoming

more of a feminist or ((laughs a bit)) somethirdph’t know, it’s just hard to go

back to where you grew up and see, especially fgnale friends and, just

putting up with x, y, z and not sort of being pribae and | feel like that does boll

down to social justice, like they’'ve drank the K@atl or something and its not

because | feel likbetterthan them...
Violet feels that she has progressed but thatrierds have not, although she is not sure
what exactly has caused this personal transformatibolet seems disappointed in this

group of friends and accuses them of having driin& Kool-Aid.” She uses this phrase

in a different way than Bunny (discussed in presisactions) in that Violet accuses
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those who have not gone through a process of awakas having drank the Kool Aid,
whereas Bunny suggests that she drank the KooinAi@r process of awakening in Girl
Power. For Violet “drinking the Kool Aid” is assiated with regressive tendencies of
people in her past that she would rather not beceested with. For Bunny, this phrase
represents an aspect of her progressive transfmmathis cultural idiom takes on
opposite meanings for these two participants egpe&s.
Peach also discusses tension with her friendgioippg After | ask Peach if her
group of friends or community has changed post Borlver she responds:
There are people | don’'t hang out with anymore taseour different
philosophies... The problem I’'m having is that | haveouple of good friends
who don’t want to be oppressive... [but] | have adeatime... interrupting what
they're saying and getting a positive result... kisd of sad, you feel kind of
lonely, in that now I'm thinking about these thireysd | wanna share it with these
people but maybe they don’t want them? Or theytdwahna be in community
with me about these things. So then | kind of fast alone and not really safe
with these people because they’'ve already kindaofabed our bond by saying
something that | think is oppressive.
Peach discusses dissonance in two areas of frigndBhist, she talks about tension in
relationships with people in her broad friendshiple. To deal with this dissonance she
says she stopped hanging out with these people.theh discuses the dissonance that is
developing with two close friends and the pain anxdiety that this changing relationship
produces. She struggles to interrupt these frieft® result is that Peach feels sad
about losing connection with these friends and wless how her process of awakening
has resulted in feelings of loneliness. | ask Rdemwv she deals with this tension in her

friendships and she responds:

| don’t know, I’'m having trouble with it... And it'fike... my love for this person
and my hate for oppression... | don’t know how re#&dlyeconcile those things...
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Well then [l think] I’'m gonna cut this person odtray life because | don't feel
safe around them, | feel like it's a toxic relasbip. And there’s times that | feel
okay about doing that. And then there’s these meaplere I'm like, | still have
this love for you that isn’t overcome by these otiings that I'm having a hard

time with and | haven’t found a solution other thaterrupting anyway... but I'm

still struggling with it.

Peach considers just cutting individuals that calissonance out of her life, as Sparkles
and Violet claim to have done, but this is not lutson for her in that she feels closeness
with these individuals. The incongruence is sense for Peach that she no longer feels
safe in these relationships. Peach also clainistiehas not been successful in her
attempts to deal with the tension.

Elizabeth also describes the tensions in relatipsdhat result from the
interrupting. However, her way of coping is to mevtalking about certain topics. She
describes this ongoing state of dissonance inrferdships:

Sometimes | would try to relay what we had expexgeh like the revelations we

had in class and | would try be really excited #melexcitement level wasn't

met... and | think that was the really frustratingtp@as there would be a lot of
times when, ‘oh my gosh, did you know this? Likangou believe this?’ | was
shockedand it would be like, oh, whatever... oh you ddrave this passions, but
| feel like everybody should, so which happenstallom sure with like new
information for people that get so excited and warghare and people just don’t
function the same way but | don’t know if it wasybha it does come differently
from [the instructor] who has all the informatidmmean just taking the class, |
mean people don't see it as valid.
Elizabeth has a desire to share what she learn@dliPower with her friends that have
not taken the course but when she does this slersscfrustrated because she is excited
and passionate about the material but those out$ithe class do not meet these
feelings. Elizabeth hypothesizes that her levebafitement and passion about the

course may come from being in the class, partibufesm the instructor. Here Elizabeth
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portrays the instructor as an expert whom hasallriformation and so when the
information flows from her it is valid. In contta&lizabeth positions herself as less than
an expert. As aresult, Elizabeth concludes, pedph’t “see it as valid”

Participants seem to try to deal with tension ienfdships by first trying to
interrupt those friends. If that does not worknsoresort to cutting people who do not
respond out of their lives. Other participantslaath dissonance in relationships by
avoiding areas of disagreement.

Dissonance with menThe participants experience dissonance with vanmoess
in their lives as well as with same-sex friends tamdily. These men range from
husbands and boyfriends to their male friendshigsraen that the women were attracted
to. Sparkles discusses her changing relationstiijsher boyfriend during and
following Girl Power:

| was trying to develop this new lifestyle of im@pting oppression, not using

oppressive words, and all of these things and wheire starting to do that and

you use oppressive words you feel so bad abousgtiulike ‘oh my god | can’t
believe | just used this word’ or if | would heamy boyfriend says things like
that and | would try to talk to them like hey, weelearning about this in class
have you ever thought about this and put it irvtbeds that [the instructor]

would put it... [he would say] ‘I'm just gonna talbeut whatever | wanna talk

about’ [that] was hard.

Sparkles expresses frustration that her boyfrievess chot respond positively to her
attempts at interruption. She initially does natsider that it may be hard for her
boyfriend to deal with what she is telling him. aBides then explain how she deals with
this conflict:

Like if my boyfriend would use oppressive wordsdwd just be ‘okay, | don’t

like when you say things like that and this is whgd most the time he’d be, ‘oh
yeah, you're right sorry’, or if he would just bkd, ‘oh god, againjust leave me

175



alone, let me say whatever | want to say’, I'd ike,l'okay, but you're better than

this’ or | would, at first just get angry, why areyou listening to me? And then |

just started thinking, okay it took me a while mbeirnalize this material so [I'm]

gonna keep feeding it and hopefully in a couple theit will become

internalized and | feel it did and now it's way teetand different.
When asked to reflect more on her response Spatkks acknowledge that it took her a
while to accept the material in Girl Power. Sheogmnizes that her initial response of
anger and frustration with her boyfriend may hagtbeen helpful in moving him along,
and attempts to adopt a more tolerant and patsatipn.

When | ask Violet if she experienced any conflicher life during or after Girl
Power she responded:

Yeah, | mean, my partner for one. I'm still jusdidrilling him about things, I'm

sure he things I'm a shrew or a pit bull but thare things, the poor guy has to

have me practice on him every little thing, he’d &6 like, he wasaised very

differentlyfrom me so, I think there are things that he kntavse true in his heart

of hearts but he hasn’'t worked on that whole camwiihg, to say, so I'm on him

like flies on crap ((laughs)).
Violet talks throughout the interview about heugtgles with her partner. In this excerpt,
she describes herself as policing and practicingion She does not elaborate on his
reactions to her interventions, although she attergpexplain his behavior by
referencing the home where he was raised. Viaesdeem to have a sense of humor
about the situation though, which maybe helps kat @ith the dissonance and conflict
involved in this relationship.

| asked Ruby if she experienced any conflict leetawwhat she was learning and
doing in Girl Power and other aspects of her Iiid ahe responds:

Yeah with men, | mean ((sort of laughs)), causera®irl Power and after other

Women'’s Studies classes | became this little feshifflaughs)) so all my guy
friends, they like it but they don't like it, butbn’t care its not about them its
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definitely about me..I don't give a damn that somebody doesn’t like,tha

((laughs)) I don't care if you feel like I'm tryingp be a man, I’'m not trying to be

a man, whatever that means, so ((laughs)) studfthiat, guys are just like, ‘you

need to go back to being this sweet little womand hthink its just they know

that stuff gets on my nerves they’ll say stuff likat to purposefully annoy me, so

| just don’t even entertain it, I'm just like whar.

Ruby acknowledges that the classes she has takernh®/past year have changed her
into a “little feminist” and notes that her maleefrds have noticed but not responded
well to this change. She laughs throughout thit gfethe interview, perhaps because
laughing is a way of acknowledging her own discamf&@he also dismisses many of her
male friends’ reactions by suggesting they areseabus and instead just say things to
irritate her.

Overall, the participants tend to deal with thesdnance they felt with male
partners and male friends by trying to interruginth The responses to interruptions
seemed to vary. Some men responded positivelgitghnterrupted at times but
responded defensively at other times. Violet apar8es seem to suggest that they were
able to “bring along” their partners in their presef awakening, although this process
was not necessarily a smooth one. As with otherces of dissonance and motivation
for interruptions much of the tension seemed todalto the men using oppressive or
sexist language. However, it is unclear what lagguwas being used and if other
perceived transgressions were involved.

Dissonance with familyParticipants did not often address family relatiops.

But when the topic of family did arise, it typicallvas identified as a site of conflict. For

Elizabeth, the idea of talking to her family abwditat she learned in Girl Power is

nonsensical she states, “I don’t even really tgllmom that | take Women'’s Studies
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classes.” At other points in the interview, Eliettbtalks about the fact that the culture
she grew up in and the culture of Girl Power anmg d#fferent. Just as she tries to avoid
conflict with her friends by not discussing certasues, Elizabeth avoids conflict with
her family by not telling them what she does ingih Remi expresses a similar
sentiment:
Talking to my parents sometime, they have no ideatweally Women’s Studies
is, so my mom says weird stuff sometime to me {ftes)). And then it's weird to
be a person who I've immersed myself in this typmaterial and ways of
thinking and theory and then real life isn’t liked ((laughs a bit)), so | can try
hard to like change it | guess, within my own bbbt its still hard ((laughs a
bit))
Throughout the interview, Remi often uses the témeird.” She sometimes seems to
use the term to describe people who are being epipreor offensive, and other times as
a reference to conflict or dissonance. In thig pathe interview, she seems to use the
term in both ways. First, she discusses not balolg to connect with her parents around
what she is learning in school and then continyediscussing the dissonance she feels
by being involved in critical and feminist inquiity school but knowing that these ways
of thinking are less accepted in broader soci&gmi and Elizabeth both choose to not
share their changing view or understanding the dwaith their family. This decision
could suggest that they have not fully integrated hew way of viewing the world into
themselves. Alternatively, they may just wish void conflict with their families.
Whereas participants have the option of leavirenfilship groups that perpetuate what
they view as oppression, the option of leaving fammay feel more difficult or

traumatic.

Violet discusses how Girl Power made her familgexience:
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... | started thinking about things that he [her &ijtwould say to me when | was
younger and it wouldn’t be likgiou are this wayit would be more like [all]
women and it was sort of horrifying that somebodthat intelligent and
worldly... would think that women were really notwerthy as men. So then

I'm like oh great, how much dhatdid | soak up in childhood that I'm still

harboring.

The course caused Violet to interpret her fathaectons and words differently than she
had previously. After the course, she feels slee sexism but this contradicts her view
of her father as “intelligent and worldly” and thusslikely to express sexism. These
revelations also cause Violet to be concerned abowthis attitudes may have
influenced her in ways that she has not undersbooubticed before.

