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ABSTRACT 

PERSONAL NARRATIVE AS A SELF-REFLEXIVE APPROACH TO EXAMINING 
HOW CRLTICAL PEDAGOGY CAN FOSTER ALLIES WITH SOUTH AFRICAN 

YOUTH IN THE ROLE OF KNOWLEDGE PRODUCERS IN DEVELOPMENT 

jes smith Advisor: 
University of Guelph, 2009 Professor C. Dauda 

This thesis is an investigation of the use of critical pedagogy methods within the 

context of international development. It explores a case study of practicing critical 

pedagogy methods within South Africa from the perspective of a researcher and 

facilitator, suggesting ways in which these methods enable youth to be in the role of 

knowledge producers. The researcher uses personal narrative as a self-reflexive 

approach to examine lessons learned about power, space and facilitation as well as 

ways to foster allies through practicing participatory action research methods with 

youth in South Africa. This thesis argues that within international development 

studies, there is an obligation to adopt personal narrative as a self-reflexive 

approach in order to improve our understanding of how critical pedagogy provides 

a method for fostering allies through exposing perspectives on power and 

relationships in local, context-specific responses with youth in the role of knowledge 

producers. 
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CHAPTER 1 
PERSONAL NARRATIVE AS A SELF-REFLEXIVE APPROACH TO 
EXAMINING HOW CRITICAL PEDAGOGY CAN FOSTER ALLIES 
WITH SOUTH AFRICAN YOUTH IN THE ROLE OF KNOWLEDGE 
PRODUCERS IN INTERNATIONAL DEVELOPMENT 

"Once we recognize that just as there is no neutral education there is no neutral research, 
we no longer need to apologize for unabashedly ideological research and its open 
commitment to using research to criticize and change the status quo." (Lather, 2003, 190) 

In the field of international development, stories of individuals are often 

overlooked, and more emphasis is commonly placed on the macro level. There has been 

some movement towards creating more context-specific responses within the field; 

however, these efforts remain on the margins and have not yet managed to dramatically 

shift the development paradigm. Within development, despite efforts to address this, 

histories, identities, and cultures remain oversimplified and overlooked. In particular, 

there has been little work done on examining how intersecting identities impact the work 

of the development practitioner or researcher. 

Critical pedagogy will be situated within the field of international development as 

a participatory action research approach that is working within the dominant power 

structures of this field to expose power relations in an effort to disengage them. 

Facilitation is the cite at which personal narrative is used to understand how critical 

pedagogy provides a method for fostering allies through exposing perspectives on power 

and relationships. The role of the facilitator goes beyond introducing a method or 

explaining activities - facilitators have an obligation to know their participants. It matters 

who facilitators are practicing critical pedagogy methods with; and more than that, 
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facilitators have an obligation to structure their workshops from their understanding of 

their participants, while remaining open to learning from them. 

Critical pedagogy methods demand that researchers put themselves at stake. Often 

methods for academic research in development allow researchers to distance themselves 

from their research, which may allow them to avoid the vulnerability they demand of 

their researcher participants. However, if researchers adopt personal narrative as a self-

reflexive approach, writing/rom their own experience, and risk opening themselves up 

and learning from their own experience, they also risk write solely for themselves. As 

Julie Salverson warns (2006), "There is a fine balance to be negotiated between placing 

ourselves in the picture and making the picture about ourselves" (150 - 151). In adopting 

self-reflection in the study of how to foster allies through critical pedagogy methods, the 

researcher learns that there are times when they are a member of the oppressor group, and 

that they need to be able to hold themselves accountable for the privileges that come with 

this. 

What becomes clear with the history of youth resistance in South Africa and with 

the HIV and AIDS epidemic facing the country is the potential for personal narrative and 

the need for youth to have voice, and to be taken seriously as knowledge producers. At a 

time when control of the political sphere has shifted into the hands of the majority black 

population in South Africa, but inequalities do not seem to be lessening (some argue are 

growing even worse), there is a strong demand for building creative responses that start 

from local, context-specific responses. Youth are particularly positioned to be in the role 

of knowledge producers within this struggle. 
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In international development studies, there is an obligation to adopt personal 

narrative as a self-reflexive approach in order to improve our understanding of how 

critical pedagogy provides a method for fostering allies through exposing perspectives on 

power and relationships in local, context-specific responses with youth in the role of 

knowledge producers. 

1.1 Case Study 

1.1.1 Definition of Youth 

Acknowledging that there are differing definitions of youth within different 

contexts, the definition of youth that will be used for this thesis is persons aged sixteen to 

thirty years. The act recently passed by the South African government, "Children's Act 

No 38," will work as the framework for defining youth within South Africa (Govender & 

Masango, 2007). This act lowered the age of majority from twenty-one to eighteen, and 

clarified the grey area that existed in relation to the age of adulthood, whereby the Age of 

Majority Act of 1972 stipulated the age of twenty-one as the age of majority, while a 

child was defined as someone under the age of eighteen. Also pertinent for the purpose of 

this thesis, the "Children's Act No. 38" means that children over twelve can consent to 

HlV-testing without parental involvement (in the past, the law allowed it at the age of 

fourteen) and children over twelve can have access to contraceptives (previously this was 

only permissible at the age of fourteen) (Govender & Masango, 2007). This act outlines, 

according to the government of South Africa, who is defined as a child. It is important 

when defining youth to take into consideration the age of consent for sexual intercourse. 

According to AVERT, an international HIV and AIDS charity based in the UK, working 
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to avert HIV and AIDS worldwide, the age of consent for male-female sex, male-male 

sex, and female-female sex in South Africa is sixteen years of age (AVERT, 2009). 

1.1.2 Three Groups Involved in Research 

Research for this thesis took place in Durban, South Africa during the months of 

June through August, 2008. During this time, the researcher worked with three different 

groups, Sekwanele, the Rural Teacher Education Project, and DramAidE, for time 

periods ranging from three to six weeks. Participatory research methods were used 

throughout the research process, allowing the researcher to actively volunteer with the 

groups she was researching. The following section will include a description of these 

three groups. The chapter that provides a brief historical review of South Africa will 

discuss the role that youth resistance has played throughout South Africa's contemporary 

history, and these three groups will be presented as examples of youth in present-day 

South Africa who are working for social change in their communities. 

The first group I, the researcher, worked with was called Sekwanele, (in English, 

"That's Enough!"). This group was a youth-initiated and run arts group that performed 

theatre, dance, and music pieces about social challenges in their community. This group 

included a number of youth from the township areas surrounding Pinetown and 

Mariannhill, outside of Durban. Sekwanele has been performing arts pieces since 2001, 

and hopes to continue performing in the future. 

The second group I worked with was a group of student teachers involved in a 

"Rural Teacher Education Project" based out of the University of KwaZulu Natal. This 

project involved student teachers travelling with facilitators to a rural area an hour and a 

half outside of Durban, South Africa. This project involves a four-week long placement 
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where student teachers, along with project facilitators, live in the rural area. It aims to 

holistically train teachers to be prepared to teach in rural areas, and to explore alternative 

teaching methods such as arts-based approaches for teaching in the age of AIDS. It has 

been running for two years now, and is part of a broader partnership between the 

University of KwaZulu Natal and the local community. 

The third and final group I was fortunate enough to be able to work with as part of 

my research process was DramAidE. Based out of the University of Zululand and the 

University KwaZulu Natal, it works in the surrounding areas. DramAidE practices 

interactive theatre techniques derived from Augusto Boal's Theatre of the Oppressed. 

The project aims to raise awareness and create community dialogue around HIV and 

AIDS, focusing specifically on the role of youth. DramAidE was founded by Professor 

Lynne Dalrymple and a number of post-graduate students in 1992, and "Since its 

inception it has developed into a well-established organisation that has achieved both 

national and international recognition for its work in the field of HIV/AIDS education, 

research and social development" (DramAidE, 2009, "About DramAidE," para. 1) 

DramAidE methodology is informed by Paulo Freire's work, and specifically his theory 

of critical consciousness. This organization focuses on forging collective responses to 

community challenges rather than placing the emphasis on individualistic responses. 

DramAidE's approach is about questioning a situation with the intention of taking action, 

encouraging participants to become initiators of change (Botha & Durden, 2004, 7 - 8). 

1.2 Methodology 

A mixed methods approach was used to draw on the strengths of many different 

approaches in order to be able to learn as much as possible throughout the research 
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process. This thesis examined a case study of myself, as a researcher, practicing and 

studying critical pedagogy methods within the field of international development, 

alongside three different groups of youth in South Africa. The intention of this research is 

to contribute towards and enrich both the fields of critical pedagogy and development. As 

part of the research process for this thesis, I interviewed three student teachers from the 

Rural Teacher Education Project who had been practicing critical pedagogy methods in 

their classrooms (for sample interview questions, see Appendix). These interviews were 

semi-structured and open-ended, during which the interview participants were provided 

with the opportunity to ask me questions. Interviews were also conducted with four 

professors who practice arts-based methods and critical pedagogy in their classrooms. 

The remainder of the research for this thesis was conducted using participatory action 

research methodology. When I discuss research participants within my thesis, unless the 

participant has self-identified as male or female, I will use gender neutral terminology of 

"they" or "their" to avoid language that relies on gender binary terms such as "he" and 

"she." 

1.2.1 Research Collected Using Participatory Methods 

The research undertaken for this thesis involved using participatory action 

research methodology (Mayoux, 2006; Stringer, 2007; Summer & Tribe, 2008). There 

was an explicit intention with this research to bring about social change through the 

researcher and participants sharing with one another, using this methodology so those 

involved could learn more about themselves and their surrounding reality. The 

participatory action research methodology used throughout this research process was 

critical pedagogy. Self-reflexive research that placed me as a research subject within my 
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research project was conducted in order to explore the application of critical pedagogy 

methods. 

This thesis involves studying the practice of using critical pedagogy methods with 

youth in an international development context. Consequently, the entire thesis explored 

what critical pedagogy methodology looks like, how it works, as well as some of the 

challenges faced in doing this work. Personal experience of the researcher, practicing 

critical pedagogy methods with youth, formed the basis for this case study. Self-study 

and reflection have formed an important part of this research process. Placing oneself as a 

research participant within one's research process is an integral step in being transparent 

about one's own personal biases, and in destabilizing research structures and power 

dynamics. In addition, in examining power dynamics throughout this thesis, I grappled 

with the question Brooke Ackerly and Jacqui True (2009) raised: "How can we study 

power and identify ways to mitigate its abuse in the real world when we, as researchers, 

also participate in the powerful projection of knowledge in this world?" (693) 

With the Sekwanele group, I - in the role of researcher and facilitator - ran some 

workshops using critical pedagogy methods, kept a journal of my experiences of working 

with them, and observed the drama pieces they had previously created and were eager to 

perform. I also asked youth in the Sekwanele group to draw pictures of how they see their 

group in terms of the work they are doing, and what their group needs to sustain the work 

their group is doing. 

With the Rural Teacher Education Project, I co-facilitated critical pedagogy 

workshops every evening after-school finished on a range of issues and using a diversity 

of methods. As facilitators, we did our best to make these workshops learner-centred, and 
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responsive to the daily needs and concerns of the student teachers involved. My role on 

our facilitation team for these workshops was to try to incorporate a fun game or activity 

into every workshop that would encourage both self-reflexivity and team building 

amongst the student teachers and facilitators. Self-reflexivity is discussed throughout this 

thesis, and is understood to be "having an ongoing conversation with your whole self 

about what you are experiencing as you are experiencing it" (Nagata, 2004, 139). 

As part of the Rural Teacher Education Project, student teachers were required to 

lead or help out with an after-school program for the high school learners.1 I had the 

opportunity through this project to help run an after-school drama program with one of 

the student teachers. During this time, the high school students performed skits they had 

prepared on their own on topics such as: the Soweto uprisings of youth; ghosts in a 

boarding school; and violence against women and children. Along with my co-facilitator, 

we led critical pedagogy drama exercises with the learners and used the plays they had 

created to open up discussion on issues that were of concern to them in their everyday 

lives. An example of one of the critical pedagogy games that we lead with the learners is 

called "The Great Game of Power." After playing this game with the learners, we 

facilitated a discussion of what power looks like to them, and who holds power in their 

lives. This is just one example of an activity we facilitated that enabled the learners to 

teach us more about their lives and also provided space for the learners to share stories 

1 In South Africa, those attending university are referred to as students, and anyone 
attending high school or elementary school are referred to as learners. As my research is 
based in South Africa, I will use these terms throughout my thesis. 
2 This game is taken from Boal's Games for Actors and Non-Actors and will be explained 
in greater detail in chapter five. 
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and learn from one another while gaining an enriched understanding of their surrounding 

environment. 

With the DramAidE group, I travelled as a participant with the facilitator and 

actors to high schools in rural and township areas surrounding Durban, South Africa. 

With this group, I actively observed the skits they performed for the high schools and 

spent time with the actors and facilitator travelling to the performances and helping with 

the set-up and tear-down at each school. 

1.2.2 Examining Own Role in Fieldwork 

Throughout this thesis, personal narrative is used because of my interest in being 

self-reflexive and in studying praxis. Personal narrative is distinguished by italic print 

inside text boxes. Praxis involves "reflecting-in-action," "reflecting-on-action," and 

"reflecting-for-action" (Gray, 2000, 379). The use of personal narrative enables one to 

document the simultaneous thinking, feeling, and acting that the researcher is engaged in 

throughout the research process. In terms of why it is so important to allow oneself to be 

thinking and feeling while engaged in acting, as Julie Salverson (1994) argues 

"... avoiding the emotional body and the unpredictable territory of play robs us of 

valuable information. Ultimately, neither feeling nor thinking alone will take us far 

toward re-imagining and realizing a different world" (158). This is why it is important to 

practice critical pedagogy methods in order to assess them and write about them — 

because reflecting alone is not enough without simultaneously feeling and acting. In the 

following journal reflection, I discuss how, in my experience, the field of political science 

and international development does not leave much space for feeling and acting, as it 

tends to value rational thinking over all other forms of knowing. 
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In my experience in political science and international development, we are taught to 
avoid the emotional realm at all costs. I really feel that the field of political science and 
international development is still stuck in valuing rational thought over all other forms of 
knowing. The discipline seems to stress maintaining distance from what we are thinking 
and writing about, and never engaging in what we are feeling about the topic. One of the 
strengths I see with critical pedagogy methods is that these methods allow for a kind of 
praxis, of thinking, feeling and acting our way through whatever it is we're working on. 

Personal narrative is included throughout this thesis as a way for me to hold myself 

accountable as a critical scholar. 

Being a critical scholar is not about escaping, it is not about being or feeling 
better, and it is certainly not about doing easy research. Being a critical scholar is 
about always being accountable for not only what you intend by what kinds of 
effects you put in motion. It is about holding yourself responsible even when 
privilege tells you you are not, about listening to others even though you feel you 
are entitled to speak. (Fasset & Warren, 2007, 88) 

For these reasons, personal narrative is used as a self-reflexive approach to explore the 

researcher's role throughout this thesis in order to better be able to examine critical 

pedagogy methods from being involved with and practicing them. 

Throughout the Rural Teacher Education Project, journal writing was encouraged 

to promote self-reflexivity. Below are the critical reflection journal questions devised 

during this project to prompt journal writing. These questions helped to guide some of the 

personal narrative reflections that have been included in this thesis: 

1. What surprised you today? 
2. How did you feel about it? 
3. Which judgments were you making? 
4. What were the other people's reactions? 
5. Why do you think this stuck out for you? What assumptions were you 

making? 
6. What do you think it felt like for the "affected person" (other people 

involved)? (Raht & Smith, 2008) 

Journal writing was really useful for me in reflecting on what I was experiencing and in 

noting my reactions to these experiences. I was often surprised at what would come up 
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when I reflected through journal writing, and often this would help me to place my 

experiences within the broader structures and systems in which I was working. 

Throughout much of my thesis, I have included my journal reflections as a way of 

placing myself within my research in an effort to expose my subjectivity as researcher 

and to challenge the supposed infallibility of researcher objectivity. 

1.2.3 Writing of Thesis 

A challenging aspect of this research is that although the methods used to collect 

data were participatory in nature, the writing of results and analysis of interviews and 

information was undertaken solely by the researcher and was not participatory. Diane 

Conrad (2006) employed similar participatory methods for her research project with a 

group of high school students from a rural Aboriginal community in Alberta, and noted 

the same observation 

Although the participatory aspect of this research via our Popular Theater 
project gave participants an opportunity to voice their perspectives and to 
explore issues relevant to them, my interpretation of our work, done for the 
purposes of my doctoral dissertation, was an individual undertaking 
(439 - 440). 

This is an important qualification to consider in participatory research — that although 

the research process may have been participatory in the way that methods were carried 

out or information was collected, often the writing of results is not as participatory, and at 

best may involve a review by the community involved. 

Although the writing process was not participatory, it should be noted that 

research methods - especially participatory action research - are cyclical in nature, and 

are never ending. Ernest T. Stringer (2007) presents a "look, act, think" spiral of 

participatory action research. Although the writing portion of the research process was 
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undertaken by the researcher and was not participatory, this spiral of participatory action 

research suggests that the findings arrived at in the final thesis draft are not final - they 

will contribute towards future work, and are just one part of the cyclical research process. 

1.2.4 Validity Threats 

As this thesis provides an in-depth analysis of one case study, it could be argued 

to have high internal validity. Critical pedagogy in particular lends itself to focusing on 

conducting a case study, enabling in-depth analysis. The research for this thesis involves 

questioning the very nature of internal validity through an unveiling of the subjective and 

relative nature of positionality and in turn questions the lack of objectivity of any 

researcher. Accepting that everyone has their own biases, and that conclusions will be 

reflective of personal biases will not weaken this research — quite the opposite — it is a 

strong position to start from in order to engage in critical qualitative and participatory 

research. Terms are defined according to postionality and consequently there is to be an 

expected lack of coherency and grounding to my research. The process of defining terms 

is therefore fluid and responsive. 

1.3 Introduction to Proceeding Chapters 

Chapter 2. The literature review situates this thesis within the fields of 

international development and critical pedagogy. The goal of this chapter is to highlight 

where critical pedagogy as a development method fits into the broader field of 

international development. After a review of the development field literature, a review of 

the field of critical pedagogy is provided, focusing first on the works of Paulo Freire and 

Augusto Boal, and then other authors who have challenged the field to explore the self-
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reflexivity of facilitators and who have complicated definitions of oppressor and 

oppressed by introducing the idea of intersecting identities to the field. 

Chapter 3. Chapter two provides a brief review of the recent political history of 

South Africa from apartheid to present, focusing on civil society movements and the 

education system. The history of youth resistance in South Africa from the 1980s to the 

present is reviewed, with the groups I worked with throughout my research process 

provided as examples of youth resistance in present-day South Africa. In terms of 

challenges facing youth in present-day South Africa, the HIV and AIDS epidemic will be 

discussed as both a threat and a rallying point for youth. 

Chapter 4. Chapter four examines my role as facilitator of critical pedagogy using 

personal narrative to enable me to work through some of the challenges of facilitating 

these methods within the context of international development. In addition, from the 

perspective of participant, researcher and facilitator, I discuss some of the challenges I 

encountered in terms of identity, vulnerability and power politics. In this chapter, I 

grapple with the question of how am I to facilitate the process of people learning more 

about their surroundings and themselves, when it is shaking up my understanding of 

myself and how I am identified? 

Chapter 5. Chapter five relies on the works of Julie Salverson, Anne Bishop, and 

Rozena Maart to discuss bearing witness and becoming an ally. There are many crucial 

lessons these authors present in doing this work, and one of the most important ones is 

the process of unlearning the process of "othering," and in doing this, the need to be 

willing to learn from others and to have an awareness of oneself and one's positioning. 
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Part of the process of self-reflexivity involves recognizing that, as an ally, one must come 

to terms with one's culpability in terms of being a member of the oppressor group. 

Chapter 6. The final chapter of this thesis is dedicated to exploring the lessons 

learned through practicing critical pedagogy methods with youth within the context of 

international development. This chapter highlights questions of the sustainability of this 

work, relating to the time, energy, and training, and raises the question of how 

practitioners should go about leaving the communities in which they have been working. 

It draws attention to the challenges in determining if this work is effective and closes 

with a discussion of new challenges of today. 

Chapter 7. The conclusion includes discussion of the importance of personal 

narrative as a self-reflexive approach within the field of international development. This 

chapter briefly summarizes the arguments of this thesis and discusses some of the lessons 

learned by the researcher throughout the research process. 
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CHAPTER 2 
CRITICAL PEDAGOGY AND INTERNATIONAL DEVELOPMENT OR 

I'M IN INTERNATIONAL STUDIES AND OTHER WHITE LIES 

While travelling in South Africa, volunteering and conducting my thesis research, I 
couldn't stop telling one tiny "white lie" in response to the question "What do I study?" 
- "I'm in Politics and err, um, International Studies. " I use the term "white lie" 
intentionally. I, as a white person from Canada, faced the most difficulty in admitting my 
field of study to black South Africans. I didn 't have such a problem in discussing my 
discipline with white South Africans because 1 found that they often distanced themselves 
from an African identity and identified more closely with their European ancestors, 
understanding development as being directed at others, not themselves. I found myself 
blatantly telling this little white lie time and time again. All because I couldn 't bring 
myself to look South Africans in the eye and tell the truth — that I am actually studying 
Politics and International Development studies. Already critical of the field of 
International Development, this white lie only served to amplify my critique, ringing so 
loudly in my ears I could not seem to block it out. What does development even mean? 
Development of whom? By whom? Who has the right to say that others are in need of 
"developing"? I couldn't help but be reminded of the "othering" Edward Said (1979) 
warned against. 

The purpose of this chapter is to discuss the two areas of study of international 

development and critical pedagogy and to suggest what a dialogue might look like 

between the two. A brief history of the field of international development is outlined, 

focusing on the dominant ideologies within this field in order to highlight the extent to 

which histories, identities, and cultures remain oversimplified. The focus of development 

studies on the macro, country level, at the cost of the particularities of local contexts is 

problematic and demanding of energy to come up with more creative and context-specific 

solutions. Critical pedagogy provides an alternative for those working within the 

development field seeking an approach that promotes self-reflexivity and takes as its 

starting point the specific context of the communities it is engaging with. 
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2.1 History of The Field of Development 

The field of International Development has a controversial history, originating in 

relations of power as they developed in conjunction with colonialism and imperialism. 

Many nations have worked to extend their power, control, and borders through 

imperialism and colonization. Through colonization, these nations waged war, enslaved 

humans, pillaged land and resources, and declared vast areas of territory their own, with 

the intention of controlling and spreading 'civilization' to the indigenous population: 

"Slave trade, conquest, occupation, and forced administration of peoples, in that order, 

were all part of an unfolding history of colonialism" (Eze, 1998, 214) An essential aspect 

of colonization in South Africa3 was the implementation of legal racial segregation 

through apartheid: a system of institutionalized racism, white supremacy and domination. 

White supremacism took strong root in South Africa, as it did in other British 
colonies in Africa and Asia as well as in the United States. But in South Africa it 
developed into a systematic and legalized discrimination shaping the economic, 
social and political structure of the whole country in a more pervasive way than 
elsewhere. And while after 1945 white supremacism began to wane as many 
colonies began the move towards independence, in South Africa discrimination 
became even more entrenched. Under 'apartheid', South Africa from the late 
1940s diverged from international trends and was marked out for isolation. 
(Worden, 2000, 74) 

In some ways, the development apparatus was late to reach South Africa because it was 

not until after the end of apartheid that it really took hold. This history of South Africa is 

important to note because it can be considered as part of the country's history of 

"development." 

3 A more in-depth analysis of the history of South Africa will be provided, focusing on 
the time period of apartheid to present and on the role of youth resistance throughout this 
period, in the following chapter. 
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As Ronaldo Munck and Denis O'Hearn (1999) observe, following the Second 

World War, the modernization perspective, generated in the United States, became the 

dominant discourse within international development, which set up power hierarchies and 

established an 'ideal' that all countries were expected to strive towards: "Everything 

would be for the best in the best of all possible worlds if countries and their people 

followed the US model to the letter. Of course, what this meant in practice was 

subordination to US imperialism" (xiv). Modernization and the respective power 

relations dominated the development discourse for many years and the effects are still felt 

today. Along with this theory came the prioritizing of an exclusive focus on economic 

development over all other aspects of development, although this focus did not alter the 

relations of power established in the world market system during imperialism. Below is a 

brief historical review of some of the theories that have dominated development 

discourse from modernization to the present. 

What becomes clear in reviewing the following theories of development is that 

they all portray the same meta-narrative, focusing on the macro level in exploring reasons 

for development and underdevelopment. This is important for the purposes of my 

argument because it highlights the need for more local, context-specific responses that 

expose perspectives on power and relationships. 

W.W. Rostow's (1960) theory typifies the modernization that Munck and 

O'Hearn (1999) were describing. Rostow contended that all countries lie within one of 

the five stages of economic development: Preconditions for take-off, take-off, the drive to 

maturity, the age of high mass consumption, and beyond consumption. All stages are 

rooted in his theory of production: "These stages are not merely descriptive. They are not 

17 



merely a way of generalizing certain factual observations about the sequence of 

development of modern societies. They have an inner logic and continuity. They have an 

analytic bone-structure, rooted in a dynamic theory of production" (Rostow, 1960, 106). 

Rostow contended that technology, savings, entrepreneurialism, and correct political 

systems were all driving forces that moved countries along the path he outlined. He also 

argued that countries that begin to achieve sustained economic growth later might move 

through the stages faster (Rostow, 1960, 109). This theory was later referred to as "catch

up development" and many strong critiques have since been brought against it. 

Dependency theory emerged in the late 1960's as a critique of modernization and 

of the unequal power relations between countries. Andre Gunder Frank was a seminal 

thinker of dependency theory, and the popularization of his theory "was really the first 

time that Western theorists embraced an explanation of why poorer nations are poor that 

actually came from those poorer nations" (Roberts & Hite, 2000, 159). Gunder Frank 

argued that the poverty of less developed nations and their dependence on wealthier 

nations was inescapable, "his radical version of dependency theory claimed that relations 

of imperialism and domination trapped poor nations at the bottom of the global 

economy" (Roberts & Hite, 2000, 159). Dependency theory was presented as a direct 

challenge to modernization theory, and the idea that generalizations can be made about 

'lesser developed' countries based on the experiences of 'developed' countries: 

Since the historical experience of the colonial and underdeveloped countries has 
demonstratably been quite different, available theory therefore fails to reflect the 
past of the underdeveloped part of the world entirely, and reflects the past of the 
world as a whole only in part. More important, our ignorance of the 
underdeveloped countries' history leads us to assume that their past and indeed 
their present resembles earlier stages of the history of the now developed 
countries. This ignorance and this assumption lead us into serious misconceptions 
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about contemporary underdevelopment and development. (Gunder Frank, 1969, 
159-160) 

According to Gunder Frank's dependency theory, the only option for underdeveloped 

countries was to strongly protect their markets from rich countries. Gunder Frank (1969) 

challenges modernization theory and the promises of "catch-up development," arguing 

"...even a modest acquaintance with history shows that underdevelopment is not original 

or traditional and that neither the past nor the present of the underdeveloped countries 

resembles in any important respect the past of the now developed countries" (160). 

Dependency theory challenges the idea that underdeveloped states' own economic, 

political, social and cultural structures are the sole cause of their underdevelopment. 

Gunder Frank (1969) links the cause of states' underdevelopment to their relations with 

developed states: "...historical research demonstrates that contemporary 

underdevelopment is in large part the historical product of past and continuing economic 

and other relations between the satellite underdeveloped and the now developed 

metropolitan countries" (160). Gunder Frank's dependency theory made major waves in 

the field of development studies and has had lasting impact on the field today. Although 

dependency theory does depart from previous development theory in that it takes into 

consideration the different histories of developing countries, it remained focused on the 

macro, country level. 

World-systems theory also developed as a critique of modernization and the 

resulting unequal power relations. Immanuel Wallerstein (2000) was a central thinker in 

introducing the "world-systems theory." Beyond dependency theory, he stressed 

interdependency, helping to establish the idea that the one could no longer continue to 

look at individual countries on their own, but must consider the world system together, as 
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countries relate to one another. In the world system he describes, some countries belong 

to the core, a few exist in the semi-periphery, and the remainder are in the periphery. 

Wallerstein's theory was that countries that are part of the core are wealthy, industrialized 

and developed, countries in the periphery are poor and not developed, and the semi-

periphery countries exist somewhere in between. He suggested that there is an unequal 

exchange of resources from the periphery to the core, and that the gap between the core 

and the periphery is getting wider, "but thus far no one has succeeded in doing much 

about it, and it is not clear that there are very many in whose interests it would be to do 

so" (Wallerstein, 2000, 206). Wallerstein's theory introduced a focus on interdependency 

within the world-system, however it still remained focused on the macro level, and on 

development meta-theory. 

Thus entered the post-modernism development school of thought, which critiques 

all of the assumptions underlying modernization theory. Post-modernity is a reaction 

against the central elements of modernity, particularly meta-theory, foundationalism, and 

subject-object relations where the subject is allocated an over-powerful position in 

relation to the object. Post-modernists object to meta-theories (grand narratives of 

history) on the grounds that they make universalist claims of truth that tend to exclude 

and/or repress other interests in society (Parfitt, 2002). As Peet and Hartwick (1999) 

argue, the notions of "progress" and "benefit" are suspect — benefit for whom? The 

benefits of modernism and development are far from obvious. Arturo Escobar is one of 

the central contributors to the school of post-modern development thought and has many 

strong critiques of the discipline: 
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[Development has been] a mechanism for the production and management of the 
Third World.. .organizing the production of truth about the Third world... 
Development colonized reality, it became reality... instead of the kingdom of 
abundance promised by theorists and politicians in the 1950s, the discourse and 
strategy of development produced its opposite: massive underdevelopment and 
impoverishment, untold exploitation and oppression... Development was — and 
continues to be for the most part - a top down, ethnocentric, and technocratic 
approach, which treated people and cultures as abstract concepts, statistical 
figures to be moved up and down in charts of progress... The discourse [of 
development] actually constitutes the problems that it purports to analyse and 
solve. (Escobar, 1992, 413 - 414, 419; 1995, 4, 44 - 45) 

What Escobar is saying is that development discourse and practice, as they have 

evolved, actually serve to reinforce the fraught power hierarchies and problems that 

they claim to be helping to solve. The implications are that those involved in 

development must commit to learning from one another, and work to unlearn the 

idea that one version of society is desirable for all societies to attain: 

Diversity and decentredness must be placed at the top of the agenda in 
reformulating the question of development. The cultural question, the question of 
the meaning of development, is a central one. For one society to claim universal 
desirability, while turning its back on others from whom it is convinced it has 
nothing to learn, is not only cultural elitism but cultural racism. 
(Tucker, 1999, 11) 

This leads to a discussion of the particular challenges the field of development is 

facing today, including continued focus on meta-narratives and new challenges 

emerging out of neo-liberalism. 

The field of development today is predicated on neo-liberal theory and principles. 

The influence of neo-liberalism on development has spread to many parts of the world in 

a large part due to the forces of globalization resulting in an ever shrinking world. This 

presents added challenges for a field that continues to wrestle with debunking the myths 

of modernization and catch-up development. As Bond (1995) argues, International 
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Financial Institutions (IFIs) and development agencies have put in place unbearable 

constraints on developing countries that have greatly harmed the state of these countries: 

Failing to achieve growth on even limited quantitative terms, the main agents of 
international economic integration - financial institutions and development 
agencies - have through structural adjustment and project conditionality set 
impossible constraints on Third World developmental practice. At the same time, 
largely through trade liberalization and financial deregulation, they push and pull 
speculative flows of capital into outlets which appear most profitable in the short-
term but which have a debilitating impact upon development. These conditions 
fully pertain to South Africa. (151) 

The myths of development, including new neo-liberal promises, continue to be exposed 

today as unhelpful for those suffering from a lack of access to resources, and 

consequently so is the need for alternative methods and critiques. 

2.2 Moving Towards Post-Development? 

Many development theorists argue that the existing conception of development is 

fundamentally flawed, some contending that it is patriarchal, environmentally unsound, 

and consumption-driven (Peet & Hartwick, 1999). However, there are unsettled debates 

over the future of the discipline, and whether to continue to work within development 

because of its many challenges and dilemmas, or to move beyond the discipline, into 

"post-development." In terms of a definition of post-development, that is a bit tricky. As 

Peter Cox (2008) discusses, post-development exists as an umbrella term, encompassing 

a broad range of people from within the field of development seeking liberatory 

possibilities for those suffering under the current limitations of the field: 

Post-development exists primarily as an analytical category: there is no 
movement, organization or specific 'thing' that can be labeled as post-
development. Instead, the title gives recognition to an apparently common 
consciousness, direction and arguments — discursive grounds — amongst 
practitioners from within the field of development studies and practice who are 
seeking possibilities of emancipation beyond the existing parameters of 
development discourse. This commonality can enable collective solidarity in 
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activist situations, but such solidarity must be negotiated, not automatically 
assumed. (151) 

Peet and Hartwick (1999) argue that the enormous problems of two billion people 

make both post-development, and continuing along with the current development 

trajectory a "travesty of justice" (197). Their conclusion is to rethink rather than discard 

development. They suggest that we need to reconsider development in full knowledge of 

post-development and feminist critiques. They propose a new form of social 

development, which "means transforming the conditions of reproduction under the 

control of directly democratic and egalitarian social relations so that the needs of the 

poorest people are met" (Peet & Hartwick, 1999, 208). At the very least, it is clear that 

now is the time to identify and compare alternatives. As Des Gasper (2004) argues, 

The very idea of development as societal improvement is value relative. The 
direction of the path ahead demands to be discussed rather than taken for granted; 
otherwise it will be determined solely and tacitly by power, including the power 
to make others carry most of the costs and to determine which costs and benefits 
will be counted and which ones ignored. (14) 

Development issues today are complex, and impossible to separate from the 

fraught and disturbing history of the discipline. Many difficult questions remain 

unanswered. What is the ethic of responsibility in the field of development? How much 

control do participants have over development projects in their own communities? How 

is "good" and "bad" development work defined? According to whom? Through post

modernism theory, it has become evident that major elements of the development 

apparatus are unhelpful, and often harmful, for the majority of those involved. Post

modernism theory deconstructs development and exposes the fact that it is unhelpful for 

the majority of those affected. However, a criticism against post-modernism is that it 

breaks down theories and meta-narratives but does not stand for anything. This quandary 
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raises the question of: how we are to work without a grand narrative, while at the same 

time ensuring that we are not just contributing towards establishing another grand 

narrative. As Arturo Escobar (2005) suggests, 

While many consider development dead, or that it has failed miserably, few viable 
alternative conceptualizations and designs for social change are offered in its 
place... Why has development been so resistant to radical critique? What kinds of 
critical thought and social practice might lead to thinking about Third World 
reality differently? Can the hegemonic discourses of development — inscribed in 
multiple forms of knowledge, political technologies and social relations — be 
significantly modified? (314) 

There are efforts within the field of development to foster more participatory and 

"bottom-up" methods. However, these methods remain marginalized, and have yet to 

shift the dominant development paradigm away from the focus on macro analysis. For 

those committed to an alternative to development that prioritizes the interests of the 

majority, their social services and well-being, what options are there? In terms of doing 

research in the field of development, there has been some movement towards the practice 

of participatory action research techniques as a means of promoting social change while 

collecting data. Participatory action research methods provide an alternative way of 

researching within development, enabling researchers to begin from the context of the 

community they are working in, with the intent to bring about change throughout the 

research process. This form of research provides one way of challenging the development 

meta-narrative, by bringing the focus away from the macro country level, towards 

specific community contexts. 