Overall, participants seem less likely to interrfgrhily members, as compared to
friends and partners. The most favored way ofidgatith dissonance within the family
centered on making certain topics off limits fosalission, thus avoiding the areas of
tension. Alternatively, participants dealt witlsslbnance in other areas using a wider
variety of strategies, including avoiding relatibis and situations viewed as
oppressive. While participants’ efforts to chasgene of these settings suggests
engagement in critical action, a core componeititital consciousness, participants
also have difficulty integrating “good” and “bad$ects of people, and dealing with

their own sources of ambivalence. | return toipgdnts’ struggle with these sources of

tension in the next chapter.
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Chapter Six: Discussion

This dissertation began with background to my Iteagding interest in critical
consciousness. Long before entering graduate sdhiuave been interested in the
guestion of how to go about promoting social change | pursued this question through
my graduate studies, | became convinced that ttielsthange methods utilized by many
activists were inadequate in fully addressing ttaps of emerging problems. Although
these methods address the social and economieraftappression, they do little to
address cultural and psychological effects. Wihile important to attend to structural
aspects of oppressive systems, it is also necessatiend to the psychological effects of
these conditions. Therefore, the question becamaeobhow to go about promoting
progressive social change at multiple levels. gdmean ongoing investigation into theory
and practice that attends to the psychologicalcatdiral effects of oppression.

Although my interests have developed over the @afsny graduate studies, |
was committed to trying to promote and understatrigtal consciousness after my first
reading of Paulo Freire’s (200Pedagogy of the Oppressas an undergraduate.
According to Freire, dialogic and experiential eatimn, also termed Critical Pedagogy,
can be used to develop critical consciousnessniddel laid out by Freire seemed to
address the structural and psychological effecsystemic injustice on both the
oppressed and oppressor. Freire not only addréssgsoblem but also proposes an
eloquent solution. His method of transformatiofersf a powerful demonstration of how
to create psychological and social changf@ oppressed groups while non-violently

working with oppressors.
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My commitment deepened as an undergraduate whmsmt ghe summer as a
facilitator for an education program for “youth thve margins” that utilized a Freirean
approach. Critical consciousness and Critical Begy became real as | witnessed their
transformational power for the youth, myself, ahd other facilitators. During this same
period, | spent time with my university’s servi@atning coordinator and | began to
theorize that an ideal path to critical consciogsnavolved a combination of Critical
Pedagogy and community engaged learning. | alsalded upon the field of
Community Psychology as | searched for a poteatalemic home. The field seemed
liked the perfect place to pursue socially relevasearch that workealith oppressed
groups. Additionally, Community Psychology wasi@eal avenue in which to pursue
research related to critical consciousness, adettia the introduction chapter.

One of the reasons | chose to study at Portlane Staiversity was its unique
and innovative commitment to community engagedareteand university-community
partnerships as exemplified by the University Stadsenior Capstones. These capstones
require all students to take a course that utilc@amunity service-learning. While
multiple outside sources directed me to the Gi@&ocapstone as an ideal environment
to conduct my study, this setting also fit with experiential knowledge regarding the
development of critical consciousness. Togethepergonal activist experiences and
disciplinary training in Community Psychology le@éno study critical consciousness as
a primary phenomenon of interest. Additionallyptighout my graduate education |
have been exposed to feminist and psychoanalymythrough my advisor and my

minor studies in Sociology. | have integrated tke&oal insights from these theories into
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my psychological study of critical consciousnessernder to analyze the understudied but
essential components of emotions and relationalitye intersection of these experiences
and bases of knowledge (i.e., praxis) have playedean all stages of the present study.
Reflexivity and Countertransference in the ResearclProcess

The methods of participant observation, intervieyyieand qualitative data
analysis involve interpreting findings through niplk lenses. Self-reflexivity can add to
the trustworthiness of findings, which is one & ffrimary markers of good qualitative
research (Stiles, 1993). | strove to be contiyuallare of how my life experiences,
gender, sexual orientation, class, ability, ane r@tect how | interacted with my
phenomenon of interest and research participaBysusing action and participatory
research strategies, Critical Pedagogy, and qtiaétenethodologies, | hoped to avoid
oppressive research tendencies while remainingizagnof power dynamics attendant
to any program of inquiry. To obtain trustworthssd engaged in a number of suggested
measures, including self-reflexivity, openness réigg possible personal biases,
prolonged engagement with the material during dteat data collection, and a process of
peer debriefing. Additionally, | meet with my destation chair throughout the process to
discuss my developing understanding of the datew$Grady, and Goyette-Ewing
(2002) also suggest that it is vital for commumisychologists to have a strong
awareness of personal values and how these infudier work in the field. | filtered
every act | observed through my own experiencesbasks. Even when striving for

objectivity, researchers inevitably bring subjeityivnto their programs of inquiry (Fine
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& Vanderslice, 1992). It is important, therefai@ acknowledge and confront the
experiences and biases that may affect my studyn@mwé& Brydon-Miller, 2001).

Reflection is a key aspect of Freire’s theory saved as a means of data
collection. Following each session of participabservation, interviewing, and data
analysis, | kept a research journal that chroniohgdreactions to the material and the
overall experience. Further, this notebook seasd place for me to record my
developing understanding of the data. | revieweld hotes, journals, and transcripts
multiple times during data collection and analysiaddition to meeting and debriefing
with graduate student peers and my research adwigsbscuss my developing
interpretations of the data.

This section takes up my subjective experiencearnymg out the research,
specifically through the psychoanalytic lens of mmutransference. The concepts of
transference and countertransference allow fordkearcher to “weather the inevitable
tensions and volatile emotions that arise: sadriesas, hostility, hatred, tenderness,
desire” (Haaken, 2008, p. 205). Transference andtertransference describe the way
in which both the researcher and the participamyaahistory of experiences that play
out during their interactions and can affect treeeech process. Attending to those
dynamics allowed room for understanding anxietresd @efenses that emerged in the
research process and provided a tool to avoid defenlistancing (Haaken et al., 2011).

When applied to the research process, the contepuatertransference can help
in recognizing the latent or subtextual meaningthefdata. Countertransference

involves not only understanding how past life eigrazes and identities affect the
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research process but also how the theories useattrtips process (Wachtel, 2011).
Wachtel (2011) also advises that countertransfereften occurs when ambiguity is
highest and can be tracked by attending to the svon@ chooses to express themselves
and communicate to therapeutic clients or resegaacticipants. Attending to my actions
and words as | conducted this project allowed mantterstand when and how
countertransference played a role in the studyldpugent, data collection, and data
analysis.

As a patrticipant observer in the Girl Power cousseral activities stirred strong
emotional reactions in me during and after thescldsexperienced a particularly strong
physical and emotional response to the identitgieiactivity. During the activity, | felt
shaky and my hands were sweaty. Following thevigaigti started crying over a simple
frustration. | think the basis of this reactionsavofold. First, it was a response to
hearing stories that are hard to hear. Even thdaghaware of the statistics around
sexual assault, eating disorders, and suicide ptte(for example), it is hard to learn that
those around you have struggled with or experietiveske issues. Second, | think that |
felt some uneasiness and guilt in my role as rekeaduring this activity. Although |
fully participated and did not take notes during #ttivity, | experienced myself as a
voyeuristic presence during this aspect of the smuiT his struggle between being a
participant and researcher in the course contilmsddanalyzed my data and struggled in
the beginning in drawing out the potentially regres aspects of the participants, many

of whom | had grown fond.
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The course stresses the importance of rap sesanohsuggests that they are the
most transformational aspect of the course. ltfgt | had failed in a sense because this
was not the case for me. There was a large agexgetience gap between the rap
session participants and myself. One barrier fer as a white woman, centered on how
to talk about race and oppression with a groupoofyg Latina women. While | was able
to speak broadly about race and ethnicity in anl@téc sense, | was not able to engage
participants on a personal level regarding theifipetruggles they faced as Latina
youth. Lack of identification and connection wilp session participants may be a
barrier to having an immediately transformationgerience. Further, my guilt for not
having a powerful experience in the rap sessiogestg a demand characteristic of the
course, something | saw reflected in some of tireggaants.

| developed positive affiliations with some pagpents and more negative
associations with other class members. Theseaetdtvalences influenced my analysis
of the data. | often struggled to find “usefula@aih interviews of participants with
which | had a more negative response. This waspharly brought to my attention
when | went over an interview of negative assooratwith my dissertation chair, because
| did not see the interview as very useful. Howewgy chair was able to guide me to find
complex narrative threads in the data that | hagtloeked. As a group, however, | felt a
strong responsibility to the participants, eversthwith whom | had developed a more
negative reaction.

Throughout the research process, | struggled avithreness of being critical at

times of the responses of my participants. It toofferring with and support from
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graduate student peers and my dissertation chamatyze the areas of the data that
could be viewed as critical of the participantswadl as findings that implied criticism of
the Girl Power course. The experience of attenthiegcourse led me to develop deeper
investments than if | had just interviewed the ipgraints. Further, | experienced Girl
Power as a pleasurable course that aided my caatiS8&®C consciousness development,
potentially hindering my ability to see problemadgpects of the course. While | believe
my involvement in the Girl Power course aided ipp@rt with participants and the
guality of the data | collected, this same clos®minvement did, at times, inhibit me at the
level of interpretation of my findings. Furthenyvhs over committed to the outcome of
SPC consciousness development and at times sawrséippthis outcome when maybe
another interpretation of the data was more apptgpr However, through reflection,
debriefing, and continued engagement with the batarked to understand how these
investments impacted me and thus expanded my ¢gpa@nalyze multiple
interpretations of the data, some that supportedrpssive SPC consciousness
development and others that supported more regeesapacities.

Additionally, | struggled with how to share resuligh research participants. |
have immense respect for the participants and wéntportray them in a positive light.
However, | came to realize that over-simplifying #tomplex feelings and thoughts of
the participants would be an injustice to thentsrown right. Further, by not drawing
out the problematic aspects of the Girl Power aaurst a potential opportunity for my
research to be valuable as it could lead to wayspfoving the course and other efforts

aimed at enhancing critical consciousness. Latdtdof the findings and discussion
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sections integrated more critical interpretatiohthe data. In working toward this aim, |
have tried to attend to what Stein & Mankowski (2D0escribe as the need for
researchers to consider the effect of their rebefandings on the participants at the time
of the research project and into the future. Asdlyzed and wrote up my findings I tried
to maintain consideration for the impact this ditstén could have on the participants
and on the course instructor. Within these wordstheir interpretation are the lives of
real people; | strove to balance honoring theiriesowith drawing out areas for
expansion and analysis. | hope that the areastmfue of the course | have drawn out
can be used to improve the courses, and otherenlike it, in the future.

| carried certain expectations to this projectdolasn my fieldwork, prior
experiences, and activist commitments. | choose3inl Power course because it was
ideally designed to facilitate critical conscioussiethus | expected to see some change in
participants’ level of SPC consciousness. Whierehs evidence that participants did
undergo a process of development, which mirroredtwias expected based on my
theory of SPC consciousness development, at timesylhave been overcommitted to
this outcome and had to step back and debriefpgdrs and my research advisor to
check my interpretations of findings. Often thesaversations led me to interpret the
data in multiple ways and to attend more carefidlthe potentially problematic nature of
the participants’ comments and to the structurthefcourse.

My personal history of activism and critical cormisness development also
influenced my developing understanding of the d&tile such “insider status” can

provide useful insight into data interpretatiorgan also become problematic. My
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personal history with critical action had centenegre on large-scale protests and
boycotts as opposed to the practice of interpetsoteruptions discussed in the course.
This led to one area where | was potentially overlircal of participants — the fact that
their critical action did not seem to extend beyontdrruptions. However, as | was
discussing my interpretation with a graduate stugeer, it was brought to my attention
that a range of barriers contributed to engagingitical action. These barriers are
discussed more in later sections.