Linda Mayoux (2006) discusses the roots of participatory methods, as well as 

some of the goals and intentions of this kind of research: 
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Participatory methods have their origins in development activism: non
governmental organizations (NGOs) and social movements. Here the main aim is 
not so much knowledge per se, but social change and empowerment — and this 
wherever possible as a direct result of the research process itself. In particular, it 
seeks to investigate and give voice to those groups in society who are most 
vulnerable and marginalized in development decision-making and 
implementation. (118) 

Mayoux raises the important point that the benefits of participatory research cannot be 

taken for granted or assumed. They must be carefully thought out and intentional. One of 

the benefits that she suggests can occur from participatory research is: "Through sharing 

different sources of information, participants themselves may increase their 

understanding of development issues and the problems they face, and develop 

solutions..." (Mayoux, 2006, 118). According to Mayoux (2006), some of the other 

strengths of participatory research are that it is based within local perceptions and 

priorities; it captures diversity; and visual participatory methodologies allow for non

linear complexity to be captured, and analysis of complex issues. 

It is essential that participatory action research methods be grounded in "care-

based ethics" and an "ethics of responsibility," which are rooted in Emmanuel Levinas's 

(1989) relational ethics emphasizing one's responsibility to the Other (Edwards & 

Mauthner, 2002). According to Conrad (2006), an ethics of care ".. .begins from an innate 

feeling of care for the Other, followed by a corresponding ethical obligation... and 

involves care-ful judgment, attention to detail and difference, respect and reciprocity in 

research relationships, a concern with issues of power, and a sense of personal 

responsibility" (438 - 439). Edwards and Mauthner (2002) suggest characteristics of 

care-based ethics are: an understanding of self as "self-in-relation"; use of narrative; 

emphasis on responsibilities to others; moral importance of personal connections; and 
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maintaining connections among individuals (23). In projects dedicated to "care-based 

ethics," ethical concerns must encompass both the intentions of the research, and the 

methodological approach taken. Because of the history of the field of development, it is 

integral that participatory action research be grounded in these ethics, in order to move 

towards a model that implicates researchers in the communities they are working with, 

holding the researchers directly accountable for their research, during the time they are 

conducting it. Personal narrative is one approach that encourages self-reflexivity of the 

researcher, and allows the researcher to reflect on many of these issues of care-based 

ethics throughout the research process. There has been some research on the use of 

personal narrative as a self-reflexive tool in the social sciences (Czarniawska, 2004; 

Elliot, 2005; Stivers 1993); however, this research remains on the margins. It is my 

intention to contribute towards the body of research that examines the use of personal 

narrative within the disciplines of political science and international development 

specifically. 

Feminist research ethics also offer a new way forward for development 

researchers (Ackerly & True, 2009; Koyama, 2001; Presser, 2005). These research ethics 

challenge the development meta-narrative, drawing from women's and trans persons' 

stories and painting a more complex picture than the dominant focus on the macro, 

country level permits. Feminist research ethics begin from women's and trans persons' 

perspectives and experiences, drawing attention to individual experiences and contexts 

while also examining how they relate to broader systems of power.4 Brooke Ackerly and 

4 Feminist research ethics also focus on the role that intersecting identities play within 
people's lives. There is a long history of debate and tension within feminist movements 
over the dangers of focusing on exclusively gender analysis at the cost of analysis of race 
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Jacqui True (2009) argue that the most important tool in feminist research is the "feminist 

research ethic," which they define as "a commitment to being attentive to power and 

power within relationships, to noticing marginalization and silences, and to being self-

reflexive, aware of how our own basket of privileges and experiences conditions our 

epistemology" (694). In examining the role that personal narrative plays within feminist 

research ethics specifically, Lois Presser (2005) argues that feminists have not been 

including their own narratives nearly enough within their research practices: 

Insofar as women's perspectives and experiences are subordinated in scientific 
inquiries and the larger culture, feminist researchers seek to eliminate hierarchies 
of knowledge construction. We are sensitive to our place in such hierarchies, so 
we disclose the multiple, historically specific positions we hold in relation to both 
study questions and participants. That is, we attempt to "write ourselves into the 
analysis. (2067) 

Ackerly and True (2009) raise an important question to consider in examining feminist 

research ethics: "How can we study power and identify ways to mitigate its abuse in the 

real world when we, as researchers, also participate in the powerful projection of 

knowledge in this world?" (693) This is a question for which there are no straightforward 

answers — practicing reflexive research involves continually asking oneself this 

question. With this question in mind, the following section provides a review of the field 

of critical pedagogy - one methodology available for practicing participatory action 

research that allows space for discussion of these ethical concerns. 

2.3 Review of Paulo Freire 's work 

Critical pedagogy promotes a liberatory education model, and stresses the 

importance of dialogue, the value of self-reflexivity, and the need to treat every person as 

or class or sexuality, for example. These debates will not be examined in this thesis, 
although they have informed the degree to which this thesis focuses on the need to 
examine intersecting identities and not essentialize any one part of a person's identity. 
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an historical being. Pedagogy of the Oppressed was written by Paulo Freire, a Brazilian 

educator from the North East of Brazil, and was originally published in 1970. Freire was 

born in 1921 in Recife, and experienced first-hand from a young age extreme situations 

of poverty and underdevelopment. Freire was from a middle class family, but when the 

economic crisis of 1929 in the US began to affect Brazil, "the precarious stability of his 

middle-class family gave way" and he found himself sharing the plight of poor, plagued 

by "gnawing pangs of hunger" and falling behind in school because of the listlessness 

produced by being malnourished (Shaull, 2006, 30). Because of his experiences of 

extreme hunger and malnourishment at an early age, he made a vow, at age eleven, "to 

dedicate his life to the struggle against hunger, so that other children would not have to 

know the agony he was then experiencing" (Shaull, 2006, 30). Freire recognized the 

systemic nature of power and how it affected the poor, and his sharing of the life of the 

poor at an early age led him to the understanding of what he describes as the "culture of 

silence" of the dispossessed: "He came to realize that their ignorance and lethargy were 

the direct product of the whole situation of economic, social, and political domination — 

and of the paternalism — of which they were victims" (Shaull, 2006, 30). Freire's 

eventual conclusion was that the whole educational system was one of the major 

instruments for the maintenance of this "culture of silence," and thus he set out to change 

this system and to break this culture. 

Freire worked to expose education as inherently political and called for a radical 

reformation of education. Richard Shaull (2006) discusses this in his introduction to 

Freire's Pedagogy of the Oppressed: 
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There is no such thing as a neutral education process. Education either functions 
as an instrument that is used to facilitate the integration of the younger generation 
into the logic of the present system and bring about conformity to it, or it becomes 
"the practice of freedom," the means by which men and women deal critically and 
creatively with reality and discover how to participate in the transformation of 
their world. (34) 

Freire's Pedagogy of the Oppressed challenges what he calls the "banking education" 

model and the hierarchy of teacher above students. According to the banking education 

model, the teacher's role is as a narrating subject, and the student's role is that of a 

patient, listening, object. In challenging this education model, Freire suggests that 

students are not empty vessels to be filled, but rather are teachers and educators 

themselves who have valuable information to contribute to the learning dialogue. He 

argues that the oppressed must be actively involved as protagonists in their own 

education and liberation, and that it cannot be done without them for them or to them, but 

must be done by them: "Attempting to liberate the oppressed without their reflective 

participation in the act of liberation is to treat them as objects which must be saved from 

a burning building" (Freire, 2006, 65). Freire (2006) is clear that the "liberation," or 

"problem-posing" education model cannot merely be integrated into the system of 

oppression, but must transform the structure so the oppressed can become beings for 

themselves (74). Freire contends that education should work towards liberation through 

making everyone involved more aware of their surroundings and their potential to 

challenge (and ultimately end) oppression. This is the type of education model that 

creates informed dialogue amongst all participants, that assumes all participants are at 

once students and teachers, and that allows for all participants to engage in critical 

thinking and the "quest for mutual humanization" (Freire, 2006, 71 - 86). 
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Friere's work is important when thinking about development because it shows us 

that social change happens through learning and conscientization," and is a labour-

intensive, never ending process. His model provides us with the concepts and tools to 

focus on the local level, and to base our approaches from the lived experiences of the 

communities with which we are working. Critical pedagogy techniques enrich learning 

experiences, and allow for dialogue between all participants, with the understanding that 

all parties involved have important voices to bring to the table. As Freire (2006) argues, 

".. .dialogue cannot occur... between those who deny others the right to speak their word 

and those whose right to speak has been denied them... dialogue cannot be reduced to the 

act of one person's 'depositing' ideas in another, nor can it become a simple exchange of 

ideas to be 'consumed' by the discussants" (88 - 89). Needless to say, there is no 

hierarchy or system of authority encouraged within the dialogue generated through 

critical pedagogy: "Because dialogue is an encounter among women and men who name 

the world, it must not be a situation where some name on behalf of others. It is an act of 

creation; it must not serve as a crafty instrument for the domination of one person by 

another" (Freire, 2006, 89). Fasset and Warren (2007) argue that there is the potential for 

hierarchies and power struggles to persist when practicing these methods; however, 

critical pedagogy methods provide the space to explore hierarchy, oppression(s), and 

perspectives on power in relation to personal experience: 

5 Conscientization is a term used by Freire to mean the process by which one gains 
consciousness of one's surroundings and reality, thus realizing one's potential to be an 
active participant in and change one's reality. 
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Central to critical communication pedagogy is its commitment to pedagogy as 
praxis, to teachers and students working together to locate and name the taken-
for-granted in pedagogical contexts, to decenter normative readings of a given 
phenomenon, experience, or idea. This occurs through an emphasis on multiple 
readings, readings that deconstruct and challenge pre-established, seemingly 
inherent theoretical or phenomenological stability. (51) 

At the very least, these methods provide a forum for the conscious practice of exposing 

and disengaging power hierarchies. 

Freire (2006) suggests that within his alternative problem-posing education 

model, every person must be treated as an historical being. Problem-posing educational 

pedagogy takes as its starting point people's historicity, their dynamic present: the 

political, social and economic circumstances in which they exist. Education must be 

situated in, and working to make people more aware of, their reality. Along this vein, this 

form of educational pedagogy takes people as they are, within the current context, and 

"affirms men and women as beings in the process of becoming - as unfinished, 

uncompleted beings in and with a likewise unfinished reality" (Freire, 2006, 84). This 

aspect of critical pedagogy provides the foundation for praxis in Augusto Boal's Theatre 

of the Oppressed. 

2.4 Review of Augusto Boat's work 

Augusto Boal applies Paulo Freire's principles of Pedagogy of the Oppressed to 

theatre in his seminal text Theatre of the Oppressed. He promotes reclaiming of theatre to 

be for the oppressed and envisions theatre as a method for unmasking reality and raising 

consciousness. Boal's work is based on an understanding that "Theatre is a form of 

knowledge" (Boal, 1995, 20). His work with Arena Theatre in Sao Paolo eventually led 

to his exile from Brazil in 1971, and it was during his exile that he wrote Theatre of the 

Oppressed based on his work with the Arena Theatre in rural Peru. 
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Boal exposes European theatrical traditions as producing passive, unengaged 

recipients of theatre. Audience members in these forms of traditional theatre experience 

catharsis through the characters established inside the play being performed and leave the 

theatre feeling satisfied that the story they have witnessed has been brought to a 

conclusion, and, importantly for Boal, that they have no further role to play in that story. 

He argues that in this traditional form of theatre, the audience members empathize with 

the tragic hero, and through this character, realize the consequences of disobeying 

authority. In so doing, Boal contends, the passive spectator internalizes the laws of civil 

society, and order (of the theatre and of the broader society) is maintained. Similar to 

Freire's call for a radical transformation of education, Boal (1985) calls for a new form of 

theatre that ignites dialogue, that encourages participants to be active both inside and 

outside of the theatre, and that dares those involved to challenge rather than maintain 

existing power relations: 

It is not the place of theatre to show the correct path, but only to offer the means 
by which all possible paths may be examined. Maybe the theatre itself is not 
revolutionary, but these theatrical forms are without a doubt a rehearsal of 
revolution. The truth of the matter is that the spectator-actor practices a real act 
even though he [sic] does it in a fictional manner... Within its fictitious limits, the 
experience is a concrete one. (141, emphasis in original) 

Boal presents a form of theatre meant to make people become more aware of their reality, 

invigorating and activating people to work towards ending oppression(s) through the 

process of learning together from one another. 

Boal (1992) makes clear that there are only two definitive rules that must be 

followed in practicing his techniques: "spect-actors must be the protagonists of the 

dramatic action and these spect-actors must prepare themselves to be the protagonists of 

their own lives. That is the most important thing" (242). Boal calls for a new form of 

32 



theatre with general rules and guidelines that may be changed if the group practicing it 

sees fit. Boal describes different types of participatory theatre in Theatre of the 

Oppressed including "image theatre," "newspaper theatre," "invisible theatre" and 

"forum theatre." In "image theatre," the participant uses her body to create and present an 

image of oppression without using words. In this way, a dialogue is created about forms 

of oppression faced by the participants without the use of words. In "newspaper theatre," 

news pieces are used to create scripts in an effort to emphasize that a dramatic text can be 

found anywhere. Through this type of theatre, any type of text can become a potential 

script and a means through which to create open dialogue about oppression(s) faced by 

participants. 

"Invisible theatre" is a controversial theatre technique that involves spect-actors 

entering into public space with a scripted core of a text, "which will inevitably be 

modified, according to the circumstances, to suit the interventions of the spect-actors" 

(Boal, 1985, 6). "Invisible theatre" involves the public's participation, but they are not 

aware of it: 

Invisible theatre... consists of the presentation of a scene in an environment other 
than the theatre, before people who are not spectators. The place can be a 
restaurant, a sidewalk, a market, a train, a line of people, etc. The people who 
witness the scene are those who are there by chance. During the spectacle, these 
people must not have the slightest idea that it is a "spectacle," for this would make 
them "spectators." 
(Boal, 1985, 144) 

"Invisible theatre" includes the public in a dialogue about a form of oppression familiar 

to them, by sparking a controversial scene in a public place, which often involves one of 

the original spect-actors oppressing another for the purpose of engaging the public in an 

open dialogue about oppression. "Invisible theatre" turns all members of the public who 
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witness it into participants in a dialogue about oppression and works to provide 

participants with the tools to be aware of, and work against, oppression in their daily 

lives. In "forum theatre": 

the participants are asked to tell a story containing a political or social problem of 
difficult solution. Then a ten or fifteen minute skit portraying that problem and the 
solution intended for discussion is improvised or rehearsed, and subsequently 
presented. When the skit is over, the participants are asked if they agree with the 
solution presented. At least some will say no. (Boal, 1985, 139) 

At this point, the skit is performed again, and can be stopped at any point by participants 

who disagree with how any of the spect-actors are performing their "role." When 

participants believe they have a better method for facing oppression, they stop the scene, 

and then enter into it and replace the respective spect-actor. This form of theatre praxis 

relates to what Freire discusses in the Pedagogy of the Oppressed, that the oppressed and 

their allies, when working within the problem-posing educational model towards 

liberation, are working within their own "un-finished realities" to create open dialogue on 

issues of oppression specific to their context. These exchanges allow the community to 

reach their own conclusions, communally, about the change they wish to see happen. In 

applying the Theatre of the Oppressed methods for community change, Boal stresses that 

participants should be projecting their own experiences (as the oppressed or the 

oppressor) onto the image they are seeing. For example, in forum theatre, if one of the 

participants disagrees with how the spect-actors are playing their roles, and wishes to 

replace them within the skit as either the oppressor or the oppressed, the participant must 

harness their own experiences with oppression in fulfilling the role chosen. In so doing, 
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the spect-actor is compelled to reflect on their own positionality, their role with respect to 

power and oppression.6 

In these ways, Boal works towards establishing interactive theatre methods that 

challenge dominant meta-narratives through the practice of sharing and creating 

collective dialogue with those present. There are no "correct" responses when practicing 

this type of theatre, there are only answers that are right according to who is present, in 

the moment they are practicing it. These critical pedagogy approaches are presenting a 

way to critique and engage with the field of development. These methods are being 

presented for those seeking an alternative, not with the intention of constructing a grand 

narrative. From Boal's work, it becomes clear that the ideas for change must come from 

the community, and will necessarily be specific to that community. What this means is 

that there can be no "one-size-fits-all" solutions, and that responses must be local, and 

context-specific. 

What Boal did not address in his work is how to determine who is being 

oppressed in cases of complex oppression(s) and intersecting identities — this was 

largely taken for granted in his work. One of the ways to redress this problem is to adopt 

personal narrative as a self-reflexive approach to begin to account for the ways that 

identities of facilitators and participants are complex, are always being negotiated, and 

are intersecting. It is important to problematize the role of the facilitator, and to stress the 

obligation of facilitators to learn about participants they are working with while also 

acknowledging that facilitators have just as much of an opportunity to learn about 

themselves through critical pedagogy work as do participants. Through adopting personal 

6 Boal explores this idea further in his text The Rainbow of Desire Translated by Adrian 
Jackson, (New York: Routledge, 1995). 
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narrative as a self-reflexive approach to understand how critical pedagogy provides a 

method for understanding power relations and fostering allies, the idea that the facilitator 

can play a neutral role is brought into question, as is the idea that it is sufficient for 

facilitators to introduce these methods without spending time to learn about their 

participants and reflect on the impact of this work on their own identities. 

2.5 Critical Pedagogy Beyond Freire: Self-Reflexivity of the 
Teacher/Facilitator, and Challenging Definitions of 

Oppressor/Oppressed 

Paulo Freire's Pedagogy of the Oppressed is a foundational text in establishing 

the field of critical pedagogy. Freire wrote this text as a response to his own experiences 

of class oppression at a time when there were relatively clear divisions between classes. 

In Freire's early writing, the only form of oppression he spoke of was class — the idea of 

multiple forms of oppression or of intersecting identities was not present. Although in 

Freire's later work (1987; 2004), he did begin to address issues of gender inequalities, his 

writing did not provide the space to discuss the complexity of different forms of 

oppression(s). Forms of oppression are complex and there are many intersecting identities 

at play when doing critical pedagogy work, and thus it is important to review the 

following critical pedagogues, who have contributed towards exploring the complexity of 

the role of the facilitator and the need for self-reflexivity, as well as challenges in 

defining the oppressor(s) and oppressed. 

A critical pedagogue who has pushed and challenged the boundaries of the 

discipline and contributed its richness is Ira Shor. Shor (1992; 1996) specializes in critical 

pedagogy, literacy, whiteness studies, the rhetoric of space and place, and working-class 

culture and has written many books on applying critical pedagogy to the classroom 

36 



setting. He wrote a seminal text in the field of critical pedagogy in dialogue with Paulo 

Friere. In this text, Shor and Friere (1987) interrogate Pedagogy of the Oppressed and the 

role of critical pedagogy in the classroom. They discuss the need to transform the 

classroom, and illustrate the possibilities of transformation by describing their own 

experiences in liberating the classroom from its traditional constraints. They note the 

responsibility of the teacher: 

This is a great discovery, education is politics! After that, when a teacher 
discovers that he or she is a politician, too, the teacher has to ask, what kind of 
politics am I doing in the classroom? That is, in favor of whom am I being a 
teacher? By asking in favor of whom am I educating, the teacher must also ask 
against whom am I educating. (Shor & Freire, 1987, 46) 

This argument supports the need for self-reflexivity on the part of the teacher (or 

facilitator) in unveiling perspectives on power and relationships. In conversation with 

Freire, Shor discusses many aspects of liberatory education, including structure and rigor, 

and how teachers can work to become liberatory educators. Shor (1987) articulates how 

the banking education model destroys students' sense of rigor, while emphasizing the 

need for knowledge to be situated in and connected to reality: 

Rigor is a desire to know, a search for an answer, a critical method of 
learning...[in the banking education model] students are not included in the 
search, in the activity of rigor. They are told the answers to memorize. Knowledge 
is handed to them like a corpse of information — a dead 'body of knowledge' — 
not a living connection to their reality. Hour after deadly hour and year after dull 
year, learning is just a chore imposed on students by the droning voice of the 
official syllabus. (4) 

Rigor plays an integral role in fostering a desire to learn. Without it, students lack 

the desire to learn more. This idea of rigor applies more broadly to engaging 

critically and learning about the facilitator's own reality, oppression(s) and ways 

that they are oppressive. It can also be applied to the process of learning about 
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others and the (un)learning required in becoming an ally. Rigor is fundamental to 

these aspects of learning and must continuously be fostered throughout critical 

pedagogy work. 

Shor (1987) contributes to the idea of breaking down meta-narrative in education, 

suggesting liberatory education cannot be standardized and applied as a "one-size-fits-

all" approach: 

Successes may not come in the first year. What do you do then? ... It leaves me 
thinking that 'change' is inevitable in human experience, but liberatory 
transformation is a potential sometimes available... This is why liberatory 
learning cannot be standardized. It has to be situated, experimental, creative — 
action that creates the conditions for transformation by testing the means of 
transformation that can work here. (26 - 27) 

Shor's work enriches the discipline, holding critical pedagogues to their commitment to 

work towards breaking down the meta-narrative of education. This supports the argument 

of the need to adopt personal narrative as a self-reflexive approach, which can help foster 

allies in local, context-specific responses. 

Henry Giroux has pushed the boundaries of critical pedagogy, and has challenged 

scholars in North America to engage with Freire's work and pay close attention to the 

lessons they can learn from it. His main areas of interest are critical theory, cultural 

studies, youth studies, higher education, and media studies. Giroux (1993) argues that 

North Americans involved in critical pedagogy must engage in a form of border crossing 

in order to be able to work towards creating space for productive dialogue with others, 

paying particular attention to where assumptions are being made about others' voices: 
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I want to argue that Paulo Freire's work must be read as a postcolonial text and 
that North Americans, in particular, must engage in a practical form of border-
crossing in order to reconstruct Freire's work in the specificity of its historical and 
political construction. Specifically, this means making problematic a politics of 
location situated in the privilege and power of the West and how engaging the 
question of the ideological weight of such a time, becoming a border-crosser 
engaged in a productive dialogue with others means producing a space in which 
those dominant social relations, ideologies, and practices that erase the specificity 
of the voice of the other must be challenged and overcome. (178) 

Giroux presents new challenges for North Americans that have helped to push critical 

pedagogy to reach more scholars and to cross more borders. Giroux (1993) argues that 

students' experience cannot be denied within the classroom: 

The notion of experience has to be situated within a theory of learning, within a 
pedagogy. You can't deny that students have experiences and you can't deny that 
these experiences are relevant to the learning process even though you might say 
these experiences are limited, raw, unfruitful or whatever. Students have 
memories, families, religions, feelings, languages and cultures that give them a 
distinctive voice. We can critically engage that experience and we can move 
beyond it. But we can't deny it. (23) 

Henry Giroux argues that we need to challenge the power relations that erase specificity 

of voice, suggesting the need for adopting a self-reflexive, personal narrative approach to 

better understand how critical pedagogy provides a method for fostering allies with youth 

in the role of knowledge producers. 

bell hooks challenges and pushes Freire's work further by introducing the idea of 

an intersecting identity analysis, and complicating assumed definitions of oppressors and 

oppressed, bell hooks (who was born Gloria Watkins but later adopted bell hooks as her 

pseudonym) grew up in Kentucky in the USA in a black, working-class family of six 

children in a small town segregated by race. Born in 1952, she was taught in segregated 

public schools for the first few years of her life until in the 1960s, when schools became 

desegregated in Kentucky, hooks began to write poetry from a very young age, but later 
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gained a reputation as a writer of critical essays on systems of domination. She brought 

many strong critiques against the second wave feminist movement in the United States of 

America, and has been a leader in critical race and feminist theory. She brought many 

lessons learned through feminist activism to the field of critical pedagogy while 

introducing critical pedagogy's rigor, self-reflexivity, and the emphasis on dialogue to 

feminist movements. While she holds Freire accountable for the sexist language he 

deploys throughout much of his early work, she sees in his work great potential and 

opportunity for change: 

It is feminist thinking that empowers me to engage in a constructive critique of 
Freire's work... In talking with academic feminists (usually white women) who 
feel they must either dismiss or devalue the work of Freire because of sexism, I 
see clearly how our different responses are shaped by the standpoint that we bring 
to the work. I came to Freire thirsty, dying of thirst (in that way that the 
colonized, marginalized subject who is still unsure of how to break the hold of the 
status quo, who longs for change, is needy, is thirsty), and I found in his work... a 
way to quench that thirst... think of the work as water that contains some dirt. 
Because you are thirsty you are not too proud to extract the dirt and be nourished 
by the water, (hooks, 1994, 50) 

hooks (1994) introduces the idea of conceiving of different forms of oppression in 

relation to one another, and looking holistically at the bigger picture of 

oppression(s): 

Radical visionary feminism encourages all of us to courageously examine our 
lives from the standpoint of gender, race, and class so that we can accurately 
understand our position within the imperialist white supremacist capitalist 
patriarchy. For years many feminist women held to the misguided assumption that 
gender was the sole factor determining their status. Breaking through this denial 
was a crucial turning point for feminist politics. It enabled women to face the way 
biases of race and class had led to the formation of a women's movement that was 
not mass-based. (116) 

hooks' insistence to break through this denial of the multi-faceted complexity of 

oppression was a significant wake-up call for feminists and critical pedagogues alike to 
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be careful not to isolate one's understanding of a particular form of oppression from the 

broader systems of power and oppression at work. 

hooks' (1994) work also emphasizes teacher empowerment through shared 

vulnerability with students, and stresses the importance of teachers placing their own 

positionality in classroom discussions: 

When education is the practice of freedom, students are not the only ones who are 
asked to share, to confess. Engaged pedagogy does not seek simply to empower 
students. Any classroom that employs a holistic model of learning will also be a 
place where teachers grow, and are empowered by the process. That 
empowerment cannot happen if we refuse to be vulnerable while encouraging 
students to take risks... In my classrooms, I do not expect students to take any 
risks that I would not take, to share in any way that I would not share. When 
professors bring narratives of their experiences into classroom discussions it 
eliminates the possibility that we can function as all-knowing, silent interrogators. 
(21) 

Although this idea may sound simple and sensible, it hints at a radical challenge to the 

banking-education model first critiqued by Freire. hooks' suggestion that she does not 

make her students do anything inside the classroom that she would not feel comfortable 

doing and that she is open and honest about her own positioning means that she treats her 

students as equals, and does not enter the classroom with all the answers. In relation to 

post-secondary educators, she highlights a gap between theory and practice, especially in 

terms of class analysis. Her work specifically draws attention to challenges and 

limitations of applying critical pedagogy: 

Even those professors who embrace the tenets of critical pedagogy (many of 
whom are white and male) still conduct their classrooms in a manner that only 
reinforces bourgeois models of decorum. At the same time, the subject matter 
taught in such classes might reflect professorial awareness of intellectual 
perspectives that critique domination, that emphasize an understanding of the 
politics of difference, of race, class, gender, even though classroom dynamics 
remain conventional, business as usual, (hooks, 1994, 180) 
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hooks' work calls for teachers and facilitators to be self-reflexive in order to better 

receive critiques and hold themselves accountable for the ways in which they conduct 

themselves as teachers and facilitators. Her work suggests the need to adopt personal 

narrative as an approach with which to work through issues of intersecting identities, and 

in order to work through challenges in facilitating this kind of work. 

Julie Salverson's (1994; 2006; 2008) work on being present and bearing witness to 

others' stories and their struggles greatly enriches the potential for dialogue between 

oppressors and oppressed.7 She has worked extensively across Canada as a playwright, 

producer and community animator. Her research involves studying the relationship 

between artistic practice, ethics and the translation of stories of violence into 

performance. Her ideas extend our understanding of how "action" is conceived of on the 

part of those bearing witness and who do not share in the same oppression(s). Salverson 

argues that admitting foolishness and naivete on the part of the oppressors, and 

acknowledging the power of shared vulnerability is a beginning point for bearing witness 

to stories of the oppressed. In bearing witness, she stresses the need to allow the 

oppressed the space to have voice — to express themselves — and to be heard and she 

argues the importance of practitioners and researchers bearing witness and engaging with 

others as their vulnerable selves, risking themselves to learn from one another. 

We live in dangerous times, and it is a matter of practical urgency to learn to live 
together. This deceptively simple statement is itself foolish. To step out from 
behind a mask of solidarity and to engage with Others, to approach a stranger 
with a vulnerable availability that makes witnessing an active and transitive 
encounter; this is... infinitely demanding. What is demanded of us is not only our 
willingness to acknowledge horror and sadness, but our sadly unfamiliar capacity 
to feel, trust and recognise joy. In the face of the unknown and the desperate, we 
will need the courage to be happy. (Salverson, 2008, 245) 

n 

Julie Salverson's work will be reviewed at greater length in chapter five. 
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Salverson's insights suggest a self-reflexive approach in order to reveal how critical 

pedagogy could provide a method for bearing witness and fostering allies through 

exposing perspectives on power and relationships. 

Anne Bishop (1994) proposes that it is critical to understand one's own 

positionality in order to understand different forms of oppression and work towards 

becoming an ally alongside others who may face differing oppressions. She writes about 

how different forms of oppression interact, and her work is rooted in her awareness of her 

own positionality. Bishop discovered sexism when she was attending university and 

noticed that her professors gave preferential treatment to males in her classes. She later 

came out as a lesbian and experienced different forms of oppression because of her 

sexuality. Her involvement in anti-poverty and anti-racism work forced Bishop to see 

herself in another way — as a member of an oppressor group — and it was through this 

work that her primary text emerged, emphasizing that in order to understand different 

forms of oppression, it is necessary to appreciate that we are all oppressors in some parts 

of our identity and oppressed in others. Bishop (1994) discusses the "cycle of envy" (79) 

between visible and invisible minorities, and suggests that it is often difficult for visible 

minorities facing oppression to understand the oppression faced by invisible minorities 

because their lived experience of oppression can be very different from one another. 

Bishop (1994) also discusses the different forms of oppression due to specific histories of 

peoples (including differences between Aboriginal and non-Aboriginal groups), and 

suggests that because of people's differing contexts and histories, they will inevitably "be 

hurt by different things, aim their efforts at different problems, and fight different 

institutions, to the point where they may not even recognize each other as potential allies 
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in fighting oppression" (80). In regards to similarities among all forms of oppression, 

Bishop (1994) discusses power and hierarchy, and argues that all minority groups facing 

oppression come up against issues of class at some point during their struggles for 

liberation: 

The basic common denominator among different forms of oppression is power 
and hierarchy; that is, class. One group of people believes they are superior over 
another and can back it up with "power-over." The "power-over" can come from 
physical strength, weapons, greater wealth, resources, or information, or greater 
control of the decision making and communication mechanisms of the society. 
(84) 

Bishop also discusses how groups facing oppression are all undermined to some 

degree by damaging stereotypes, although the specific characteristics of the stereotypes 

may differ. Bishop (1994) is careful to qualify her argument about stereotyping by 

explaining that those with power cannot be hurt by stereotypes as much as those with less 

power (84 - 86). Other similarities that oppressed groups face are structures of violence 

and assumptions/slurs concerning sexuality (although, it is important to note, these 

oppressions may take differing forms or be to differing degrees). An overarching theme 

that applies within and amongst oppressed groups is the desire to separate and 

distinguish. This "divide and conquer" rule has been applied widespread across oppressed 

groups, and is an important method for oppressors in attempting to insure that resistance 

to their power and rule is minimized (Bishop, 1994, 86 - 90). One further similarity 

among oppressed groups that Bishop discusses is assumptions concerning the treatment 

of and access to children, and also efforts to separate the oppressed from children, even 

their own. 

A main impetus of Bishop's (1994) text is to teach others that in order to begin to 

understand and come to terms with the oppressions that others face, it is crucial to 
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appreciate the similarities and differences amongst the many forms of oppression. The 

purpose of her text is to teach the theory behind and practical steps towards becoming an 

ally, whom she defines as "people who recognize the unearned privilege they receive 

from society's patterns of injustice and take responsibility for changing these patterns" 

(Bishop, 2008, Introduction section, para. 1). Bishops work suggests that there is an 

obligation to adopt personal narrative in order to understand how critical pedagogy 

provides a method for becoming an ally. 