Writing the findings and discussion sections leakrme to ask myself the
guestions | asked of my participants. | realiZeat tlespite my critique that interruptions
are limiting, | found myself interrupting oppressilanguage more often after my Girl
Power experience. | have been working to intermuggelf and those around me from
using words like “bitch” and “crazy.” Additionally have found that my focus on
emotions and relationships in this study has changgteaching strategies. This study
has sensitized me to the role of emotions andioalkships in my teaching practice,
leading me to integrate and attend to these dyrsamare effectively into classroom
discussions.

Throughout this research process, | have trackedubjective responses to the
data. At times this has been challenging givehrigections are sometimes undesirable
and at other times less consciously articulatedmkined with peer and mentor
debriefing, this process has brought greater gland focus to my interpretations and
helped me to recognize blind spots in my interpgi@ta as well. The theoretical

interpretations of the findings that follow restutim not only the application of my
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theoretical framework but also my process of reflgyx outlined previously. Further,
understanding the process of countertransferentdeiresearch process not only allowed
me to account for some of the ways that my persoiagkes, experiences, and
unconscious desires inhibited the analysis of nig dat also enhanced my ability to
theoretically engage with the data through my owdeausstanding of the processes
involved.

Theoretical Interpretations

The dissertation pursed two primary research questi

1) How are emotionally and relationally significantriG?ower experiences
related to Social-Political-Cultural (SPC) cons@pess development?

2) What tensions arise between the dominant cultudéoasignificant others’
values and the values of the Girl Power capstodehamw do these tensions
move individuals toward or away from critical cormsness?

These questions directed the data collected, dsaw#he analysis and interpretation of
that data. The findings were grouped under twontge First, th@rocesses of
awakeningheme addressed participants changing concepticthemselves, others, and
the world around them and the role of Girl Powethiese processes. This theme
addressed the first research question. Secondptirees of dissonantkeme addressed
the internal and external tensions that participéated during and following Girl Power.
This theme helped address the second researchajuest

My model of critical consciousness developmentasda on three levels of SPC

consciousness. Individuals may move forward okwacd on this continuum based on
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internal and external experiences that enhance rfi@zement towards critical
consciousness) or hinder (i.e., movement towarescpnsciousness) capacities for
critical reflection, critical efficacy, and crititaction. The middle level of SPC
consciousness, transitional consciousness, iseadfrmarked dissonance and strong
emotions as participants began to transform amgjrate old ways of being and acting on
the world into critical consciousness. Additiogakach of the three levels of SPC
consciousness is associated with cognitive, ematiamd behavioral characteristics. As
discussed in chapter three, the theoretical drigE&PC consciousness development
include social support, role models, dialogue, sxpe to diversity, managing deviant
and limiting emotions, enhancing emotional enelglyile and collective nature of
emotions, and dissonance.

Progressive drivers of development facilitate mogetiowards critical
consciousness. Progressive capacities includahthey to tolerate ambivalence and
conflict as well as the development of “psychicaapes to integrate infantile relational
ties and egoistic strivings into a larger spheratdchments and ethical commitments”
(Haaken et al., 2002, p. 66). Regressive tendsneorethe other hand, involve
“psychological merger with a group ideal and dirsiv@d capacity for critical distance or
reflection” (Haaken et al., 2002, p. 66). Throulgé discussion, | attempt to draw out
how Girl Power and the participants express bagnessive and progressive
developmental capacities by highlighting some efkby areas of tension participants
experienced during and following the completioritad course and the role these tensions

played in participants’ SPC consciousness developme
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Magical thinking. Both in-class activities and rap sessions infteeh
participants’ critical reflection, critical efficgcand critical action components of critical
consciousness. Further, the course’s focus odibgirelationships contributed to
participants’ movement towards critical consciossrough building community and
identity. These findings held for students thaheanto the course with relatively low
and high levels of SPC consciousrfesithough the processes and focuses of these two
groups differed. The transformational experiemcthe class was problematic, however,
in key ways. Participants often talk about theperiences in Girl Power as similar to a
religious conversion. Freire (1993) argues thagnvbxposed to Critical Pedagogy
individuals will ideally move frommagical consciousnesshere a person accepts the
phenomenal and natural inevitability of the sowalld, tonaive consciousnesshich
involves a greater but still limited capacity tearpret social, political, cultural and
historical determinants. ldeally, through dialogunel critical education, naive
consciousness is transformed into a more complagatrconsciousness. However, at
the stage of naive consciousness there is algmo®bility that individuals may regress
into fanaticized consciousnessharacterized by irrationality, disengagemend, f@ar of
freedom (Freire, 1993). In this state thinkingdrees heavily one sided and dialogue
across differences becomes difficult. These raagarharacteristics mirror the religious
fanaticism common after some conversion or “borardgexperiences. These

experiences of conversion are often accompanietebseased ability to deal with

2 Participants’ level of SPC consciousness befareng, and after the course was based
on their self-reports in this area. Also, charastes of the levels of SPC consciousness
as identified in the theoretical framework wereeaubt
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ambivalence, increased fear of conflict, and adbéinceptance (or faith) in authority
figures perceived as “good” or representatives lmfjaer power.

Further, in a fundamentalist conversion, the excént generated by the new
way of seeing and understanding the world may teageking out only those that agree
with the new worldview. Old ways of thinking anglis off from consciousness and
regarded as bad rather than being integratedhetoéw way of viewing the world.
Dialogue with those with alternative points of viesadiminished, as is the ability to
critically think about different points of viewn khort, those in this state of fanaticized
consciousness, whether based on religion or pslitiay become reactionary and lose
the ability to think dialectically. This reducedpacity for cognitive and moral
complexity is the opposite of what is expected whtical consciousness is enhanced
(Mustakova-Possardt, 1998).

The awakening metaphor enlisted by participantstakein up in this dissertation
suggests some dramatic change or transformatiomatment. However, the nature of
this movement is not always clear. It may suggestement toward critical
consciousness or it may suggest a quasi-religiongarsion experience. At times
participants take on the language of fundamentadiggious groups. This language does
not suggest dialogic thinking and movement towardgal consciousness but rather
blind acceptance of a newly understood truth. &ttglalso project what could be
interpreted as a fanatical consciousness whent#ilegbout only wanting to surround

themselves with those who support their new ideadanguage. While it is important to
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have community that supports growing levels oficltreflection and offers opportunity
for critical action, limiting oneself to fellow belers may produce insularity.

Further, participants’ process of awakening is glsiblematic in that it does not
seem to integrate past experience and thoughtsi@wounderstandings of the world. A
more developmentally advanced form of transfornmatiould more fully incorporate
past experiences and past selves with the newlgloleed views and self-representations.
Totally eschewing all old ways of knowing and agtsets students up for difficulties.
Isolation may result, as participants are no loradee to receive social support from
family and friendship groups. Difficulties may sgiwhen students see people they care
about (or themselves) engaging in behaviors they as oppressive. It is hard for
participants to reconcile fighting oppression amdrg those who continue to engage in
oppression.

Yet, the overall content of responses does notestgexclusive development of
regressive tendencies. Some participants disotesgrating old and new ways of
understanding the world. Participants also talkualbeing in dialogue with those outside
of Girl Power and with those engaged in other acéa®cial justice work. Finally,
participants demonstrate movement towards critoakciousness in their widening
frameworks for thinking about injustice and engagetrn critical action.

The theoretical framework for this dissertationttights that SPC consciousness
development is a complex process. The findings fiilois dissertation suggest that this
process of development may serve to contain disgenand anxiety. Through stressing

critical consciousness development as an ongoincegs, the Girl Power course offers
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potential protection against fanatic consciousn&gken students are guided though
development as a process, they can deal with thietgirof falling short of their
expectations and may be less likely to engageyonhmdogical splitting that can lead
towards magical thinking and fanatic consciousness.

Experiential and academic content of Girl Power.Previous investigation of
critical consciousness has tended to avoid relatiand emotional dynamics in focusing
singularly on cognitive factors. Emotions are nfigewed as hindering the process of
critical consciousness development by prohibitingagh of critical reflective capacities
(Carlson, Engebretson, & Chamberlain, 2006; Frdi#93). However, a more complex
view of emotions proceeds from the premise that t@a be central to critical
consciousness development as well as limitingcaditonsciousness development. One
of the aspects of the Girl Power course that ledorselect it as a site of my dissertation
was its focus on emotions and relationships. Eonstand relationships are often
omitted from research on pedagogy, even in couteested to developing critical
thinking. Many teachers are taught to fear ematiarthe classroom as antithetical to
process of rational inquiry. Emotions are alsodddecause they represent a seemingly
unmanageable energy that may threaten traditidas$imom dynamics of order and
logic. Finally, some instructors feel they are trained to handle the emotions that may
results from some classroom experiences. Howéwamotions and relationships are a
key aspect of critical consciousness developmbasa aspects of mental life must be

incorporated into our pedagogical models. Furteemtions and relationships are
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present in any context, including the classroometivér instructors choose to
acknowledge their presence or not.

Participants in the study noticed and apprecidiedattention the Girl Power
instructor gave to developing relationships andieoking with emotions. Participants
noted that the ability to transfer the informatfomm the purely cognitive and academic
to the emotional and personally meaningful seeraemhhance their ability to engage in
critical reflection. Further, the experiential kmiedge gained through the service-
learning component (i.e., rap sessions) was cetattadbw many participants described
SPC consciousness development.

The aspects of the Girl Power experience that west meaningful for
participants varied, depending on previous lifeezignces and their prior level of SPC
consciousness. For some participants the emotamthtelational aspects of the course
were most important to their continuing SPC conseness development. These aspects
of the course were important for students who hagipusly taken Women’s Studies
courses that lacked an emotional or relational gegiaal focus. Other participants
found the academic content of the course (e.gdimga and discussion of theories of
oppression) particularly helpful in enhancing tH&#C consciousness. These students
often had previous personal experiences with ogme®r exposure to marginalized
groups but did not have the vocabulary or theaaktiaderstanding to fully integrate or
process these experiences. Other participantsifthexcommunity engagement
component particularly helpful and found the acaidesontent “came alive” when they

applied the knowledge they learned in the classrtmthe rap sessions. Participants
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with this experience often found themselves conngatvith and/or identifying with the
girls in the rap session.

While Girl Power was not the primary impetus forCSEbnsciousness
development for some participants, it played anartgnt role in continuing to move
them along the SPC consciousness continuum. Timseavorked through a variety of
mechanisms in allowing participants at differeatrshg places along the continuum to
gain something productive from the course. Theselanisms included normalization
and emotional energy.

The process of normalization of experiences (Suratiéiter, 2002) is an
important aspect of SPC consciousness developrsenenables individuals to
understand that their personal experiences hole s@indity in the development of
critiques of society This process of making the personal politicansamportant
component of the critical reflection element of SEDsciousness. Normalization also
validates emotions by making emotions previousiwad as personal and/or deviant
part of a broader political structure. The comntamal non-judgmental space built into
the Girl Power course allowed some participaneqjaress emotions that the dominant
society might deem deviant, anger for example. dwdy are “deviant” emotions allowed
to be expressed but they also become acceptaldgrttess frees up cognitive
processes that were previously dedicated to magagmotions and can now be used to
develop critically reflective cognitive capacitigdummers-Effler, 2002).

The emotional work of the course occasionally toola transformational tone.

Through the activities and relationships built ittte course, emotions that limit SPC
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consciousness development; for example, fear,, guntt shame, could be transformed
into emotions that enhance development such a®, hmge, and anger. The course
seemed to help students overcome fear and to éeeoncrete and applicable way of
dealing with oppression. These emerged as maptwriacontributing to students’ ability
to apply their process of awakening.

Emotional experiences tied to the course weretatits Many students found
that the course was both exciting and drainingga@lhation of emotions that fits with
Hoggett’s (2009) focus on the labile nature of @omtwhich he theorizes as central to
the empowering capacity of emotions. Hoggett asdhat the dynamic coupling of
opposite emotions (e.g., love/hate, despair/holp@) dor emotions to become a driving
force for efficacy. Thus, the course not only nalimed emotions but also worked to
transform them.

Emotional energy was another important componetitetourse that contributed
to the process of awakening. Emotional energy is:

...a feeling of confidence, courage to take actiabdiess in taking initiative. It

is a morally suffused energy; it makes the indiaidieel not only good, but

exalted, with the sense of doing what is most irtgydrand most valuable...
feeling of emotional energy has a powerful motivgteffect upon the individual,

whoever has experienced this kind of moment wantspeat it. (Collins, 2004,

p. 39).

The concept of emotional energy helps understandrmic connections between
feelings, efficacy, and motivation (Summers-Eff@002). The Girl Power course is
designed to enhance emotional energy through a euailpractices. The high levels of

emotional energy experienced during the coursedanidg reflection back on the course

appear to enhance participants’ movement alon@B@ consciousness continuum.
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However, emotional energy is not in and of itsghragressive force. Emotional energy
has the capacity to drive individuals to less adedmmoral and thinking tendencies.
Emotional energy is very high in many cultish exgeces; the individuals involved in
these experiences often exhibit movement towamgigssive thinking tendencies such as
magical thinking, blind acceptance of authoritydry splitting, and fanaticism.

Another important component of emotional energysisole in strong relational
ties. Emotional energy is enhanced through integreal connections and collective
identity formation (Summers-Effler, 2002). Theegaf emotions in relational
development is also emphasized in another theaf¢tinchstone for this dissertation—
the work of Carol Gilligan. Gilligan (1982) thepeis that thethic of cards central to
female development and to building and maintaimeigtionships as a key component of
moral development. Based on my data, this seernaltbtrue for critical consciousness
development. The relationships built in the coursath the instructor, rap session
participants, and with other class members—areyalkiging force for movement on the
SPC consciousness continuum. Students with straatgionships, particularly in the
rap sessions and with other course members, agpbeahave experiences that are more
meaningful in the class. Further, the emotionsratational aspects of the course seem
dynamically linked. The parts of the course tleaidied to elicit strong relational bonds
also tended to stir emotions. These emotionsrmdtten enhanced relational ties.

A number of participants stated that they prefetoeadvoid conflict whenever
possible. Additionally, dialogue in the class litseas often viewed as rife with tension.

Participants preferred that everyone “get alongf agree. This tendency does not leave
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room for critical dialogue, a primary means to, a@sult of, critical consciousness
development. This fear of dissonance, conflicti aggression seems to mirror

Gilligan’s model of female moral development infiissus on an ethic of care as opposed
to an ethic of justice.

Gilligan (1982) presents a feminist critique of therk of Lawrence Kohlberg,
which exclusively focuses on morality as centenedwo ethic of justice. By focusing
only on justice and independence as the basisvairaeéd moral reasoning, Kohlberg
overlooks the equally important capacity for cand aterdependence. The ethic of care
stresses relatedness and the value of everyoneghawioice. The participants’ aversion
to conflict represents a problematic tendency itigain’s moral framework. An ethic of
care alone does not account for the full range afahreasoning that is needed to address
oppression. While the stress on community is irigmdrto building solidarity and critical
consciousness, an ethic of care alone does nosserilg motivate individuals to work
toward greater equality. An ethic of care integdainto an ethic of justice offers the
strongest moral ground for confronting relationslomination in all aspects of life.

Many of the participants in this study seem to hdereeloped a strong ethic of care but
lack an ethic of justice, limiting their ability #ngage in diverse critical actions.

Polletta (2002) situates the inability to tolerataflict not within the individual
but within the social setting and process of pgrétory decision-making. She notes a
similar inability to deal with conflict in many dfie social movement organizations she
studied. When discussing this weakness of theécgzatory form Polletta (2002) states:

When a groups has common interests, consensus;lfasedo-face, and
egalitarian deliberation can deliver good decisian#’/hen member’s interests
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diverge, however, practices that were intendedkpoess and strengthen the

group’s shared purpose must protect individuake#es against those of the

majority or the powerful, and they cannot do thiisthe groups... do not bring in
some features of conventional adversary forms, émelyup simply pressuring

people into line... The participatory democratic aitea is how to choose a

‘group’ interest from among competing individualesn (p. 15)

In other words, the participatory form does noténthe capacity to fully address the
interpersonal conflicts that invariably arise. Hiteiation becomes even more
complicated when relationships among the groupiaken into account. The inability to
resolve this conflict was a source of frustrationgarticipants in the course and
represents an important dimensions for groupstitiiae this style of deliberation to
consider and deal with in the future, includingl®@ower. However, it is important to
note that despite these limitations this styleadision-making does allow more room for
expressive and relational dimensions than morealidbkical and less participatory
approaches.

Girl Power as therapy and consciousness raising gup. Enlisting experiential
knowledge in the classroom can become problem&iotionally evocative learning
experiences can illicit overzealousness or fankticasciousness—a form of thinking
that precludes the development of dialectic reasprequired in critical consciousness.
Participants sometimes express the grandiose letieinterruptions and altering
language use alone can change the world—a beb&fdan what Freire (2001) calls
magical thinking, a mode of thinking that is courttecritical consciousness.

The focus on emotions and relationships in thesmuan also lead to students

emotionally investing in the experience in way4d tleguire additional outside resources.

Many participants described Girl Power as drairang two participants stated that they
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needed to seek outside therapeutic help in dealitigthe challenging nature of the
course. These participants had the resourcesamections to gain these outside
resources in that they were already seeing thérabiswever, other students may have
not had access to therapy when the course becaanelmeiming. Students that had this
taxing experience in Girl Power but did not have tBsources to cope may have been
less likely to respond to my request to talk alibatcourse, making this experience
potentially underrepresented in my data.

Emotionally and cognitively withdrawing or distangifrom a setting is one way
in which individuals may express resistance to saspect of that environment (Wallin-
Ruschman, 2011). This is particularly true in tiisg, such as an academic course, that
has punitive repercussions for physically or tgtédaving the environment (e.g.,
receiving a failing grade, losing money or finahei@, delayed graduation). Given the
negative consequences that may limit studentsitgba withdrawal completely from the
situation, it is important to consider the ethicaplications of creating an emotionally
intense and demanding environment in a classrotgimge While Girl Power does try to
provide some resources to students in helping ttegre with the evocative experience,
for example, time for debriefing, relationship lolilg, access to mentors and the
instructor, these resource may not be enough foesstudents.

Some participants did talk about the Girl Powerrselas a therapeutic
experience. Participants often described the ecagssemotionally reparative and placed
the instructor in the role of therapist. This isllematic for an academic university

course, not only because instructors are not tdateenselors but also that the role of

201



grades in the course precludes a therapeutic emagat. Future iterations of Girl Power
could integrate resources to help students dehltivé emotionally taxing aspects of the
course. Further, it is important for instructofsourse of this nature to work on
clarifying the boundaries between the classroomthedhpy session. These settings
offer distinct contexts, roles, and goals that negjtheir separation in order for each to be
maximally effective.

While Girl Power utilizes many of the strategieseleped in activists and other
consciousness raising groups, it is important te timat the classroom has important
limitations that are not present within these comityugroups. In addition to the
financial commitment, the university classroom afsaintains a level of authority for the
teacher. Although instructors committed to Crititadagogy often attempt to diminish
the distance between teacher and student, thegestth maintains the most control over
the classroom because of the assignment of grddeslopment of the syllabus, and
control of classroom time. Many consciousnessfrgigroups strive for a complete lack
of hierarchy that is just not possible in the dlasm setting.

The two areas of relationships most dominant inGivePower course, that
among the students and that between the studemhstngictor, also represent limitations
of the extent to which class can be an inclusiw @articipatory space. Polletta (2002),
in her work on social movements, suggest that nagteynpts at participatory democracy
eventually fail because they over rely on modelst#raction common in society,
including: friendship and the relationship betwésscher and student. Each of these

relationships inhibits the fullest practice of papatory democracy. Polletta’s
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suggestion is that we must find new models of adtng in society to overcome the
limitations of these types of relationships. Sarhthe disadvantages of friendship as a
basis of social change are noted in the Girl Pamapstone. For example, some
participants do not feel included or integrated ithte capstone community, such as
Violet as demonstrated when she recollects hey stonot being supported in the
identity circle.

Idealization of the instructor. Participants placed many desires, fantasies, and
needs onto the instructor in the course. Oftetigiaants struggled to label the role of
the instructor because she occupies a differentiposhan do many other university
teachers, and was seen as fulfilling many rolesikaneously (e.g., friend, facilitator,
teacher, therapist, leader, coach, role modelnesaof these roles conflicted. For
example, a therapist that is also viewed as adream become problematic. Often these
roles are projected—as a form of transference—th@onstructor by the students. As
the embodiment of a worldview, the instructor réaderved as a site of idealization.

Idealization is a central and vital capacity fovelepment. It drives development
from a very young age and is often what brings feewpo social activism (Brenner &
Haaken, 2000). Idealization can become limitirgyéver, when it is “split off or
repressed and thus emerge(s) in a primitive, ugiated way” (Breener & Haaken, 2000,
p. 334). This process of idealization may resukeeing the idealized group or leader as
all “good” and outside groups as all “bad”, a blagtform of binary splitting. The focus
on idealization can take the tone of a religiousversion experience, as Brenner and

Haaken (2000) suggest, “Utopian ideals can be wgste in that they often do mobilize
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longings for surrender, and create hypnotic greegliased on suspension of critical
thought” (p. 334). The idealization that occurssiml Power seemed to generate both
progressive and regressive tendencies.

When analyzing the interviews | listened for theibaf idealization. Participants
stated that their admiration of the instructor waportant as she was able to bridge
worlds (the Girl Power community and the dominartisty) in a way that facilitated
learning and expansion. However, participantsided conflict suggested that the
idealization might have disguised domination (Bem& Haaken, 2000). The
participants discussed the instructor in a way shiggested she possessed a sort of
omnipotent power. They drew on this power whely grggaged in interruptions outside
of the classroom. Students may have difficultiegalioping capacities that do not
depend on the energy and passion of the instrubiaes,impeding further development of
SPC consciousness after the conclusion of the eours

Summers-Effler (2002) argues that a charismatiddeaan often be an important
source of emotional energy that can drive developgime

A charismatic leader emerges as a symbol of asogfarity ritual. In becoming

a symbol of the experience, they are repositoridsgh emotional energy, which

enables them to bring emotional energy to situatibat have little... Through

emotional energy incentives, those who have alreledgloped a raised
consciousness can spread the experience of cosseisgiraising. They can bring
it to those who have not developed a critical cansmess by instrumentally
creating intense rituals to legitimize deviant eioras and build collective

identity. (p. 58).