Uma Kothari examines the relationship and connections between colonialism and 

development, using the personal narratives of those who have worked in these fields as a 

research tool. Kothari shows how 

.. .the experiences and recollections of individuals involved in both colonial 
administration and subsequently in the field of development studies as teachers, 
researchers and expatriate consultants can inform our understanding of 
development studies and in so doing provide another history of the discipline, its 
discourse and practice. (Kothari, 2001, 52) 

She argues that there are institutionalized links between colonialism and development, 

and that both colonial administration and development studies involve an engagement 

with institutions and ideas that originate in the West and have a global reach: 

...dichotomies of, for example, the 'modern' and the 'traditional' and the 'West' 
and the 'rest' are embedded within development discourse, and this reassertion of 
colonial classifications of difference is often invoked to justify development 
interventions. The representation of peoples in and of the 'Third World' as 
'backward', 'traditional' and incapable of self-government further embeds global 
distinctions developed during the colonial period. (Kothari, 2001, 49) 

Kothari (2001) suggests that creating a dichotomy where colonialism is considered bad 

and development good allows those in development studies to absolve themselves of their 

responsibility to address how their work is related to the various forms of rule, authority 

and inequality that characterized much of the colonial period, arguing "...we need to be 
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wary of histories of development that deny this colonial genealogy and attempt to create 

distinct and artificial boundaries between the exploitation of empire and the 

humanitarianism of development" (50). Kothari's collecting of narratives from the 

individuals working during colonial times and those employed today in the field of 

development provides space for discussion of positionality, and allows for a degree of 

complexity in this discussion, helping to enrich the current understanding of the 

ideologies and practices upon which development was and is formulated. Kothari (2001) 

argues that these personal and collective historiographies ".. .provide evidence for the 

institutionalized links between colonialism and development and how they became 

embodied in the individual. Furthermore, they have wider implications in terms of 

understanding the origins of contemporary development discourse and practice" (55). 

Kothari (2001) demonstrates how the process of constructing a narrative and not only its 

content provides evidence of the continuing effects of colonialism: 

This was ... reflected in how my own subjectivity as interviewer, grounded in a 
particular ethnicity, gender and familial history, inevitably influenced the 
interviewees and their responses in a variety of covert and overt ways, ranging 
from use of language to describe other people and other places to articulations of 
the benefits or otherwise of colonialism. (55) 

Kothari's self-reflexivity of her positioning as a researcher further supports the need to 

adopt personal narrative as an approach to encourage this form of self-reflexivity within 

the field of international development in order to bring new perspectives to the field. 

Critical pedagogy methods present an alternative for those who wish to work towards 

fostering allies through exposing perspectives on power and relationships that challenge 

rather than reinforce the problematic power relations of development. 
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2.6 Conclusion 

In reviewing the international development field of literature, a brief history of 

international development was discussed in order to highlight how the predominant focus 

of development studies has been and remains to be on the macro level of analysis, on 

theorizing reasons why different parts of the world have "developed" to varying extents, 

and on trying to figure out why certain areas remain "underdeveloped" today. 

Participatory action research methods present an alternative to disrupt these particular 

relations of power, by challenging the development meta-narrative through shifting the 

focus away from the macro level and towards more context-specific approaches. 

Critical pedagogy is one participatory action research approach that provides the 

opportunity to explore alternatives to the dominant development paradigm. Freire and 

Boal's seminal texts provide the foundation for the praxis of critical pedagogy, concerned 

with increasing people's understanding of their reality and raising critical consciousness. 

A number of other critical pedagogues have challenged this field of study, stressing the 

difficulty of defining the oppressor(s) and oppressed in a world with intersecting 

identities and multiple forms of oppression, suggesting the need for self-reflection of the 

facilitator. 
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CHAPTER 3 
SOUTH AFRICA, APARTHEID TO PRESENT: EDUCATION, 

MOBILIZATION AND YOUTH 

South Africa is faced with deplorable levels of inequality, alarming rates of HIV 

and AIDS and inadequate living conditions for the majority of its citizens. The country 

has a rich and vibrant history of civil society mobilization, and youth have often played 

an important role within these movements. For many years now, there has been great 

disparity in the education provided in South Africa, which has sparked youth protest and 

prompted their mobilization. Currently, the country presents an opportunity for youth to 

be in the role of knowledge producers, uniquely positioned to find new and creative 

responses to the many challenges the country is facing. Working within the South African 

context, critical pedagogy methods provide the space for youth to learn about their 

surrounding reality, to raise their consciousness, and to be in the role of knowledge 

producers. Within critical pedagogy methods, self-reflexivity is important for everyone 

involved to be engaged in, and particularly within the context of South Africa's fraught 

and complex class and race power relations, facilitators have an obligation to be self-

reflexive, continuously questioning their positioning and how intersecting identities 

impact their work. 

3.1 Apartheid 

Apartheid was a system of legal racial segregation that was enforced in South 

Africa from the period of 1948 to 1990 (Barbarin & Richter, 2001). It was an explicit and 

comprehensive program of social engineering, the goals of which were to establish and 

guarantee white supremacy. As Barbarin and Richter (2001) argue, it was founded "on 

the colonial conviction that whites, by virtue of their presumed superior innate and 
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acquired abilities, had attained a more advanced and morally superior way of living than 

indigenous people. Privilege was therefore the birthright of whites" (25). White privilege 

was to be maintained by separation from and subordination of blacks, and consequently, 

extensive laws were instituted "both to express this conviction of white racial superiority 

and to ensure its continuation. Apartheid, or 'separate development,' implemented a 

system of selective development through which whites became entitled to all the benefits 

and protections the state could provide" (Barbarin & Richter, 2001, 25). Formal apartheid 

ended in 1990, and in 1994 the leader of the African National Congress, Nelson Mandela, 

was elected. However, despite the end to formal apartheid, disparity continued. 

Naomi Klein (2007) examines the state of South Africa today in relation to the 

anti-apartheid struggles and the rise of the African National Congress (ANC) to power at 

the end of apartheid. She recently conducted research in South Africa to examine the 

current state of democracy from the perspective of those that fought for its liberation 

during the period of apartheid era. Klein (2007) argues that what all factions of the anti-

apartheid liberation struggles understood was that apartheid was not only a political 

system regulating the movement and political rights of non-white people under the law, it 

was also an economic system 

.. .that used racism to enforce a highly lucrative arrangement: a small white elite 
had been able to amass enormous profits from South Africa's mines, farms and 
factories because a large black majority was prevented from owning land and 
forced to provide its labor for far less than it was worth — and was beaten and 
imprisoned when it dared to rebel. (196) 

It is important to take into account what happened during the negotiations at the 

end of apartheid in order to understand the state of South Africa today. As has been made 

clear, there were both economic and political controls instituted by the white elites during 
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the period of apartheid. As the negotiations at the end of apartheid progressed, it became 

evident to the ruling National Party that parliament and political control would soon be in 

the hands of the African National Congress (ANC). While this was becoming clear to the 

party of South Africa's elites, it began 

pouring its energy and creativity into the economic negotiations. South Africa's 
whites had failed to keep blacks from taking over the government, but when it 
came to safeguarding the wealth they had amassed under apartheid, they would 
not give up so easily. (Klein, 2007, 199 - 200) 

Throughout the negotiations, the African National Congress (ANC) was also mobilizing 

and fighting to not lose any ground to the National Party. In 1993, the South Africa 

National Civic Organization (SANCO) formally threw their support and mobilization 

efforts behind the African National Congress (ANC) by joining with them in an alliance, 

in the interest of defeating the National Party in the 1994 elections (Lanegran, 1995, 

115). 

Today, South Africa stands as an example of what happens when "economic 

reform is severed from political transformation" (Klein, 2007, 198). Politically, every 

citizen has the right to vote, civil liberties and majority rule, yet economically "South 

Africa has surpassed Brazil as the most unequal society in the world" (Klein, 2007, 198). 

Arguably, the state of inequality has changed very little in South Africa since the end of 

apartheid. Bond and Guliwe (2003) argue that a renewed set of divisions in South African 

society, class, gender, environment, as well as residual racial divisions, "are being 

exacerbated, notwithstanding political liberation and a degree of deracialisation since 

1994" (313). This argument is made clear by examining statistics collected after the end 

of apartheid that demonstrate the state of inequality in South Africa today. Firstly, since 

1994, the year the ANC took power, the number of people living on less than $1 a day 
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has doubled, from 2 million to 4 million in 2006 (Klein, 2007, 215). In addition, South 

Africa faces extraordinary levels of income inequality (the top 5 percent of the population 

consumes more than the bottom 85 percent), matching Brazil and Nigeria as major 

countries with the worst distribution of wealth (Bond, 1996, para. 5). The country also 

has an ongoing racial bias in income distribution, as "95 percent of the poor are black 

'African,' and 4 percent are 'colored' (mixed race), with whites and Indians comprising 

less than 1 percent of the poor" (Bond, 1996, para. 5). In addition, between 1991 and 

2002, the unemployment rate for black South Africans more than doubled, from 23 

percent to 48 percent (Klein, 2007, 215). While the ANC government has built 1.8 

million homes since coming into power, 2 million people have lost their homes during 

this time (Klein, 2007, 215). Black South Africans suffer inadequate access to basic 

services, with fewer than one third having internal taps, flush toilets, electricity and 

refuse removal (Bond, 1996, para. 5). 

Bond (2004) argues that South Africa has witnessed the replacement of racial 

apartheid for what can be accurately described as "class apartheid" (7), noting: 

The end of the apartheid regime was a great human achievement. Yet the 1994 
election of an African National Congress (ANC) majority - with Nelson Mandela 
as the new president - did not alter the enormous structural gap in wealth between 
the majority black and minority white populations. Indeed, it set in motion neo-
liberal policies that exacerbated class, race, and gender inequality. To promote 
peaceful transition, the agreement negotiated between the racist white regime and 
the ANC allowed whites to keep the best land, the mines, manufacturing plants, 
and financial institutions. (45) 

In light of these stark disparities, it is not surprising that political resistance persists in 

South Africa today. In a later section in this chapter, civil society mobilization and the 

role that it has played in South Africa is discussed, as well as the role that youth have 

played within resistance movements. 
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3.2 Education 

To begin, a few notable historical moments of education in South Africa will be outlined: 

1922: Race-differentiated curricula are introduced into South African schools 
1953: Bantu Education Act limits black access to advanced education 
1959: University Education Act prohibits black registration at white 
universities without consent of the internal affairs minister 
1975: Minister of Bantu Education issues instruction that math and social 
studies be taught in Afrikaans. 
1975 - 1976: This policy is protested by students, culminating in the Soweto 
uprisings of over 15,000 students 1976. Police use brutal force against 
students, over 575 are people killed and over 2,400 wounded. Schools are 
disrupted for a year and the government eventually drops its order to teach in 

Afrikaans (Barbarin & Richter, 2001, 27 - 28). 

During the apartheid era, the largest proportion of teacher training and resources was 

directed towards white schools, whereas schools in the townships were poorly resourced 

and often staffed with unqualified teachers. As Campbell and MacPhail (2002) argue, 

"the standard of education provided to students was determined by race, with black 

students receiving poor quality education that was believed to be adequate for their 

subsequent station in life" (336). Today, although there are no formal laws in place 

limiting access to education based on race, many disparities persist within education, and, 

consequently, there is a growing demand for mass mobilization to challenge this, and for 

alternative models of education to address the problem faced by many South Africans of 

inadequate education. Students have been regularly fighting expulsions from universities 

on grounds of affordability, and in 2002 joined eight organizations, including education-

sector trade unions and non-governmental organizations (NGOs), in a mobilizing effort to 

demand free education for all (Bond & Guliwe, 2003, 325). 

The Abahlali baseMjondolo (in English, "Shack Dwellers") (2009) movement, 

grown out of an initial road block protesting access to land and poor housing conditions, 
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has from the beginning been interested in reclaiming education, carrying banners stating 

"University of Abahlali baseMjondolo." They also started their own library, run formal 

classes, hold graduations, working to "...create places to think, together, about our lives 

and our struggle. Everyday we learn together through discussions about our struggles" 

(para. 21). In short, the University of Abahlali baseMjondolo is practicing critical 

pedagogy through forging community dialogue focused on bringing about social change, 

while simultaneously posing a direct challenge to the formal banking model of education 

that continues to perpetuate the class system pervasive throughout South Africa. The 

Abahlali baseMjondolo (2009) movement stands strongly for the right to decent 

education for every child living in South Africa "...without regard to the financial status, 

race, language or country of origin of their family. This principle is not negotiable" 

(para. 22). This fight for accessible education for all children arose out of concerns over 

lack of access for black children to education. School access remains a major problem for 

poor families in South Africa. As outlined in a recent article by Abahlali baseMjondolo 

(2009), 

In some schools poor parents are forced to come in and clean the schools because 
they cannot afford school fees. In some schools the children are humiliated and 
punished because their parents cannot afford school fees. In many schools the end 
of year results are not released to families that have outstanding fees. This forces 
many families to use all their December money, often also borrowing, to pay their 
debts to the schools, (para. 11) 

This happens despite the fact that the laws clearly guarantee universal access to education 

for all children in South Africa, regardless of race, class, or language, that it is the 

principal's responsibility to facilitate access for every child, and that 

.. .orphans cannot be charged fees, that foster parents are exempt from paying 
fees, that everyone getting a grant or pension is exempt from paying, that schools 
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must make provision for children whose parents can not afford stationery, and 
that schools cannot charge loan fees for text books. (Abahlali baseMjondolo, 
para. 16) 

Clearly, there remains a gap today in South Africa between what is written in law and 

what happens in practice for poor children who are rejected access to education. 

3.3 Civil Society Mobilization 

The history of civic society mobilization dates back to before the strong 

mobilization that took place near the end of apartheid in South Africa. In 1979, residents 

of Soweto and the black townships surrounding Port Elizabeth formed South Africa's 

first Civic Associations, the Soweto Civic Association (SCA) and the Port Elizabeth 

Black Civic Organization (PEBCO). Lanegran (1995) notes that previous to this formal 

association, residents had participated in rent and rate payers' associations, trade unions, 

student and women's groups and other organization motivated by broad "civic" concerns 

(109). From 1979 to 1983, these civic associations directed their energies primarily to 

redressing the material injustices brought to their communities by apartheid: "they 

focused on issues of exorbitant rents and rates charged for inadequate services and 

atrocious living conditions. In addition, many fought forced removal orders imposed on 

residents by the National Party government" (Lanegran, 1995, 109). Lanegran (1995) 

argues that in 1983 "many civics joined student and youth groups, women's 

organizations, religious groups, trade unions and assorted other political groups to form 

the United Democratic Front (UDF) thereby widening the scope of the civics activities" 

(109 - 110). The last years of apartheid witnessed a very vibrant civic movement. 

"Militant township" strategies were employed in the 1980s, and continuing into the early 

1990s (Bond, 1995, 167). Bond (1995) argues that the civic movement used the 
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philosophy of 'ungovernability' "to politically and financially ripple illegitimate black 

local governments" (167). Residents refused to pay rent on township houses, and the 

civic movement "established a capacity to utilize mass protest actions of various sorts to 

advance residents' interests" (Bond, 1995, 167). In 1993, the South Africa National Civic 

Organization (SANCO) formally supported the African National Congress (ANC) by 

joining with them in an alliance, in the interest of defeating the National Party in the 1994 

elections (Lanegran, 1995, 115). Starting in 1995, South Africa has been witness to 

annual "stay away" strikes of millions of workers, called annually against neo-liberal 

policies (Bond & Guliwe, 2003, 324). 

Patrick Bond is actively involved in the Center for Civil Society, which is based 

out of the University of KwaZulu Natal and was founded in 2001 by a political scientist, 

Adam Habib. The Center's mission is ".. .promoting the study of South African civil 

society as a legitimate, flourishing area of scholarly activity" (Center for Civil Society, 

2009, para. 1). This center reflects on South Africa's class, gender, race, and 

environmental contradictions, with the objective to "...advance socio-economic and 

environmental justice by developing critical knowledge about, for, and in dialogue with 

civil society through teaching, research, and publishing" (Center for Civil Society, 2009, 

para. 1). The Center for Civil Society is an example of critical pedagogy work already 

happening on the ground in South Africa that is making the connections between 

academia and activism, working to bring about social change through the Center's 

research. The center serves many functions at the University of KwaZulu itself, offering 

free lectures and courses grounded in critical pedagogy, as well as broad-based 

dissemination of research, and publishing as much as possible, to ensure that research on 
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the mobilization of local civil society is considered viable in peer-reviewed periodicals 

and in books. In the process, what the Center members intend to contribute towards is 

.. .an epistemological commitment to praxis. We think we are demonstrating to 
fellow intellectuals that knowledge is produced at sites of social conflict, as 
struggle teaches us about the give-and-take of structure and agency in a way you 
simply cannot learn by sitting in the academic armchair. (Bond, 2009, 147, 
emphasis added). 

This center's work relates directly to one of the main goals of this thesis - to document 

some of the work being done by civil society, in an effort to contribute towards a 

commitment to praxis, to simultaneously thinking, feeling, and acting within academic 

literature. 