While a charismatic leader can bring emotional gnéo settings that lack this integral

ingredient of developing resistance and criticalssmousness, this leader does not create

emotional energy but rather transfers it from ogitéirsg to another through teaching the
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process of building solidarity and the rewardsnekisting emotional energy. However, it
is possible in situations of high emotional enei@ysome individuals to benefit more
than others. Often the charismatic leader is &t to benefit from the investment of
emotional energy from others; indeed this is onthefthings that positions them to
transfer energy from setting to setting. Not evas/may benefit equally from this
investment. Additionally, reliance on a charisrmégiader is dangerous in that the leader
may abuse their power or the individuals in theugronay over rely on the leader so that
when the leader is gone they are not able to coatineir engagement in critical
reflection and critical action

One of the primary roles of the charismatic leade@n developing rituals that
normalize emotions previously seen as deviant amhhance collective identity. In Girl
Power, the instructor seems to fill the role ofredraatic leader. She facilitates
emotional energy through the use of check-ins, orship groups, and dialogue. This
suggests that these aspects of the course ardiakgenone of the driving forces of SPC
consciousness development. The instructor als@sers a role model for how to
transfer critical reflection into critical actiorbhe teaches one area of critical action
specifically, interruptions.

Interruptions as a form of critical action. During their process of awakening,
students seek tools to put their altered view efwiorld into practice. The process of
“interruptions” is something that students identaiy/particularly meaningful. As taught
in the course, interruptions are primarily condddteregards to language viewed as

oppressive. Participants talk about engagingteriaptions in a variety of settings.
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These interruptions are seen as a small step atilcgea better world. Further,
interruptions are seen as preferable to other ndstbbdirect political action because
interruptions are viewed as less confrontational.

Many participants noted that they have continueghigage in interruptions on a
regular basis following the course, suggesting tiatprocess had become an integrated
aspect of their identity. Participants mentioneat iearning about interruptions gave
them a sense of efficacy—a feeling that they ca@domething to intervene in injustice.
Many participants viewed this practice as a powddice for personal and political
change. A sense of efficacy is identified by Watid colleagues (2011) as one of the
core components of critical consciousness developmeadividuals are unlikely to
engage in critical action if they do not believatttheir action can produce some sort of
effect. Polletta (2002) suggest that efficacy lbbardeveloped through learning the skills
of dialogue necessary for participatory decisiorkimg, such as that used in Girl Power.
While participants sometimes found this processtfating, Polletta (2002) argues it can
teach important skills, including “[training] pe@plo present arguments and weigh the
cost and benefits of different options” (p. 10).

Individuals may begin to develop critical refle@igapacity without a sense of
efficacy. However, when the knowledge of how temaene in the oppressive structures
is missing (i.e., critical action) development &G consciousness may become stalled at
the cognitive level. As people begin to see mojastice in the world, it can become
harder to sustain feelings of efficacy. Withoudl$oto intervene through critical action,

individuals may eventually deal with their dissocaty avoiding exposure to instances
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of injustice. Participants expressed dissonancgiblfing they could “take back” their
new lens of the world. Yet if given the tools togage in critical action students can
continue in their process of development throughptaxis cycle.

The Girl Power course succeeds where other critimasciousness interventions
sometimes fail insofar as it provided participanith a site for enacting a process of
awakening through action. The practice of intetians are relatively easy to learn and
can be practiced individually. In addition to imtgtions, many participants developed a
critique of popular culture and subsequently attdheeir engagement in cultural and
related recreational activities to reflect this rewel of awareness. However,
interruptions may be limiting in that they only adsls oppression at one level. If
participants had developed an enhanced capacityitaral reflection coupled with
critical efficacy, | expected that they would maweto engage in other forms of critical
action (e.g., direct action, advocacy).

However, scholars have noted the difficulty in ayigg in structural change
efforts. Watts and colleagues (2011) suggestappbrtunity is needed for individuals to
engage in collective action. In other words, indiinals are not likely to engage in a
protest, for example, unless the opportunity tedarises. Not only does the person
need to be made aware of opportunities to engadeednt action, they also need to feel
welcomed and valued by others involved in thesegbafforts. Lack of access to
communities of social action becomes a limitingdato engaging in systematic change

efforts.
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Critical action, in general, requires higher levai€motional energy than does
critical reflection or critical efficacy (Summerdfer, 2002). Engaging in critical action
can create dissonance with friends and family,ragdires considerable emotional
investments to manage or override these stateissfrthnce. Critical action is also
visible to those with more power, therefore incnegshe likelihood of negative
repercussions. While developing critical reflentend critical efficacy are internal
processes, engaging in critical action is a bematat can be observed (e.g., engaging in
a protest, interrupting oppressive language). myaging in this visible form of
resistance to the status quo, and the structurastbbrity that maintain these systems of
domination, an individual opens themselves up &gative repercussions to this
resistance (e.g., arrest, losing a job, losindaiomship).

Given this, it is less surprising then that intgtrans were the only form of
critical action made available in the course. Therse focuses on language,
relationships, and emotions as well as emphasth@gnterpersonal and cultural aspects
of oppression. Yet, this focus on the interpers@also a limiting aspect of the course.
Future Girl Power courses would strengthen thepacdy for building critical
consciousness if they addressed critical acti@tegres beyond interruptions.

“You can't take it back.” One recurring theme centered on the “burden of
consciousness,” the sense that once the partisipat undergone a process of
awakening, and the dissonance associated withtltieg,could not go back to their
previous way of being. In other words, they faly were stuck, for better or worse,

with an altered view of the world. This is an urdecussed issue in critical
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consciousness development. Learning to see oppnesserywhere (e.g., in
relationships, media, social structures, langugaeds a toll on most individuals. It also
creates dissonance in multiple areas of one’s M#hile dissonance can facilitate SPC
consciousness development, it can also createtgngieain, and other potentially
negative consequences. The strain is greatest iwtemduals do not have the
knowledge and/or access to participate in chanipetefwithin a supportive community.

Fine and colleagues (2003) discuss this problenaapect of critical
consciousness development in their work with woipresoners. They describe how
helping to increase the critical reflective capasiof incarcerated women put these
women in the difficult position of more clearly s&gthe injustice of their situation.
However, the women were severely limited in theitity to fight this injustice, possibly
leading to feelings of hopelessness and impotekdaile my participants are not as
limited in their actions as incarcerated womeny th@ve their own set of restraints in
engaging in critical action. Students must corgitaiearn money in jobs that they may
begin to view as problematic. They must also cuito deal with family members who
espouse views they now see as oppressive. Wheaitieower course ends, students
are left with few resources to deal with these ae®as of dissonance in their lives. They
are “stuck” with this altered view of reality whesgerything seems problematic but hard
to alter.

On the other hand, participants’ view that theyn'téake it back” suggests that
they cannot reverse gains in critical reflectidrnis counters the theoretical framework

of this dissertation, which highlights that indivaels can move forward or backward on

209



the continuum of SPC consciousness as they mowaghrlife. It cannot be concluded
based on the data available in this dissertatiparficipants or the theoretical assertions
are correct.

Community post Girl Power. Participants struggled to deal with the dissonance
that developed in their relationships with frienfdgnily members, and partners. This
was a strong source of tension in their lives.ti€ipants dealt with this tension in
different ways. Some stopped “hanging out” witlople they viewed as oppressive.
Another strategy was to avoid particular topicsafiversation in order to keep the peace
and avoid conflict. A further strategy was totimychange people in their lives through
interrupting oppressive behaviors. This strategyked for some participants over time,
even as it generated tension initially in the relahip. Participants that were not able to
resolve tension through one of these strategiesesged distress in feeling that they were
not able to leave these relationships.

Dissonance in relationships can become problenf@tiS8PC consciousness
development over time. When students leave cqllegay no longer have access to the
kind of open learning space and support that Giwét provided. Many participants
professed to want to continue to grow in theirigbtb recognize oppression and to fight
injustice, but most participants did not directiypeess a worry about losing the support
of the Girl Power course. Rather, this sentimeais wften expressed in comments that
they wished that the class would continue oversd¥erms or that they could stay in
school longer. A number of students did, in faoftinue their school year by taking

other Women'’s Studies courses. However, it isearchow capstone participants will
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maintain this process of growth without a suppertemmunity that allows continued
progression in reflective capacities and opportesitor critical action — two key
components of continued SPC consciousness develd@nd maintenance identified by
Watts and colleagues (2011).

Further, finding a critical community to engagealso provides the emotional
energy necessary to transfer reflection into agtggummers-Effler, 2002). Participants
stressed the importance of safe spaces, bothdorgélves and for the girls in the rap
sessions, but no participants expressed planskoaé or create such spaces after
leaving the higher education system. This is aanmtoblem exclusive to Girl Power, but
extends to all capstone courses and classes inalRedagogy more broadly. At the
time the interviews were being conducted, membektiseoUniversity Studies community
at Portland State University were beginning to t&lkbut and develop strategies to keep
students engaged in social change work followimgitttensive capstone experience and
even after graduation.

The idea of safe space was central to many paatitsp They discussed how both
the rap sessions and the course served as a safe sphe idea of safe spaces was
important to the second wave of the women’s movénmetine United States (Ferree &
Hess, 2000). Currently, safe spaces are beingindgdTBQ communities (Fetner,
Elafros, Bortolin, & Drechsler, 2012). Collins () discusses the importance of safe
spaces as a realm of relatively sheltered discouisieh she views as a necessary
condition for Black women'’s resistance. She sutgginese spaces are not only safe but

they form prime locations for resisting objectiticen as the other. Fetner and colleagues
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(2012) suggests that these spaces have three anpareas of safety, context (safe from
what?), membership (safe for whom?), and activ{gsase for what?). The course
functions as a safe space that allows room (figueatnd physical) for identity
development, sharing a sense of community, andlal@vent of critical consciousness.
However, the idea of safe spaces is in and offipgeblematic. It is important to ask
who a space is safe for, and simultaneously whehat is thus unwelcome in that space.
While it is important for any safe space to negetguidelines for interaction (as is done
in the Girl Power activity, co-creating our idedssroom community) these guidelines
cannot guarantee that all members of the spacevidebmed. In fact, by creating
guidelines, the values of some groups are heldaae appropriate, thus potentially
violating the values of other groups. Even whenuhlues of the safe space include
important aspects of civil discourse and dialogueh as mutual respect and openness, it
is important to consider how these even seemimglgcuous and positive goals may
make some groups feels more comfortable than others

While joining a critical community or safe spaces tilae potential to maintain and
expand critically conscious capacities, if takem fiar this can also become limiting. If
students were to eschew all other forms of socippert except for the critical
community, they might be pushed towards fanaticscmusness. Further, such
communities have the capacity to become insultalmled as separatist, thus limiting
opportunities for exposure to new ideas and oppdrés for creating change in broader

society.
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Chapter Seven: Conclusion

This chapter concludes the dissertation by refigatn the theoretical
implications of the findings of my study, as wedl their limitations in transferring
beyond the site of the Girl Power capstone coufdee implications of the dissertation
for future research on SPC consciousness develdmisnare discussed.
Overview of Study

Methods. This dissertation involved two phases of data ctibe. First, |
underwent a process of preliminary research thatlwed sitting through one quarter-
term of the Girl Power capstone course as a ppatntiobserver. Utilizing the findings
of that preliminary work and my theoretical framewwédeveloped and conducted
interviews with consenting capstone participarsifthe term | observed. Ten semi-
structured interviews were conducted, transcribed, analyzed using the Listening
Guide. Following the analysis, two primary themese identified—processes of
awakeningandsources of dissonance

Processes of Awakening.The processes of awakening was a recurring and
multidimensional theme throughout the interview$ie material in the processes of
awakening theme addressed the first research qonebtow are emotionally and
relationally significant Girl Power experiencesateld to socio-political-cultural (SPC)
consciousness development? The metaphor of “awadfenias a central theme—
emerged from descriptors enlisted by participadmesniselves in characterizing what
many viewed as a dramatic learning experience. tiéme is described asocess

because many participants viewed their awakenirapasigoing commitment rather
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than a discrete academic experience based ondralditearning objectives. By
combining these two terms, | suggested that theR®iwver course is a part of an ongoing
experience of coming to understand the world iew way. Although participants
sometimes described their developing consciousaeassudden transformation, the

general tendency was to describe the “awakening’ @gadual process.