Bond (2008) argues that we must draw strength from the examples of where civil 

society has demonstrated that social movements can bring about change, refusing to 

accept the claim today within South Africa of some that corporate profits are consistent 

with reduction of poverty and inequality, and with environmental stewardship: 

South African bottom-up experiences demonstrate instead the need to delink 
global corporations from any determinations of social welfare, to decommodify 
basic goods and services, to rebuild public sector capacities, and to ensure that the 
state is run by a political party with genuine accountability to its poor and 
working-class constituents, exhibiting environmental, gender and race 
consciousness. (1038) 

This may seem like a tall order for a country currently facing many challenges, including 

severe inequalities. However, Bond (2009) argues that 

With ten thousand protests a year according to the police, South Africa has 
possibly the highest per capita protest rate in the world — organized labor 
produced a record 13 million strike days (more than 650,000 workers striking 
approximately twenty days each) in 2007, for example. (147) 

Durban is a city within South Africa where there has been a high level of mobilization, 

and citizens have been using protest as a means to challenge access to land and housing 
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issues. One example of a civil society movement that has been gaining momentum in 

Durban is the shack dwellers movement described earlier in this chapter (Abahlali 

baseMjondolo, 2009), which began in early 2005. With this movement, there have been 

recent protests involving youth from the Kennedy Road settlement in Durban. One 

example was a protest march of more than 5000 people to the local ANC office, a road 

blockade of over 750 citizens fed up with their living conditions and broken promises of 

more land by the ANC, and a march of over 1000 people from a small Quarry Road 

settlement who marched to their councilor, "demanding the return of their toilets and the 

provision of land and housing within the city" (Pithouse, 2009, para. 8). Although this 

movement is primarily based in and around Durban, in terms of the numbers of people 

mobilized, it is "the largest organisation of the militant poor in post-apartheid South 

Africa" (Abahlali baseMjondolo, 2006, para. 1). This movement proves to be an example 

of local community mobilization happening in present-day South Africa where youth 

have played an active role. 

3.4 Youth 

It is important to review a brief contemporary history of youth in South Africa in 

order to better understand the context within which they exist today. There is a strong 

history of youth mobilization in South Africa, which suggests that they are uniquely 

poised to be in the role of knowledge producers and to bring about change in present-day 

South Africa. Five recent stages of the history of youth in South Africa from the 1980s to 

the present are reviewed in this section. In the first stage, from the time period of the 

1980s to the early 1990s, Seekings (1996) argues that South Africa was "gripped by 

episodes of 'moral panic' focused on the political and social threat supposedly posed by 
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young black South Africans" (103). In the 1980s, youth played a pivotal role in the 

resistance movement against apartheid. Youth actively participated in township revolts, 

boycotting formal educational structures, building barricades and fighting street battles 

against the state's security forces and were celebrated by opponents of apartheid for these 

actions. However, anti-apartheid activists' reviews of youth were not all positive, and 

some questioned youth's methods of activism and worried about the brutality and 

militancy of "unorganized youth" (Seekings, 1996, 104). Whereas anti-apartheid activists 

viewed young people in a mix of positive and negative ways, mainstream media provided 

an entirely negative image of youth. The media were outraged at the brutality and 

destructiveness of the youth, perceiving them as savage and socialized on violent streets 

rather than in the classroom or the home. In addition, "the South African state, too, 

expressed its concern over what it described as the corruption and manipulation of 

impressionable young people by revolutionary agitators" (Seekings, 1996, 105). These 

contradictory views of youth activism from people other than the youth themselves 

makes clear the importance of documenting and recording youth's stories directly from 

their own perspectives. 

The second period, 1990 to 1993, was one of great optimism amongst youth when 

youth activists fed off the mobilization of the late 1980s. Seekings (1996) argues that it 

was a time of youth political organization and mobilization: 

They were emerging from the thrill and fear of struggle.. .they were also forming 
adult identities, experimenting with sex and substances... via the struggle, many 
had subverted the traditional authority adults assume over younger generations; 
youth frequently enforced 'struggle discipline' on adults. (109) 

During this period, youth responded to calls to remain vigilant as negotiations and rising 

levels of political violence took centre stage. Everett (2001) suggests that youth felt 

58 



optimistic and powerful during this period because "participation in the struggle allowed 

many young (and old) people to exert some control over their lives and to assert their 

vision of freedom over the apartheid forces" (4). However, "there were tensions between 

the returned and/or released ANC [African National Congress] leadership and the 

youth... Although political organisations remained important, their influence began 

diminishing as soon as negotiation replaced confrontation" (Everett, 2001, 3). Action 

resulting from concerns about youth marginalisation was organized by two main church 

bodies during this time period, the Southern African Catholic Bishops' Conference 

(SACBC), and the South African Council of Churches (SACC): 

The churches formed a joint structure, the Joint Enrichment Project (JEP), to 
focus on youth. At the height of the uprisings of the 1980s, JEP began with a 
small Soweto-based youth theatre project. In 1990, however, it changed gear and 
in 1991 hosted the first national conference on marginalised youth. The 
conference saw a wide range of political, civic, cultural, student, religious and 
other organisations coming together... Over the next few years, the JEP... was at 
the heart of the youth development process. 
(Everett, 2001,3) 

Although the Joint Enrichment Project emphasized the wasted potential of the 

"marginalized youth," they too found it difficult to get away from the discourse of a 

dangerous and delinquent "lost generation" (Seekings, 1996, 114). 

The third period, 1994 to 1996 and was marked by youth disillusionment and 

fragmentation. Everett (2001) suggests it was during this time "youth began to drift away 

as their particular political contribution, as the foot soldiers of struggle, was increasingly 

seen as unnecessary" (9). With the newly elected anti-apartheid government, mass 

mobilization was no longer consistently required, but instead was only called upon only 

as the negotiating process called for it. Youth began to drift away from political 

mobilization as the incoming government "failed to develop creative means of enlisting 
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the energy and commitment of youth" (Everett, 2001, 9). Youth political engagement 

shrank considerably: "By the mid-1990s, the youth sector was in disarray. The gains of 

the early part of the decade had been lost. No significant policy commitments to youth 

were made. Although a Council was proposed to oversee youth affairs, youth 

development was not rooted in any government department" (Everett, 2001, 13). 

The fourth stage, 1996 to 2000, was marked by institutionalization, policy 

formulation, and drift. The National Youth Commission (NYC) was created, and later the 

South African Youth Council (SAYC), which meant that for the first time in South 

Africa, a formal mechanism for youth voices to reach the ears of those in power was in 

existence (Everett, 2001, 13). However, the National Youth Commission (NYC) quickly 

became the target of media criticism, 

initially because of the salary package of its chairperson, set considerably higher 
than those of the human rights commission.. .Another weak point the NYC shares 
with other Commissions in South Africa is the political bartering that precedes the 
appointment of Commissioners. Political parties all insist on being represented, 
with the result that sectoral knowledge is a secondary concern to party affiliation. 
(Everett, 2001, 14) 

These challenges to the youth commission contributed towards it fading from the 

country's limelight. However, this made way for other youth issues to take central stage 

(Everett, 2001, 14). Despite National Youth Council commissioners repeatedly asserting 

that they "led" the youth sector, they ultimately failed to engage, or "capture the 

imagination" of the youth (Everett, 2001, 15). While youth were not engaging in the 

National Youth Commission (NYC), they were participating in non-governmental 

organizations in great force. During this time, as in the early 1990s, youth NGOs began 

".. .playing a central role in designing innovative programmes and piloting them via 

partnerships with government departments" (Everett, 2001, 13). Youth resistance and 
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mobilization were still alive and strong during this period, which demonstrated to those in 

power that claiming to lead youth without actively engaging them would result in losing 

the support of youth rather quickly. 

The fifth stage, which began around 2000, and continues today, is one of 

increased optimism, with a renewed focus on youth services and combating the spread of 

HIV and ADDS (Everett, 2001, 2). Despite current trends to typecast youth in South 

Africa as the "lost generation," disengaged from mainstream social processes, and either 

anomic or involved only in their own sub-cultures, recent evidence challenges these 

notions.8 The political engagement of youth is also evident through the example of the 

emerging Abahlali baseMjondolo movement where youth have been involved in many 

recent protests, as was discussed above. Indicative of this period are the groups involved 

in this study. The groups I encountered are actively engaged in their communities, which 

challenges the notion of youth being the 'lost generation' in South Africa today. One of 

these groups was Sekwanele, a small youth theatre collective, working primarily out of 

their local township communities to promote awareness of social problems and 

challenges such as HIV and ADDS. In the drawing (included below) by members of this 

theatre group, they suggest that Sekwanele means to them "raising thoughts, skills, and 

challenging social awareness issues [while] at the same time fulfilling our dreams in arts 

and cultural sector." They also note that Sekwanele "means overcoming legacy of 

disadvantaged people not being successful, so we wish to change that legacy by reaching 

youth, empowering youth, giving hope with music etc. to needy people that nothing is 

See Everett (2001) for examples and evidence. 
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impossible with God. We are all born with varied abilities, and skills collaborating them 

to reach, reap, and overcome challenges of life." 
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Another group of youth that are actively involved in their communities and are all 

keenly interested in learning about innovative teaching methods are student teachers who 

participated in the Rural Teacher Education Project in July, 2008. This project is based 

out of the University of KwaZulu Natal, Edgewood campus, and is an alternative 

experiential learning placement for student teachers to learn about rurality and education 

through living and teaching in a rural area outside of Durban for the duration of their 

four-week placement. As part of this project, student teachers provided after-school 

programming for high school students, offering activities ranging from math and science 

homework help to hip hop, girls' soccer, poetry and drama. During the after-school 

drama programming, a group of high school students presented a drama on the Soweto 

uprisings, demonstrating their awareness of youth struggle in South Africa, and their 

intimate connection to this struggle. In the following journal entry, I reflect on witnessing 

this play. 

Soweto Uprising Performance 
While volunteering and performing participatory action research with student teachers 
during a rural teacher education project in KwaZulu Natal, I had the privilege of co-
coordinating an after-school drama program with one of the student teachers. The high 
school learners involved were already running their own drama club, and they had a 
number of plays they were excited to perform. One of the first plays they were eager to 
perform was about the Soweto uprisings of youth in 1976. They told a story of resistance, 
of learners challenging school authorities against being forced to learn Africaans, (the 
language of their oppressors) and of the power of youth to fight back. This made me 
reflect on the connection of youth to their history, and particularly the history of youth 
struggle, even when part of that struggle occurred before these youth were even born, in 
an area many of them have never been to. 

Another youth project in South Africa that provides evidence of youth 

empowerment and activism is a participatory theatre group based out of Durban. This 

theatre group travelled to surrounding townships and rural areas to educate high school 

students and create dialogue on many issues surrounding HIV and AIDS. This particular 

64 



project has been operating for about a year, and is part of a bigger theatre organization 

called Drama in AIDS Education (DramAidE). This project included a facilitator and 

four young actors who had been hired from local communities surrounding Durban to 

perform a forum theatre piece for high school learners. Their forum piece was performed 

entirely in isiZulu, and would be paused at different points throughout by the facilitator to 

ask the audience if they agreed with what was happening so far, and if they had 

alternative ideas they wanted to try out. The play fostered dialogue on many difficult 

issues relating to HIV and AIDS, including teen pregnancy, testing for STDs, negotiating 

sex for money, and choosing to abstain from sex. The actors fostered amazing energy and 

enthusiasm in their audience, and managed to engage the audience in discussions about 

many issues that are often heavily burdened with stigma. 

3.5 HIV and AIDS and Gender 

The current era of high prevalence rates of HIV and AIDS in South Africa is 

leaving many children and youth without their parents and is diminishing an entire 

workforce. HIV and AIDS is important to consider for this thesis because it is one of the 

biggest challenges facing South Africa today. As the government has not been rolling out 

effective prevention efforts and medication fast enough, much of the burden of the 

epidemic lies in the hands of civil society mobilization. Rates are particularly high 

amongst youth, and prevention messaging that targets youth specifically is needed. Youth 

are in a unique position to reach out to their peers, as knowledge producers, and respond 

to the call for creative and innovative approaches to fighting this disease. 

Acquired Immunodeficiency Syndrome (AIDS) is caused by Human 

Immunodeficiency Virus (HIV). AIDS was first publicly reported in 1981 by the Centre 
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for Disease Control in Atlanta, USA; however: "Even when the syndrome had been 

identified and named, it was not clear what its cause was, how it spread, or which 

treatments were effective or could be developed" (Whiteside, 2008, 2). It is now clear 

that HIV is transmitted through the exchange of bodily fluids during sex with an infected 

person, by sharing needles and/or syringes with someone who is infected, or, less 

commonly, through transfusions of infected blood or blood clotting factors (Centers for 

Disease Control and Prevention, para. 1). 

Sub-Saharan Africa remains the most affected region in the global AIDS 
epidemic: 

More than two thirds (68%) of all people HIV-positive live in this region where 
more than three quarters (76%) of all AIDS deaths in 2007 occurred. It is 
estimated that 1.7 million [1.4 million-2.4 million] people were newly infected 
with HIV in 2007, bringing to 22.5 million [20.9 million-24.3 million] the total 
number of people living with the virus. Unlike other regions, the majority of 
people living with HIV in sub-Saharan Africa (61%) are women. (United Nations 
Programme on HIV/AIDS and World Health Organization, 2007, 15) 

South Africa is the country with the largest number of HIV infections in the world. HIV 

and AIDS rates are exceedingly high within the province of KwaZulu Natal — it is 

famously known for having the highest rates in the world. The role that the South 

African government has played in battling its HIV and AIDS epidemic is highly 

controversial. For one, the South African government has called HIV and AIDS "a 

disease of apartheid" (Botha & Durden, 2004, 2). The African National Congress (ANC) 

government has arguably "spent far more time denying the severity of the AIDS crisis 

than getting lifesaving drugs to the approximately 5 million people infected with HIV, 

9 As of 2007, the prevalence rate in KwaZulu Natal was 39.1% (United Nations 
Programme on HrV/AIDS and World Health Organization, 2007) 
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though there were, by early 2007, some positive signs of progress" (Klein, 2007, 206). 

As Paul Botha and Emma Durdan (2004) argue, 

while colonialism, segregation and decades of human rights violations have left a 
legacy of difficult social and economic factors that do contribute to the high 
prevalence rate, the government's equivocal stance on HIV/AIDS issues has not 
helped to control the epidemic (2). 

Alan Whiteside (2008) provides an excellent overview of "Understanding South Africa's 

Denialism," suggesting many different issues have impacted denialism of HIV and AIDS 

in South Africa (88 - 89). He argues that sexuality and masculinity faced by all African 

men impact denialism of HIV and AIDS in South Africa, also highlighting that the origin 

of AIDS is seen by some as stigmatizing, and because HIV is sexually transmitted and 

African prevalence is highest, the myth that Africans cannot control their sexuality relates 

to the stigma of this disease and the denialism plaguing the country. Whiteside argue that 

the politics of HIV and AIDS in South Africa are complex, noting that because HIV 

spread as the country was liberated, early messages about HIV came from the apartheid 

government, and consequently, HIV "was used by the opposition to attack government, 

helped by scandals... science and race were bound together by apartheid, which used 

science to its own ends: few black people had access to scientific education" (88 - 89). 

For these reasons, among many more, it is imperative that the response to HIV and AIDS 

in South Africa be context-specific, and directed by South Africans who have lived with, 

and are well aware of, these complicated factors. 

There is growing awareness that social determinants of health greatly influence 

HIV transmission rates. Social determinants of health include, but are not limited to: 

poverty; education; gender orientation; income and job security; early childhood 

experiences; abuse; alcohol or substance misuse; discrimination; lack of caring and 
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supportive family and friends; access to health services; and lack of respect for social and 

cultural diversity and equality (British Colombia Ministry of Health Services, para. 2). 

This approach recognizes that not everyone has the same access to the services and 

supports that can help them to maintain their health, and that the availability of these 

services and supports influences the risk of HIV exposure, as well as the management of 

the disease once someone has become infected. Also linked to this approach is the 

understanding that women face particular vulnerabilities to contracting HIV (in addition 

to being more biologically vulnerable than men). Within the context of South Africa, 

because of gendered relations of power, and other social determinants, which leave 

women more vulnerable to HIV transmission, the rates of HIV among women, and 

particularly young women, are very high. Because social determinants that are linked to 

the transmission of HIV are extremely complex, and are situated within complicated 

power dynamics, it should not be surprising that provision of accessible prevention 

methods, as well as care and treatment of this disease, presents continual challenges for 

those fighting this epidemic. 

Another factor that must be considered in responding to this epidemic is that 

youth in South Africa have grown "sick of ADDS" because there has been so much 

outreach and prevention messaging targeted at them. Claudia Mitchell and Ann Smith 

(2003) explore this issue, concluding that there is a need for new and innovative 

responses for preventing and managing this disease, especially fictional narratives 

As in most Southern African countries, women in South Africa are disproportionally 
affected by HIV. It is estimated that young women (age 15-24) are four times more likely 
to be infected with HIV than their male counterparts. (United Nations Programme on 
HIV/AIDS & World Health Organization, 2007). 
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appropriate to the needs of black students who face many challenges in accessibility to 

literature. 

3.6 Conclusion 

This chapter provided a brief introduction to the context of South Africa, where 

the research for this thesis took place. South Africa is currently facing many challenges 

due to inequality, particularly in the field of education. While civil society mobilization 

has been strong throughout South Africa's history, much work remains, especially in 

light of the difficulties the country is currently facing in the wake of a raging HIV and 

AIDS epidemic. 