The way in which participants talked about theews and actions before, during,
and after Girl Power registered important shiftsaftection, efficacy, and action. Many
participants used the language of moving from aelte# metaphorical blindness to
seeing the world more clearly. Participants natedeased capacity to identify
contradictions, deal with ambivalence, observestige, think critically, overcome fear,
and increased motivation for change, which suggestement toward critical
consciousness. Overall, many participants seembdlteve that they experienced some
sort of transformation during or following the Gitbwer course. They also tended to
view this change as positive. It seemed that abeuraf structured and unstructured
experiences surrounding the course contributedi@mcing SPC consciousness.
Important drivers of this process were identifigctee four subthemes—the role of Girl
Power in the processes of awakening, emotionstengrocess of awakening, the
importance of relationality, and application of #heakening. The first theme addressed
the role of the course in participants’ experieot&ansformation. The second and third
themes looked specifically at the emotional andti@hal dynamics that participants
identified as playing a role in their changing agraess. The final area addressed

participants’ behavioral changes that accomparen thanging views of the world.
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Each of these subthemes contributed to the prosedsevakening in distinct and
overlapping ways.

Overall, the processes of awakening theme seenms&gpfmort the dissertation’s
focus on dialectical consciousness as it stressadihg previously hidden or
unacknowledged thoughts and feelings into awarengss awareness then brought to
light concealed aspects of ideology that mainta@ipression (Moane, 2010). Awareness,
coupled with the community-oriented nature of tbarse, allowed students to begin to
express emotions and thoughts in advancing aaraitalysis of the dominant society.
Further, the coupling of awareness, relationstapd, emotions allowed participants to
shift the blame from individuals to larger sociabstures. The developing awareness
combined with the emotional energy generated ircthase grew out of a number of
sites of activity, from rituals (e.g., check-indasrheck-outs), cultural artifacts (e.g., the
Zine), to identification with a charismatic leaderg., the instructor) and an
intergenerational subculture (e.g., the mentor gsdu Each allowed students to develop
their level of critical reflection and their capigcior critical efficacy and action. As
suggested by Summers-Effler (2002) and laid otihéntheoretical framework, each of
these areas enhance emotional energy which alludigduals to break free of their
dependence on the status quo for fulfillment, ail@wroom for movement intellectually,
emotionally, and behaviorally towards critical coiesisness.

The level of reflection developed by the particifsatid not seem to extend to
analyzing oppression at multiple levels. While smaarticipants were adept at

discussing and interrupting oppression at the petesonal level, their analysis of how
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sexism and other forms of oppression functiongti@tnstitutional or systematic levels
was limited. This blind spot suggested an argaoténtial development for future Girl
Power courses. In addition, no participants exggéshat they expanded their level of
awareness on their own in the months followingdiass. This lack of awareness of
oppression at multiple levels may have contribitea corresponding lack of interest in
fighting oppression on these same levels (a keypom@nt of critical consciousness).
Indeed, participants exclusively relied on intetrops as a critical action strategy.
Sources of DissonanceThe theme of dissonance emerged in relation to the
second research question: What tensions arise éetthe dominant culture and/or
significant others’ values and the values of the Bower capstone and how do these
tensions move individuals toward or away from caticonsciousness? This question
was included because dissonance was hypothesizediagortant factor in moving
students along the SPC consciousness continuums. sitldy conceptualizes
consciousness as a dialectic process involvingnatéorces (e.g., drives, cognitions, and
emotions), which are dynamically related to theeexal world (e.g., material reality,
culture, and ideology) in an ongoing process ofwbed acting on consciousness and
consciousness (through behaviors) acting on thé&vwoe., praxis). Dissonance may
move students forward toward critical consciousmedsackward toward pre-
consciousness, depending on how they work witldtbgonance. Individuals that are
able to deal with ambivalence and dissonance mmwarts critical consciousness.
Those that eschew conflict or cannot tolerate tenare driven backward on the

continuum of SPC consciousness.
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Participants experienced multiple sources of digeoa in the course. First,
participants experienced internal discord as theaggled to integrate their new
understanding of the world with old thoughts antioss. Dissonance in this area often
seemed to motivate participants to work for moneticwity in their new understanding
of the world and the thoughts, actions, and langubgy deployed on a regular basis.

A second area of tension arose around the Girl Poawgse itself, including the
rap sessions. While the specific areas of tensimrounding the course and the intensity
of the tension varied from participant to participanost experienced some level of
conflict during the course. Participants particlyiatruggled to balance the conflicting
demands of the experiential and academic contetiieoflass.

A third area of dissonance was evident in studentsipersonal relationships.
As participants began to see the world in diffesgays through their process of
awakening, they struggled with relationships owsifithe course. Participants stated
that friends, family members, and partners thatgragtiously known them sometimes
resisted their new views of the world. The proagssaterrupting oppressive language of
friends and family often exacerbated this confliEbr many participants, this was the
area of dissonance that was most salient and pnatie

A final area of dissonance for participants certtere their changing
relationships and reactions to recreational agiwiand mainstream culture. While
participants overwhelmingly stated that the newicai lens they developed towards
culture was an advance, they also confronted neneb® Some participants were no

longer able to enjoy previously relaxing and futiaites (e.g., reading magazines, going
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dancing, watching television). Along with contrilmg to dissonance in relationships,
this area of tension may be problematic if paraaig are not able to find new activities
to enjoy without guilt. It participants began &ef guilt over everything they watched,
read, and listened to, the unpleasant feeling ndgkie them backward on the SPC
consciousness continuum. Individuals are driverelieve feelings of dissonance
because of the psychological discomfort they ca@®anging thoughts, feelings, or
behaviors can relieve this tension. While changirghavior to relieve dissonance can
be a long-term solution that prevents further disswe, this option is difficult because
many behaviors are difficult to change. A simmption for dealing with dissonance
involves changing one’s thoughts or emotions, wisiehld result in regressive trends in
the critical reflection or critical efficacy aspsaif SPC consciousness.

Bridging the themes. While the two themes were separate strands in the
interview data, the themes were also interconneete@ould be expected utilizing the
Listening Guide as a mode of analysis. Themesanmamically related to one another,
sometimes in dissonance and sometimes in harmbing.two primary themes presented
in this dissertation seem to support one anotker.example, many participants were
able to deal with the internal dissonance of fgllsmort of the expectations and ideals
developed through the Girl Power course by remigpdiremselves that awakening is a
process—and a vehard process. Overall, the strategy of justifying tenghrough
acknowledging difficulties as part of a processse@ to make areas of dissonance more
manageable for participants. In other words, deaithat awakening is a process seemed

to help participants deal with many of the sou@esonflict they faced during and
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following the Girl Power class. The idea of pracalowed participants room to make
mistakes, such as slipping up and using an oppeegsim they were trying to strike
from their vocabulary. Further, the idea of pracakowed participants to have patience
with conflict in relationships, as they acknowleddkat it might take friends and family
a while to “catch up” to their awakening.

While the relationship between the two themes vwedghe focus of the current
study, this area of inquiry offers an opportunity &€xpansion and deepening of the
findings presented in this dissertation. Laterysiga of the collected interviews with the
focus of bridging these two themes might elucigatditional findings regarding the
process of SPC consciousness development.

Limitations to the Study

The limitations and the strengths of this studyiatertwined. While the
gualitative and context-specific nature of the gtatflowed me to pursue my interests in
processes and a specific locale, it also introdacedmber of limitations. One of the
restrictions of the study involved the limited |é&periences and geographical region of
the site of inquiry. All participants were woméining in Portland and college students
who were within a few quarters of graduation. Tlséiared participation in the Girl
Power course made their experience highly uniquenat necessarily generalizable to
other arenas in which critical consciousness dgveént may unfold. Further, | was not
able to interview all of the participants in th@stone course. A sample size of ten is

acceptable for the methods utilized in this disgenh but the students that decided to
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participate may have been different in their regesrfrom students that chose not to
participate.

Other limitations of the study centered on the tiraene and resources available.
| did not have any funding to conduct this studg awas limited in my ability to engage
in more long-term research because of the requmésre finish my doctorial degree in a
timely manner. The time frame, lack of fundingdamndividual nature of the dissertation
meant that the number of interviews and coursescthdd be observed was restricted.

While the applied value of the study must be adreégjiven the very specific
context in which it was conducted, the goal ofdissertation was not generalizability.
Instead, this study aimed for transferability. &lswas interested in gaining insight into
the process of critical consciousness developnagoat particularly in developing an
understanding of the emotional and relational camepts of the process.

Emotions are notoriously difficult to study. Enwis are sometimes fleeting,
often conflicting, partially unconscious, and stlgiaonstructed. Because of their
complexity, individuals are often limited in theapacity to discuss and interpret their
own emotions. The very idea of emotions as somgttiat isfelt suggests difficulty in
describing them in a cognizant way. People often to art to express emotions because
the bounds of language confound the ability to dessuch a complex phenomenon.
Given the elusiveness of these phenomena, it isurprising that at times the
participants struggled to articulate the emotiomsnected to Girl Power and their
process of SPC consciousness. In interviews,gyaatits often stammered around

finding the words to use for emotions, or they eéhasrds such as happy or frustrated.
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They often seem unsatisfied with the choice ofeéheesrds, as if these words could not
fully capture the range of their experience. Whilis study does offer a more nuanced
look into the emotions involved in critical consasmess development, it is also limited
in its understanding of emotions.

The findings related to relationality, more spaxfly, seemed more clear and
prominent than findings related to emotional dimens of SPC consciousness
development. Participants were more open andtaldgpress the impact their changing
consciousness had on their relationships as compartte emotions involved in the
process. Many participants were particularly annedand talkative when discussing the
role of relationships in their processes of awakgrnd the subsequent dissonance that
their developing SPC consciousness had on thaitioakhips.

The study was primarily situated in a constructiinserpretive paradigm that
strove for trustworthiness, credibility, transfatiyy and confirmability (Denzin &
Lincoln, 2005). The focus on transferability re@ddhe idea of generalization. To
facilitate readers’ ability to transfer my findingad conclusions to environments and
populations with which they are familiar | have yided detailed description of the
settings and the methods utilized in the resedmritgln & Guba, 1985).

Contributions and Implications

This study has sought to expand Martin-Bard’s () 9@da that “the fundamental
horizon for psychology as a field of knowledgeancientizaciorjcritical
consciousness]” (p. 39). The importance of addngssiitical consciousness as an area of

intersection between psychology, education, anthkolsange has also been taken up by
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other community psychologists (see Montero, 2008ait8et al., 2011). However in a
recent literature review on the subject Watts asitbagues (2011) lamented that the
understanding of critical consciousness lackedrétexal models and empirical support.
The work presented here begins to address thisnghp field by offering a way to
understand the relational and emotional aspeatstafal consciousness development
through the integration of feminist, psychoanaly#icd social movement theories. By
utilizing these theoretical tools, this study dexpeld a more nuanced understanding of
the role of emotions and relationality in the pgcef critical consciousness development
that adds to the previous focus on the cognitipeets of the phenomenon. Further, by
integrating an understanding of emotions and m@tality, this study offered a
psychological avenue to understand the disconnethtiat is often observed between
thoughts and actions- specifically, the developnoémtitical reflection that is not
accompanied by a subsequent increase in critit@rac

The findings of this dissertation sought to offeramtext specific understanding
of the process of development of SPC consciousndsis. focus on contextualized
knowledge follows in the tradition of community pswlogist such as Trickett (1996)
who call for the necessity of context specific kieage that attends to historical and
environmental factors. By applying a dialectic ersfanding to critical consciousness in
a specific setting, | was able to develop a mofietitical consciousness that goes
beyond conceptualizing the phenomenon as a singtle ¢r a one-way stage model of
development. The utility of the model of criticnsciousness as the highest state of

SPC consciousness offers conceptual and theorspealficity to the phenomenon that
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was lacking in previous literature. The data aibd in this dissertation represents a first
step in supporting the theoretical model of critmansciousness development presented
in the theoretical framework.

On a practical or applied level, the findings o dissertation could be used to
build better interventions to develop critical coilesisness. For those committed to
social change the three aspects of critical consaiess- critical reflection, critical
efficacy, and critical action- represent three im@ot capacities needed for working
towards social justice. SPC consciousness devaopoan occur in a variety of settings.
This study focused on its development in a univgrdassroom, which had its own set of
specific constraints. Higher education is distiinom other settings that focus on
enhancing critical consciousness in that it mugtdad for and carried out within a larger
bureaucratic structure—one that is typically hieharal, and includes a formal
evaluation (i.e., grades). Further, there aretpuarules associated with dropping a
class, such as, receiving a failing grade, losiogeay, losing financial aid, and delaying
graduation because of a loss in credit hours. dessies are particularly salient in the
Girl Power course because it was worth six crealitrd (double that of most courses).
While the classrooms focus on enhancing SPC camscass often strove to integrate
aspects of activist groups into its setting (elgcreasing the amount of hierarchy,
utilizing participatory decision making, analyziogpressive structures) it could never
fully reproduce those conditions. Understandirgrtbie of the unique setting of the
higher education classroom on SPC consciousnestopevent helps to contextualize

the psychological knowledge of the critical conssioess development. While the
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importance of emotions and relationships is likeelyriving force for the development of
critical consciousness in activist circles (sedd®al, 2002), no less than in capstone
courses, some areas of dissonance and tensionerdiffdrent in the two settings. Some
forms of psychological dissonance seem potentialigue to the classroom setting,
particularly those centered on performance demandghe problem of how to continue
a process of SPC consciousness development belyeiemporal framework of a
course.

Important parallels could be drawn between theggiies the students face
following the completion of Girl Power and thosedd by activists when a movement or
change organization dissolves. The findings of thssertation suggest that relationality
is a central driving force for SPC consciousnes®ld@ment. It seems that both groups
would benefit from an increased understanding of tiodevelop and maintain spaces
that foster opportunities for increasing criticadlection, critical efficacy, and
involvement in critical action. While the Girl Pewcourse offers one way of building a
space many consider safe, an enhanced understasfdiog to construct these spaces
and the limitations of these spaces would be beiaéfo future work on critical
consciousness development and social change muadlipr

This dissertation also has implications for tetdfiof education. The role of
emotions in the classroom is heavily debated. Ssghelars argue that emotions are
essential to the learning process and thus musitégrated into any classroom
(Krathwohl, Bloom, & Masia, 1964). That said, soatkication practitioners are trained

that emotions are the enemy of rationality andaarenpredictable and dangerous force
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within the classroom and should be avoided. Bt&hy scholars and educators suggest
that emotions are present in any group settinggmating them is problematic (Boler,
1999). This dissertation fell within the theorigiaf this last group in arguing that
emotions are integral to any process of learning, frticularly where ideals and
investments in worldviews are at stake. Howewaw, €ducators receive training in how
to work with emotions that arise in the classroomfaetor that may contribute to
teachers’ perceptions that emotions can easilpggedf control. The findings from this
study suggests that if the classroom is to betagetith the capacity to enhance critical
consciousness then it must be recognized as afsiieense feeling and relationality.
Educators could benefit from feminist, psychoana)ynd social movement scholars that
bring emotional processes into analyses of sob@hge projects. The role of emotions
and the corresponding role of relationality carnlbdrive and inhibit SPC consciousness
development (Hoggett, 2009; Summers-Effler, 200l)e findings of this dissertation
specifically suggested that emotions such as hogeaaxiety seemed to play a role in
facilitating critical efficacy that can contributie critical consciousness. Alternatively,
fear seemed to inhibit SPC consciousness develdpnitarnessing and understanding
the role of these and other emotions in the classroffers the opportunity for the
expansion of Critical Pedagogy techniques beyoagtirely cognitive level.

It is also important that instructors avoid delvintp areas that confuse the
classroom with the clinical setting. While emosaxist in the classroom and should be
recognized and worked with, it is important to kélep classroom from turning into a

group therapy session. While emotionally evocatiass time may aid in the process of
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critical consciousness development, if studentsfé@eed to over share in such settings
this may become problematic for some individu&@sme participants in this study were
perhaps pushed too far beyond their comfort levéhé course, as was suggested by two
participants suggesting they had to seek outsiel@pieutic help in dealing with the
emotions that arose surrounding the course. Tunigs from this dissertation suggest
that instructors should attend to what constitafgsropriate barriers in emotional
expression and sharing in the classroom.
Possibilities for Future Research

Much of the prior research on Critical Pedagogyfbassed on participants’
reactions at the completion of an experientialiesy experience. There is very little
research available, however, on participants’ sybset assessments of that experience.
This study sought to address this gap by delayimggry data collection until five
months after the completion of the course. Howelwture research on critical
consciousness development might look at multiplatgon time following the
completion of an intervention. This longitudinedrihe might generate better
understandings of how participants’ work througbsen areas of dissonance identified in
this dissertation. This understanding could helpgnize if SPC consciousness
development moves both forward and backward asqteedby the theoretical
framework or if once a specific level of SPC conssness has been reached, movement
only occurs in a forward direction, as suggesteg@dmyicipants. This knowledge could

aid in designing future critical consciousnessrivgations.
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While the focus of this research was on the prooésstical consciousness
development, future research might include gatlgedliata before and after the
interventions to gain better understanding of cleang critical consciousness as a result
of the intervention. Evaluations of this sort ntiglelp in gaining a better understanding
of the best practices for developing critical caossness in different settings and
populations.

The Girl Power capstone is a particular type ofrseland experience that
requires a high level of investment from studentthe classroom and in the community,
as well as on the part of the instructor. The tmapess, particularly those based on social
justice principles such as Girl Power, may incladeexpectation that students produce a
narrative of personal transformation. While thipectation may have invited the
processes of awakening that unfolded in Girl Powenjght also have been
accompanied by problematic demand characteristibew students respond to the
course, and to my research. It would be impoffianfuture research in this area to look
at other types of classes to see if these findnods in a broader range of education
settings. Further, the idea of a capstone astagration of knowledge with a
transformational future may, in itself, carry pretatic assumptions about higher
education and advancement.

The dissertation was carried out in an urban enwrent that is known as
relatively progressive politically. The dissonaricat participants face in this
environment may be very different from the tensistuglents experience in a more

conservative city or region of the country. Futtesearch might seek to untangle how
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different social, political, cultural, and religis@nvironments affect the types and
intensities of dissonance faced by individualshey tdevelop and attempt to maintain
critical consciousness.

Another area of expansion for future researchcctadk into different ways to
study the emotional component of SPC conscioustessdopment. As discussed in the
limitations section, this dissertation’s focus aterviews and observations limited what
could be known about complex emotional experienicegliry might involve multiple
interviews with participants so that the researdoerd probe for deeper and more
nuanced emotional experiences. Further, researahight enlist focus groups to attend
to collective processes in the construction of eomst Additionally, studies might
include methodologies that involve art or the ustacdial expressions and other non-
lingual ways of expressing and understanding ematioomponents of critical
consciousness development.

Conclusion

This dissertation was situated at the nexus eftlareas--psychology, education,
and social change. While these areas are oftenasedistinct from one another as
domains and fields of study, this dissertationthasaim of bridging these three areas and
understanding how their convergence contributesitical inquiry. Psychology can offer
important insight into how education and socialndeare enacted, and education is an
important aspect of social change.

In this dissertation, | attempted to contribut@toody of psychological

knowledge that can lead to social change effdrisunderstanding the processes and
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tensions involved in critical consciousness develept, including emotional and
relational components, better interventions coddiesigned to enhance human
capacities for critical reflection that is orientavard critical action and social
transformation.

In this research project | have also attemptedtmect education to the social
change project through the development of engaigedrts envisioned by a long line of
scholars working at the intersection of psycholagycation, and social change over the
course of the past century, from John Dewey, PRrdoe, Ignacio Martin-Baro to bell
hooks, Carol Gilligan, and Michelle Fine. In cobtrting to this critical tradition of
scholarship, | hope to increase the understandidgeahance the practice of fighting
oppression at multiple levels and subsequentlyrimrie to the ongoing work of social

change.
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Appendix A: Interview Guide

1. When you think back on the course, what stands out?

a. Why do you think that is?
b. Do you think other students had a similar expeeénd/hy or why not?

2. Did you bring in any artifacts (e.g., Zine pageslaction papers, art) from the
course?
If yes can you show them to me and tell me about them?
a. Why did you bring these particular artifacts?
b. What do these artifacts mean to you?
c. How do these artifacts make you feel?
d. Have you produced any artifacts like this post-Bwiver?

If not, think of the artifacts you produced from the c@uthat were most
meaningful.

a. What would you have brought, and why?
b. What do these artifacts mean to you?
c. How do these artifacts make you feel?

d. Have you produced any artifacts like ffost-Girl Power?

3. Here is a timeline of significant events that ocedrthroughout the course. [after
offering a chance to review the timeline]
a. Could you talk about how you felt about the cowasthe beginning?
Could you tie these feelings to specific courseceigmces?
i. Inthe middle?
ii. Inthe end?
iii. When you think back on these experiences now, atgayour
feelings now?
iv. Do you think other students had a similar overgliezience?
Why or Why not?
b. Were any of the events on the timeline particuladyd or challenging?
How so?
i. Were there times during the course that you feiflaied about
something? What?
ii. Do you think other students experienced similarflazia? Why or
why not?