This review is by no means comprehensive, and there are inevitably gaps in this 

review and items that deserve more attention. Being aware of the context of South Africa 

is crucial when facilitating critical pedagogy exercises within the country as it allows one 

to be aware of some of the deeply rooted power dynamics that may be at play in terms of 

class, race and gender. Having an understanding of this context also enables one, as a 

facilitator, to better comprehend the actions and words of participants. However, it is 

always important to remain open to learning from participants about their own particular 

experiences, and their perceptions of their own histories. 
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CHAPTER 4 
FACILITATION - CRITICAL PEDAGOGY, SPACE, POWER, AND 

IDENTITY POLITICS 

This chapter examines the role of the facilitator in practicing critical pedagogy 

techniques. From my own perspective as participant, facilitator, and researcher, I work 

through some of the consequences and implications of doing this work. This chapter 

begins with deconstructing the role of the facilitator. Questions are raised about what this 

role looks like, and how it is challenged, in the context of international development 

work. Within development work, oftentimes the facilitator is a person from a privileged 

community working within a resource-poor setting; issues stemming from this are rarely 

discussed in the existing literature. As a participant, facilitator, and researcher, I will 

explore what I learned about identity politics in terms of negotiating my own identity and 

the sense of vulnerability I experienced. I work through the implications of participants' 

understandings of my identity as facilitator being at odds with my own understanding of 

my identity and discuss the lessons I learned about exposing perspectives on power and 

relationships through my personal narrative reflections. This chapter closes with a 

discussion of space, power and facilitation, drawing on interviews with teachers in South 

Africa, and their thoughts on how they perceive the space between facilitator and 

participant, as well as the power dynamics involved in this relationship. 

4.1 Critical Pedagogy and Facilitation — What Does It Look Like ? 

Critical theorists and pedagogues have fought endlessly to have the argument that 

education is not a neutral process taken seriously within the debates concerning education 

and pedagogy. This argument is often marginalized because it does not serve the interests 

of those who benefit from continuing to advance the idea that education is a neutral 
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process, occurring in an apolitical vacuum, practiced in the "best interest" of those being 

educated. Some of the necessary questions that critical pedagogy raises about education 

is: whose benefit is education serving? Whose interests are directing education? Critical 

pedagogy works from the premise that "there is no such thing as a neutral educational 

process" (Shaull, 2006, 34), and that it is crucial to always be aware of whose interests' 

education is serving. Education is a powerful instrument and can either be used 

to facilitate the integration of the younger generation into the logic of the present 
system and bring about conformity to it or it becomes the practice of freedom -
the means by which men and women deal critically and creatively with reality and 
discover how to participate in the transformation of their world (Shaull, 2006, 34). 

Freire argues that banking education inhibits creativity and domesticates students' will to 

become conscious by separating and isolating their sense of consciousness from their 

surrounding context, thereby denying their reality and their potential for conscientization. 

Problem-posing education on the other hand is a creative process, stimulating "true 

reflection and action upon reality" (Freire, 2006, 84). How does this understanding of 

education relate to the role of the facilitator in critical education practices? What does the 

role of the facilitator11 look like in education that is participant centered and that works to 

create dialogue where all voices are listened to and valued equally? These are a few 

important questions that will be examined and discussed in relation to my research in the 

following paragraphs. 

1' I use the term "facilitator" to refer to who Freire calls the "teacher-student," the person 
conducting the critical pedagogy exercises. I use the term "participants" to refer to whom 
Freire calls the "student teachers," to those actively partaking in critical pedagogy 
education. 
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It is crucial that facilitators have the best understanding they can of participants' 

contexts when engaging with them for social change.12 However, this does not negate the 

fact that facilitators enter into critical pedagogy exercises to listen to and learn from 

participants, the problems they face, and their challenges. It is important that facilitators 

learn as much as possible about participants' contexts before engaging in critical 

pedagogy exercises with them, otherwise they run a risk of misreading what is being 

communicated during the activities. 

While researching in South Africa, I witnessed facilitators who all made efforts to 

be actively engaged in learning about the youth they were working with. One professor I 

interviewed who asked their university students to interview local community members 

about social issues they were facing and workshop plays based on these issues. This is an 

example of a facilitator (professor) who created an environment where they were able to 

learn from youth about their surroundings, and youth were encouraged to learn from one 

another. 

Through engagement with participants, facilitators must always try to be open to 

improving their understanding of the contexts they are working in, remembering that the 

participants are the experts of their own context and reality. A challenging task of 

facilitators is to ask critical questions, that invite participants to relate their personal 

experiences (or the experiences others are sharing) to the broader picture of oppression 

and struggle. This would prove difficult if not impossible if facilitators had made no 

effort to understand this themselves beforehand. Facilitators should not be assumed to be 

12 For the context of my thesis, I understand social change to be a raising of one's 
consciousness or conscientization so that one is better able to fight one's own 
oppression(s) and to help in fighting others' oppression(s) through bearing witness and 
becoming an ally. 
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further along any sort of learning curve than participants given that the premise of critical 

pedagogy work is that teacher-students and student teachers must together work to create 

dialogue where everyone is actively learning from one another. 

Problem-posing education requires certain attributes of the facilitator and trust is a 

pillar in the facilitation of critical pedagogy exercises. The facilitator must work to gain 

the trust of the participants so that they in turn can allow themselves to be vulnerable and 

open to learning. Don Adams and Arlene Goldbard (2005) discuss trust in relation to 

critical pedagogy: "Trust must be earned gradually, violations of trust must be pointed 

out and corrected, and there must always be opportunities for individuals to opt out of 

situations they experience as intrusive or unsafe" (65). Moreover, the facilitator must 

trust in the participants and their ability to communicate, teach, listen, learn, dialogue and 

reason. Having trust in participants also requires that facilitators hold respect for 

participants as equals in order to foster dialogue, reflection and communication. 

With the DramAidE project, I witnessed a facilitator who used critical pedagogy 

methods, namely, forum theatre, to foster dialogue amongst youth, actively creating an 

environment where youth could learn from one another about issues relevant to their lives 

- teen pregnancy, friend support, testing for HIV and negotiating safer sex. After the 

young actors had performed a skit, the facilitator would pause it, and ask the audience 

members if they agreed with what was happening, or if they had any different ideas about 

how one of the characters could have acted in the skit. Learners were encouraged to come 

on stage and act out their ideas - to demonstrate for their fellow classmates any ideas 

they had about how to change what had happened in the play. A few times participants 

talked over one another when brainstorming about a particular issue, and in these cases, 
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the facilitator would repeat participants' responses, making sure that the audience heard 

the viewpoints being expressed. In this way, she drew on the knowledge of the learners to 

educate their peers about issues relevant to their lives. It is clear to me that this facilitator 

trusts youth to engage in meaningful dialogue, and respects their contributions and the 

knowledge they are able to share with one another. 

If the facilitators lacks this respect for and trust in the participants, they may be 

less open to learning or may see themselves as bestowing their knowledge onto 

participants, not recognizing the value of what they can learn from participants. Freire 

(2006) warns that whoever lacks this trust "... will fail to initiate (or will abandon) 

dialogue, reflection, and communication, and will fall into using slogans, communiques, 

monologues, and instructions" (66). In order to be able to establish trust between 

facilitator and participants, it is imperative that everyone involved respect each other as 

full human beings. 

Critical pedagogy techniques work from the premise that facilitators have not 

finished their own anti-oppression work. Facilitators must enter into workshops mindful 

that they carry their own assumptions, stereotypes and ways of being oppressive that they 

are working through or they risk creating a false hierarchy and placing themselves above 

others, which would only serve to prohibit the environment of mutual respect, dialogue 

and learning. As Freire (2006) states, "problem-posing education affirms men and 

women as beings in the process of becoming—as unfinished, uncompleted beings in and 

with a likewise unfinished reality" (84, emphasis in original). It is important for 

facilitators to enter into their work with more than just an awareness of their own 

assumptions — with more than an appreciation for the fact that they are unfinished, 
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incomplete beings. They must enter every workshop with the intent to learn from 

participants. 

In doing this work, it is extremely important that facilitators have a keen sense of 

self-awareness and that, as facilitators, they are as honest as they can be with themselves 

about both their reasons for doing this work, and their own experiences with being in the 

position of oppressed and oppressor. Julie Salverson (1994) raises these issues: 

Risking a huge generalization, I would say enablers, from whatever community, 
are fighting their own oppression through someone else's struggle. This is not 
necessarily a problem, if acknowledged. Inside many white middle-class 
activists/artists is an avoided place, the place of our own experience of being 
violated. How do activists tend to avoid? Perhaps by staying in "thinking/doing" 
territory where they are comfortable and can somewhat control what they are 
investigating. (166) 

For these reasons it is important that facilitators continue to be involved in critical 

pedagogy work as participants so that they are actively working to become more aware of 

themselves and in turn can be more sensitive and perceptive facilitators. Facilitators must 

put in the work to come to terms with who they are and why they are doing this work 

through addressing their own experiences with oppression because, as Salverson (1994) 

notes about her own experience with doing this work, "As I do this I begin to feel more 

authentic in my relationship with others" (168). 

Facilitators must be aware, within critical pedagogy work, that there may be 

differing perceptions on the form of oppression(s) being seen, and what that oppression 

means to different people. They must concentrate not on judging perceptions of 

oppression, but trying to ask questions and get participants to critically question their 

reality and better understand each other's perspectives. It is important as facilitators to 

bear in mind people's intersecting identities, and to be aware that some oppressors are not 
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"clearly categorizable political enemies" (Salverson, 1994, 162). These are all important 

aspects in bearing witness and becoming an ally, which will be discussed in the following 

chapter. 

One of the challenges facilitators in critical pedagogy work face is in figuring out 

when (and how) to intervene. As a facilitator, I found it difficult to balance whether it 

was my place to step in or whether I should remain silent and let the group sort out on 

their own whatever they were going through. During my time volunteering and 

researching in South Africa, race was a major issue that could not be ignored and about 

which I thought a lot in terms of my positionality. What does it mean about my own 

assumptions and biases that I found race, and particularly segregation based on race, so 

shocking in South Africa? How can a facilitator from a foreign context balance her own 

understandings of race and racism with those of her participants, while ensuring the 

environment remains safe and is encouraging of learning? 

These are some of the questions I grappled with in my journal entry, included 

below. The following journal entry was written when I was working with the Rural 

Teacher Education Project, at a time when challenges in the group dynamics were 

becoming more and more obvious to us as facilitators. I witnessed white males of the 

group taking up a lot of conversational space during workshops, always speaking first 

and sharing their thoughts after any other person spoke up, and I witnessed black students 

remaining silent throughout entire workshops. It seemed clear to us, as facilitators, that 

race played a role in how our group was interacting. However, when we attempted to 

bring this up at a workshop with the group, we were met with strong resistance. 
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Race. Segregation based on race has been so obvious to me since I arrived. Some areas 
(and benches and modes of transport and...) you see exclusively one race. But was it 
problematic that the three facilitators, including myself, brought race up in debriefing 
(because we were tired and frustrated of waiting for one of the participants to bring it 
up)? Were we being insensitive to the foreign context we found ourselves in? We heard 
from some people afterwards that it made them uncomfortable, that they feel race issues 
should be "buried" or that they didn't think problems occurring were race based. Some 
people said they worried that once race had been brought up, everyone would be eager to 
point to race difference as "the" cause for problems within the group, and it's not that 
simple, they said. Others said it's too painful for them to talk about race when over half 
of their family had been killed during apartheid. 
It's difficult and complicated because we see it from our perspective as facilitators (and 
outsiders to their contexts). Should we have brought it up ourselves? As soon as my co-
facilitator introduced the idea of systemic (or was it systematic?) violence, introducing 
the idea that oppressing does not necessitate intent, and that just by one's positioning, 
one could be oppressing others, a few comments later a white South African male made 
an extremely racist, stereotyping comment about 'Africans". 
But then I think that these comments are out there, they're beneath the surface at various 
depths, and is it not better to address them — even if they are being forced to the surface 
— in an effort to prevent them from existing in the future than it would be to ignore them? 
It was really shocking to hear a white student make a stereotyping, racist comment in 
what we as facilitators were attempting to make a safe learning environment. This was 
especially shocking considering that the white students who chose to join this project are 
at least open to sharing space with black students, and to teaching in black schools with 
black teachers. To have one of them say this, I begin to wonder how it's possible to 
maintain hope? I guess I have come to realize that even if you meet and get to know a 
number of people of a race different from your own, it is still possible to make 
stereotypical comments if your ears are closed to listening to them, hearing their stories, 
and appreciating the complexity of their lives. 

In order to emphasize the importance of self-reflexivity and personal narratives of 

facilitators, the following journal reflection of a co-facilitator, Dorothe Raht, has been 

included. Highlighting multiple narratives of facilitators on the same experience enriches 

dialogue. Dorothe shared this reflection with me after the project had come to a close and 

we were discussing some of the major challenges faced in facilitating workshops 

throughout the project. 
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Race is more intrinsic in this society and each of their members than we can understand. 
Addressing race in a personal way like this insulted 'oppressors' (which are in a minority 
to make it worse, meaning they might feel vulnerable) but surprisingly especially the 
'oppressed' a lot (well not surprising when one believes Freire: No one likes to admit 
they are victims, the same way people are hesitant to admit they are oppressed). 
The 'oppressors' started giving explanations that were incredibly racist - and not even 
meant that way! They probably thought they were "just describing different cultures. " 
Even the conscious (white) students who are very open and treat everybody with respect 
and as equal put the label culture on everything they saw. Their whole perceptions were 
directed by this idea of the "African culture" versus "Western culture, " whereby they 
construct themselves as western, which I find very interesting... 
Ripping old wounds open and closing the dialogue and the teamwork by calling them 
white and black is not working. It constructs two different camps. But how else to not 
keep quiet but address these issues that are still prevalent in South African society? 
Tabooisation doesn't help. Maybe just group work and getting to know each other as 
humans as in the Rural Teacher Education Project helps a lot. But still, the comments in 
the journal, that label everything as "culture" means that the way of perceiving the 
"African other" seems quite resilient. And also the power inequalities were different: 
white males would always dominate the discussions and others would rather resist 
through being quiet and talking about it later. So maybe it did work to a degree as in the 
end people addressed issues in front of everybody. 

An approach which is more questioning and letting the participants come to understand 
their dynamics is much more promising I believe. 
The way Rob [another facilitator] brought gender issues on the table is a great way to 
go!! He got people to question their own taken for granted realities themselves, e.g. by 
playing stupid and asking questions as if he was from another planet. By explaining the 
questions, people realize that sometimes, there is actually no sense behind actions or 
attitudes but it is just learned and reproduced. 

These reflections have greatly influenced how both Dorothe and I thought about our roles 

as facilitators. I learned from this experience about the difficulties and challenges 

facilitators face in intervening in groups they are facilitating. I learned that the method 

and timing on intervening may seem obvious to the facilitator(s), but that the participants 

may have an entirely different perception of what has been happening in the group, and 

may not agree with the facilitator's interpretation of the intervention. 

It is crucial for facilitators to challenge themselves to not dismiss uncomfortable 

information. It is important to consider that the act of remaining silent as a facilitator is 

not a neutral act and it is important to question oneself and ask what it is indeed saying to 
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participants when one remains silent. For example, if a participant opens up a discussion 

of a taboo topic and the facilitator remains silent, the participant can be silenced, but if 

the facilitator is supportive, participants can have more space to talk about it. When 

participants are dealing with really tough issues that may affect their day-to-day lives and 

when they are opening up and potentially feeling vulnerable and exposed, it can be 

difficult as a facilitator to decide when to intervene. There is no magic formula that can 

tell facilitators when they should and should not intervene. Rather, it is important for 

facilitators to consider these challenges case by case and to try to always enter workshops 

aware of their assumptions, and open to learning from participants. 

It is a false expectation to think that anyone can ever be entirely free of 

assumptions — people are always making new assumptions and working to unlearn old 

ones. It is important, especially for facilitators, to work to be aware of the assumptions 

they are making. It is really hard to treat every workshop as a clean slate and not bring to 

the session any assumptions or expectations from previous workshops. However, just 

being aware of the fact that people are continuously making new assumptions allows one 

to be more present with the facilitation work one is engaged in. In the following journal 

entry, I reflect on my own assumptions as a facilitator, and my process of coming to 

terms with these assumptions. This journal entry was written after I facilitated a 

workshop with a group of students at the University of Guelph, after returning home from 

my fieldwork in South Africa. I have included this journal entry as evidence of the praxis 

that I was committed to throughout my research process, and the cyclical nature of my 

research process. Even when I was concentrating on the writing of my thesis, I found it 

integral to facilitate workshops throughout my research process, applying what I had 
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learned previously in an effort to remain dedicated to praxis - to simultaneous thinking, 

feeling and acting. 