4. When discussing the goals of Girl Power the instnucften says, it is
approaching the cultural lie in a courageous way
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a. What does this statement mean to you?
b. Has your understanding of this phrase changedtouef? If yes, how so?

5. How would you classify your level of feminist orcsal justice consciousness
before the course? Immediately following the coripieof the course? Now?
a. If changesTo what do you attribute these changes?
b. Do you think your level of social justice conscinass will stay the same?
Why or why not?
c. If changesHave you experienced any change in behavior caed¢o
your change in social justice consciousness?

a. If no changesDid anything change as a result of your Girl Powe
experience?

Below | start the more specific questions. | nidyp these if they have already been
addressed.

6. What was your overall mood in the Girl Power capsf Did this fluctuate over
time?
a. What was your overall level of emotional energyha course? Did this
fluctuate over time?

7. Has your group of friends or community changedofwlhg Girl Power? How so?
a. Do you hang out with any of the people you met it Bower?

8. Has your reaction to dominant culture (e.g., maumesdia, music) changed
following Girl Power? How so?

9. Overall, do you think Girl Power works in creatifeminist and/or social justice
consciousness? Why or why not?
a. What aspects of the course seem most central tessi¢or failure)?
b. What could be done to make it more effective at task?

10. Before the capstone did you ever feel that you eepeed emotions that were
‘wrong’ or considered ‘unacceptable’?
a. If yes, what were these emotions?
b. Why do you think you felt this way about these eomd?
c. Did these feelings change (either the emotions sedras or how you felt
about them) change during or after Girl Power?

11.1 know this is a big questions but could you tedl mhat you think are the roots of
social injustice?
a. Is this something that changed over you Girl Posvgrerience?
b. To what do you attribute these changes?
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c. In your experience, what do you think are the besthods to promote
social justice?

12.Did you experience any tension between what yowe \earning and feeling in
Girl Power and other aspects of your life (e.gefinal, family, religion, media,
other classes)? How so?

a. If yes: could you describe this tension?
b. Did you resolve this tension? How?

13.Was there any part of your Girl Power experieneg wWas significant that we

have not discussed? What? Could you tell me raboait it? Why was it
significant?
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Appendix C: Smith’s Conscientization Coding Categaes Outline

Magical Consciousness
A. Naming
a. Problem Denial
i. Overt denial
ii. Problem avoidance
b. Survival Problems
i. Poor physical state/health
ii. Poverty
iii. Lack of work
iv. Insufficient work
v. Money as end in itself
B. Reflecting
a. Simplistic Causal Relationships
i. Blames physical state/health
ii. Blames objects over people
b. Facts Attributed to Superior Powers
i. Uncontrollable factors: God/Fate/luck/Age/etc.
il. Fear of oppressor
iii. Oppressor as inevitable winner
iv. Empathy for oppressor

C. Acting
a. Fatalism
i. Resignation
il. Acceptance

b. Passively Playing Host to Oppressor
I. Waiting for “good:” luck/patron
ii. Dependence on oppressor

Naive Consciousness
A. Naming
a. Oppressed Deviates from Ideal Expectations
i. Oppressed not like oppressor/oppressed not meetsgup’s
expectations
ii. Horizontal aggressiveness/intrapunitiveness
B. Reflecting
a. Blames Oppressed
i. Accepts oppressor’'s expectations (education asreitgelf)
ii. Self-peer deprecation
iii. Blames ancestors
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iv. Self-pity
b. Understands How Individual Oppressor Violates Norms
i. Sees intentionality by oppressor
il. Sees relationships between oppressor/oppress@résag
iii. Generalizes from one individual oppressor to anothe
C. Acting
a. Actively Playing Host to Oppressor (Collusion)
i. Models oppressor’s behavior (education, dresst$labi

ii. Misdirected aggression (horizontal aggression/mtrétiveness)
lii. Paternalistic towards peers

iv. Meets oppressors expectations
b. Defending

i. Gregariousness

ii. Makes system work

iii. Avoids oppressor

iv. Opposes individual oppressor

v. Change environment

Critical Consciousness
A. Naming
a. Rejection of Oppressor Groups/Self-Peer Affirmation
i. Rejects oppressors groups
ii. Seeks to maintain ethnicity
iii. Seeks to affirm uniqueness
b. Transforms System
i. Procedures—People
ii. Rejects oppressive system

B. Reflecting
a. Understands/Rejects Oppressors’ Ideology and Taiusion
i. Sympathy/understanding peers
il. Self-critical/sees contradiction between actiond enitical goals
iii. Rejects horizontal aggression/affirms self
iv. Sees oppressor as weak/victim of system
V. Rejects oppressor/oppressor’s ideology
vi. Generalizes from one oppressive group to another
b. Understands How System Works
i. Sees systems as cause
ii. Sees contradictions between rhetoric/results
lii. Macro-socio-economic analysis
iv. Generalizes from one oppressive system to another

C. Acting
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a. Self-Actualization
I. Sees appropriate role models
ii. Personal/ethnic self-esteem
lii. Self-growth /transforming learning
iv. Subject/author
v. Faith in peers/peer learning
vi. Boldness/risk-taking/unorthodox solutions
vii. Reliance on community resources/participation
viii. Opposes oppressor groups
b. Transforming System
i. Dialogue-polemics
ii. Comradeship
iii. Scientific approach
iv. Change norms/laws/procedures

From:

Smith, W. A. (1976)The meaning of conscientizacao: The goal of Pauéir€'s
pedagogyAmbherst, Mass: Center for International Educatldniversity of
Massachusetts, p. 72-74.
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Appendix D: Watts and Abdul-Adil Five Stage Model ¢ Sociopolitical Development

1. Acritical Stage: Asymmetry is not subject to critical thought and ttapacity of
critical consciousness is limited. The person nmesyisequity as the natural way of the
world; that is, it is a "just world" and those withw status deserve it because they are
inferior. Internalized oppression (thoughts andifegs of inferiority) can help sustain
feelings of powerlessness or inferiority.

2. Adaptive Stage The person may acknowledge inequity, but the sysbamtaining it

is seen as immutable. Predatory, anti-social coraccodation strategies are employed to
maintain a positive sense of self and to acquiceasand material rewards. Critical
consciousness does not contribute to an undersiquodlthe long-term sociopolitical
consequences of adaptive behavior or its role imt@iaing oppression.

3. Pre-Critical Stage:Complacency gives way to a critical awarenessraf, @ncerns
about asymmetry and inequality. The value of adegrtas questioned.

4. Critical Stage Critical consciousness skills undergo their moptd-aevelopment and
use. Motivation is highest for learning about asyetmnby the analysis of the social and
historical roots of asymmetry, injustice, and oggren. Critical consciousness will lead
some people to conclude that teymmetry isinjust,and that social-change efforts are
needed. The person uses Adaptive strategies kxpseintly.

5. Liberation Stage: The experience and awareness of oppression aeatsali
Involvement in social action and community develepiris tangible and frequent.
Adaptive behavior is eschewed. Critical consciogsng an established component of
self.

From:

Watts, R. J., & Abdul-Adil, J. K. (1998). Promotidyitical Consciousness in Young,
African-American MenJournal of Prevention and Intervention in the Comityy 16,
63-86.
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Appendix E: Sample Girl Power Zine Pages

WH/AT | LIKE ABOUT
BEINGAGIRL

Tooth fairy: I like being able to (guys don’t really match their outfits), but women
can... we have more options than them i

teeh: you can show guys that they're not boss and you can prove theni wrong
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Appendix F: Informed Consent Document

A Girl Power Study: Looking and Listening to thel&of Emotions in
Developing Critical Consciousness

You are invited to participate in a research stoolyducted by graduate student
researcher Jen Wallin-Ruschman under the directidan Haaken PhD at Portland State
University (PSU). The purpose of this consent fagrto give you the information you

will need to help you decide whether or not torbéhie study. Please read this form
carefully. You may ask questions about the purpdske research, what | will ask you

in the interview, the possible risks and benefitajr rights as a volunteer, and anything
else about the research or this form. When all yuaéstions have been answered, you
can decide if you want to be in the study.

Purpose of the Study

The researchers hope to learn about the role ofienson feminist and social justice
consciousness and the role of the Girl Power capsioincreasing feminist and social
justice consciousness. This study is being conduateartial fulfilment for a doctoral
degree and is under the supervision of Jan Had@nwere selected as a possible
participant in this study because you were a stiudethe Girl Power capstone course in
Fall 2012.

Procedures

If you agree to participate, you will be asked éoifiterviewed for one to two hours about
your emotional experiences in Girl Power and yamihist and social justice
consciousness. The interviews will take place ati@®wd State University. With your
permission, | would like to audio record your iviemw so that | can have an accurate
record. The audio recording will be saved on a\pass protected computer. You will
have the opportunity to pick the alias, see belowmi|l use to identify you in the
transcribed interview and materials based on tfwnmation you provide in your
interview. If you choose to pick an alias that eblé linked to your identity
confidentiality can no longer be guaranteed. Plaadieate below whether or not you
give your permission for me to audio record youelview. If you do not give
permission to audio record your interview, | wake notes during the interview to
document your responses. Only my advisers, traieseiarch assistants, and | will have
access to the research materials (e.g., audiodiagprtranscriptions).

Possible Risks

Although it is unlikely, there is a chance that yoay experience discomfort in talking
about your feelings and/or Girl Power experienceu Will have the chance to discuss
their feelings during the interview but may als@abe not to share these thoughts and
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feelings. You can choose to not answer any questod you can decide to stop at any
time. If you decide to stop your participation, ywill not face any negative
repercussions, and | will not be offended or upset.

Potential Benefits

You may feel good talking about your experiences straring your story. The
information we collect in this study will help us improve and understand the education
practices and themes related to social justicef@mahist consciousness. Information
also will be the basis of a graduate student dizsen project, and potentially papers
published through academic journals.

Participant Statement

Your participation is voluntary and may be termathat any time. If you do not wish to
participate it will not affect your relationship twiGirl Power, or Portland State
University, or the researchers.

This study has been explained to me. | volunte@atticipate in this research. | have had
a chance to ask questions. If | have questions dat@bout the research, | can ask the
investigator, Jen Wallin-Ruschman by calling he{2510) 792-7906, emailing her at
jiwallin@pdx.edu, or writing to her at P.O. Box 7%lepartment of Psychology, Portland
State University, Portland, OR 97207-0751.

If I have questions about my rights as a reseaactigpant, | can contact the Portland
State University Human Subjects Research Reviewrflittee at (503) 725-4288, (877)
480-4400, by mail at Portland State University, ké&arCenter Building, 6th Floor, P.O.
Box 751, Portland, OR 97207-0751, or by emalisatc@pdx.edu

If I have questions for Jen Wallin-Ruschman'’s aéwi$ can contact Jan Haaken, PhD at
(503) 725-3967, by mail at Psychology Departmeh?, Gramer Hall, Portland State
University, P.O. Box 751 Portland, OR 97207-0751hyemail ahaakenj@pdx.edu

| have received a copy of this consent form.
Audio Recording
| give my permission for the researcheuttiarecord my interview.
| do not give my permission for the researth audio record my interview.

Consent
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| give my consent to be interviewed.

Participant Printed Name

Participant Signature Date
Investigator Signature Date
Alias

The alias | choose to identify my information farst project is:
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