During a workshop that I facilitated at the University of Guelph for a Political Science 
graduate studies seminar, I became acutely aware of my assumptions as a facilitator. 
And this workshop took place in a context I was very familiar with, with students who 
shared similar background to my own. 1 facilitated this workshop after returning from my 
time in South Africa. I had just been working on this facilitation chapter, and specifically 
on the need for facilitators to be aware of their own assumptions. Yet I found myself 
shocked and amazed at the creative and rich images that the politics students came up 
with, wondering why it surprised me that these students seemed so willing to share and 
dialogue through images they created portraying their greatest fears as masters students. 
This led me to question what assumptions I had entered into the seminar with. I became 
aware that I was making assumptions about the participants of the workshop, and I had 
set myself up to expect them to not be that interested or engaged in practicing image 
theatre. 

This was an important lesson for me in how easy it is to fall into making assumptions, 

and how important it is as facilitators to be as aware as we can of the way that we make 

assumptions. 

4.2 Critical Pedagogy, Facilitation, and International Development 

The role of the facilitator within the context of international 'development' work 

further complicates issues of facilitation, space, power, and identity politics. Power 

dynamics within this work are complicated by the existing power relations between 

people living in resource-poor settings and outsiders who inevitably arrive bearing their 

own interests (for example, development and NGO workers, academics and researchers). 

These existing power dynamics may influence the answers (or images or theatre pieces) 

that participants provide in workshops or interviews, and they may influence the very 

interactions between local people and outsiders. These existing power relations greatly 

complicate what is already difficult work for reasons that are extremely complex. 
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In terms of facilitating in the context of international development, critical 

pedagogy has a number of lessons those working in development could benefit from 

learning. One is the idea of bringing about social change through a process that involves 

working alongside community members in an effort to create dialogue, to problematize, 

to question what might be causing the oppression(s) faced. Although many development 

projects and agencies pay lip service to this idea, the actual practice of it fundamentally 

challenges the established development framework. Another lesson facilitators involved 

in development work could benefit from learning is that everyone involved (in the 

project, agency, foundation, NGO, etc) is culpable and accountable to themselves and one 

another. Everyone involved in this work is interconnected. Critical pedagogy work 

demands that academics must also be practitioners committed to examining their own 

positioning and never allowing themselves to theorize without involvement and 

understanding of the community they are researching or working with. This is what 

Freire is referring to when he discusses the term praxis. Praxis involves simultaneous 

action and reflection. If action is sacrificed, you are left with mere verbalism. If reflection 

is sacrificed, you are left with empty activism (defined as action for action's sake), which 

negates true praxis and makes dialogue impossible (Freire, 2006, 87). 

In facilitating critical pedagogy exercises, identity and power politics play a major 

role in how facilitators and participants interact. Critical pedagogy techniques create 

space for the potential for self-reflection and personal growth in terms of identity, and 

they allow for learning about the self through learning about others (who are 

simultaneously learning about themselves and others). This understanding of the potential 

for critical pedagogy education to allow for a deepened awareness of one's own identity 
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(as facilitator or participant) is grounded in the idea that identity is fluid, and is always 

being negotiated and re-negotiated according to one's context.13 This becomes 

powerfully clear when facilitating critical pedagogy methods within the context of 

development work. As Ceasar R.A. Apentiik and Jane L. Parpart (2006) argue: 

Fieldwork in development research thus involves professional, social and personal 
relationships between the researcher and the researched. These relationships are 
affected by many factors. The identity assigned to researchers on the basis of race, 
nationality, age, gender and other fixed identities are largely outside the control of 
the researcher (36). 

What this seems to suggest is that as a facilitator within the context of international 

development work, your task does not just involve introducing participants to critical 

pedagogy methods, it is also about taking responsibility for the othering that is mirrored 

back to you in terms of identity, and placing yourself within this negotiation. In the 

following journal entry, I reflect on my experience of having to negotiate my identity as a 

facilitator and the impact this had on me. 

When facilitating Theatre of the Oppressed techniques in South Africa, I found myself 
with a heightened sense of awareness of my own identity. My sexuality in particular was 
an issue that I was keenly aware of throughout my work in South Africa. I underestimated 
before arriving in South Africa the impact re-closeting would have on me in terms of my 
identity and my relationships with others. I found myself never volunteering information 
about my sexual identity, and as a consequence—thanks in part to heterosexism—/ 
passed as straight. Save for one friend and co-facilitator who I could openly talk with 
about my sexuality and my partner, I was left with no one whom I felt I could be entirely 
open with in terms of my sexual identity. 

I don't think that I fully appreciated the power of heterosexism before. I mean I knew it 
has impacted my own coming out story and path, but to feel its power so strongly in three 
weeks! 
I feel so distant and removed from my previous life. 
The power of acculturation and of being immersed in one's environment are 
unbelievable. 

13 This view of identity as inherently fluid has roots in both queer theory and in feminist 
social constructivist theory. See: Ben Agger's Critical Social Theories. (Boulder, 
Colorado: Paradigm Publishers, 2006), Chapter 5: Feminist Theory, 99-121. 
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My experience of being re-closeted and of having only one person whom I could talk 
openly to about my identity taught me a great deal about the importance of being an ally, 
including the challenges of doing this work. 

Through experiential learning, one learns to understand the difference that just one ally 

can make. This experience of having one ally I could openly communicate with affected 

me greatly. Having an ally enabled me to take control of when and to whom I came out to 

by allowing me to talk through my fears and concerns about coming out with someone 

who was compassionate and understanding. This made a difference in my role as a 

facilitator because in realizing the impact just one ally can make, it made me appreciate 

smaller victories. It made me realize that it is indeed a great success if I, as a facilitator, 

can foster an environment where one person is able to feel like they have made an ally, 

because that one ally may make a big difference in that person's life. 

An important question in facilitating critical pedagogy exercises is how one's 

identity affects the work one's doing. This is an issue I thought about a lot throughout my 

research process. I have included the following journal entry as evidence of the process I 

struggled with in coming to terms with how my identity impacts my work as a facilitator. 

I wrote this entry after I had returned from South Africa, when I was reflecting on the 

relationships I had made, the people I chose to come out to, and those that I withheld 

information from about my identity. 

When facilitating workshops in South Africa, I constantly questioned myself as to whether 
I was being open enough in terms of my personal identity and whether I was giving 
enough of myself to participants. In many cases, it felt safer for me to withhold 
information about my identity. This was particularly the case when I felt like I didn 't 
know how participants would treat me if I came out to them as queer. I worried that if I 
was open about my sexual identity from the outset, I might isolate them, thus inhibiting 
my role as facilitator and potentially closing off participants from engaging with me 
during workshops. I learned a lot about constructions of identity and the practice of 

14 See the chapter five for further reflections on this topic. 
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negotiating identity in different contexts through my experiences in South Africa. 
However, I was aware that I was granted a particular space to negotiate my identity 
because I was an outsider — / had already been "othered" and was not held to the same 
expectations and standards as women who are from South Africa. 
Recently, there have been violent attacks on lesbians in South Africa, and I am reminded 
of the immediate danger that many queer people face in their day-to-day lives in this 
country. I am reminded that many people's choices around how open they can be about 
their identity are constricted by violence, and that queer people are always negotiating 
when it is safe enough to come out — if at all. 

This experience taught me, as a facilitator, that identities are complex, and that we are 

always in the process of negotiating them. This impacted my future work because it 

taught me that identities are personal and sensitive, and that as a facilitator, I need to 

support participants with wherever they are at in terms of coming out about their 

identity(ies). I learned that it is an important process, as researcher and facilitator, to 

question myself as to whether I am coming out enough to my participants, and that I need 

to keep asking myself this question. 

Facilitation and space is a rich topic, ripe for critique and analysis. There are 

many critical questions that arise when undertaking facilitation work. Is there potential 

for facilitators to create space for exposing vulnerability, for self and collective 

exploration, for experiential learning and unlearning, for understanding oppression(s), for 

bearing witness and becoming an ally? What is the "right" amount of space for 

facilitators to take up in workshops? How do facilitators strike a balance and ensure that 

they are being clear enough but also that they are not taking up too much space in the 

workshops they facilitate? How do we hold ourselves accountable in terms of the space 

we take up as facilitators? What happens when facilitators manipulate space, and do they 

necessarily intend to? How is the space between facilitator and participant constructed? Is 

it possible to challenge this space? 
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One of the greatest sources of power held by facilitators in critical pedagogy 

exercises is the power of vulnerability. As mentioned previously, critical pedagogy 

creates space for facilitators and participants to learn about their individual oppression(s) 

in the framework of collective oppression(s), and through this work there is great 

potential for feelings of vulnerability. This is one of the reasons why it is extremely 

important that facilitators create safe space with their participants, allow for participants 

to pass if they do not wish to engage in the activity, and work to create an environment 

where participants feel comfortable holding one another accountable for their actions and 

words. Don Adams and Arlene Goldbard (2005) discuss some of these issues: 

Community cultural development techniques often cross boundaries of intimacy, 
as when participants are asked to share elements of their life stories or their 
deepest feelings about the way a problem affects themselves and their 
communities. It is the practitioner's responsibility to ensure that participants are 
not coerced into a premature or unprotected intimacy, which can have disastrous 
effects on the individual and the group. (65) 

Oftentimes underestimated is the power of the facilitator to manipulate and dominate 

space during workshops. Even if facilitators have the intent to create an open space for 

dialogue and learning, this is not necessarily the outcome, and the intent of facilitator 

alone is not enough to create a participatory environment. In other words, participants 

may feel that the facilitator has manipulated the space and may not feel open to dialogue 

and share with other participants. Given the vulnerability of participants, facilitators can 

manipulate and dominate space any number of ways — by asserting their control; making 

participants feel uncomfortable about their own identities; or by making participants feel 

inadequate and disempowering them. 

In the following journal entry, I reflect on my experience as a participant, and 

what it has taught me about facilitation, power, and space. I wrote this journal entry after 
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returning from South Africa, when I was reflecting on my experience of being a 

participant in an anti-oppression workshop. This relates to my research because it reflects 

my dedication to praxis, and to a cyclical research process, where I strive to apply what I 

have learned through previous experiences to whatever I am working on at the moment -

simultaneously thinking, feeling, and acting. 

The space that a facilitator takes up and how they identify themselves is one of the first 
things I notice when participating in a workshop. I immediately register whether I feel 
like the facilitator seems to be genuinely interested in what they are facilitating, whether 
they are fully present and not distracted throughout the workshop, and how much space 
they take up. I find that the way a facilitator introduces themselves to the participants 
plays a large part in setting the power dynamics and tone of the workshop. For example, 
in an anti-oppression workshop that I attended, the facilitator introduced themself ' by 
sharing their personal history with activism, explaining that they had been an activist 
their whole lives — since they were a young child. This immediately intimidated me 
(because I compared myself as if preparing for activist idol) and ultimately the workshop 
began for me with my convincing myself I was 'lesser' of an activist because my sense of 
political self-awareness bloomed much later. Even though I try to work from the premise 
of valuing all participants equally, regardless of "level" of experience, I somehow found 
myself judging my commitment and feeling vulnerable, like I was an activist fraud in 
comparison to the facilitator who was an activist superhero. In the end, this small gesture 
— the brief introduction of a facilitator — made me initially close myself off, put up 
barriers and resist learning from this workshop. It also made me feel like I was not in a 
safe environment to share my failings or shortcomings with my own activist work. I 
learned through this experience that I need to be particularly sensitive of how I talk 
about my own activist work and accomplishments when in the position of facilitating so 
that I do everything I can not to isolate participants who may be just beginning on their 
critical pedagogy or activist paths. This experience also taught me of the sheer power of 
the facilitator's words, and helped me to relate to the naked vulnerability participants 
can feel. 

This awareness of the space a facilitator takes up is something I have worked to 

be aware of when I am facilitating. While the intention of the facilitator was likely not to 

isolate their participants and make them feel inferior (in fact, probably just the opposite), 

1 51 use "themself here intentionally to avoid having to impose a gender binary by using 
terms such as "himself or "herself." Unless the person I am speaking about specifically 
identified themselves as male or female, I make an effort to avoid using terms that risk 
imposing a rigid gender identity onto them. 
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this is a good example of how the intention of a facilitator may not always match the 

impact felt by the participants. When I was researching in South Africa, I witnessed a 

facilitator who had the best of intentions for their workshops. However, they took up a lot 

of space in the workshops they led, and in some instances, even manipulated participants 

by making them focus on what they, as a facilitator, wanted to work on. These 

experiences also suggested that self reflection is an imperative aspect of praxis, and that it 

should always be encouraged with facilitators so that they can work to improve their 

facilitation techniques and the degree to which they dominate space within workshops. 

Being a participant in workshops facilitated by others makes one aware of when 

they may be manipulating space in workshops, and appreciate the value of checking in 

with participants about their experiences. It is important that facilitators understand that 

this must be done as part of their process of continuous reflection, and that in order for it 

to work, they must present themselves as open and willing (eager, even) to receive 

feedback. One of the ways for facilitators to limit the degree to which they manipulate 

participants is by allowing themselves to be vulnerable throughout the learning process. 

In participating in critical pedagogy exercises and training, one becomes 

conscious about the space between facilitators and participants. Critical pedagogy 

techniques work to minimize the space between facilitator and participant, between 

teacher and student. At the very least, these techniques have the capacity to make 

learning more interesting for everyone involved, and differ from didactic approaches. In 

this way, it is a more dynamic process, where knowledge is coming from a variety of 

sources, than didactic teaching approaches that privilege the teacher as a beacon of 

knowledge above the students. 
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When interviewing teachers who practice critical pedagogy at the University of 

KwaZulu Natal in South Africa, I asked them to describe the connection they feel with 

those with whom they do arts based approaches with. The teachers I interviewed 

provided rich and articulate answers and were eager to share their experiences. They 

suggested that the relationships they foster through practicing critical pedagogy exercises 

are very real -— not superficial, and are deeper than those they experience when "just 

teaching."16 Also mentioned was that these techniques provide them with the opportunity 

to get to know their learners — what motivates and drives them — enabling them to 

17 

"come down to their level," minimizing hierarchies. One teacher described how they 

feel like during these exercises they are "just somebody giving an idea to another," and 

another mentioned that she felt connected to her learners through these exercises because 
1 Q 

she also wants to be able to express herself. One teacher explained that while practicing 

these techniques, they are not the director who limits learners' freedom — learners are 

free to do what they like in the space, and as the teacher, they help to provide the space 

for learners to say anything they like in an environment that's "free."1 A common theme 

throughout teachers' responses was that critical pedagogy approaches foster the 

development of good, deep relationships with their learners. 

When teachers were asked how they perceive the distance between themselves 

and their learners according to their own teaching philosophy, many of them responded 

that they didn't perceive a distance, and that they tried to be a part of the exercises — 

16 Interview 14/08/08 
171 use "they" here in the first person singular as a way to resist gender binaries imposed 
by the English language through the use of "he" or "she." 
18 Interview 14/08/08 
19 Interview 12/08/08 
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they didn't just observe, they partook. This idea of teachers participating alongside 

learners, of working collectively relates to Friere's (2006) argument: "The pursuit of full 

humanity... cannot be carried out in isolation or individualism, but only in fellowship and 

solidarity; therefore it cannot unfold in the antagonistic relations between oppressors and 

oppressed" (85). Another teacher mentioned that their learners are not afraid of him and 

he believes this is because there is no big gap between them, and because he does not 

promote a "culture of fear." This relates to how the teachers suggested that critical 

pedagogy exercises promote a shrinking of the space between themselves and their 

learners, and foster the creation of more "real" relationships. One teacher questioned 

whether there is a distance in critical pedagogy exercises between teacher and student — 

they asked "can you approach participatory methods with a distance?"21 He argued that 

there is only a perceived distance because teachers have always been understood as all 

knowing, and that part of the critical pedagogy process is learning how much our students 

have to offer. 

One teacher pointed out that they try not to be a figure of authority, although they 

know this is what they are. This is an interesting point, and it illustrates the fact that 

although one may wish to deny their power, privilege, or authority in order to improve 

their relationships and ability to connect with those they hold power over, denying this 

power does not mean it ceases to exist. As one teacher put it "there will be authority -

I'm responsible for that class, and I will bring knowledge, but others will as well."22 This 

teacher called for new concepts of authority: "authority of reflexivity," and "authority of 

/u Interview 12/08/08 
21 Interview 24/07/08 
22 Interview 16/08/08 
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freedom." Freire (2006) also suggests that commonly held conceptions of authority are 

challenged through critical pedagogy exercises: 

The teacher is no longer merely the-one-who-teaches, but one who is himself [sic] 
taught in dialogue with the students, who in turn while being taught also teach. 
They become jointly responsible for a process in which all grow. In this process, 
arguments based on "authority" are no longer valid; in order to function, authority 
must be on the side of freedom, not against it (80, emphasis in original). 

I came across a facilitator who fostered dialogue amongst youth in a manner that seemed 

to exemplify authority on the side of freedom. She facilitated a forum theatre play on 

commonly taboo topics with a sensitivity and ease that seemed to make the youth 

comfortable to approach her and talk to her about their concerns. 

When I was in South Africa, I witnessed a facilitator of a forum theatre play who was 
really warm and approachable with participants. The play she facilitated was about 
being safe in terms of sexual choices, and involved discussions around abstaining from 
sex, HIV testing, and friendship after the play was over, high school learners felt 
comfortable enough to approach her and open themselves up to be really vulnerable 
around her about their personal problems, seeking help and guidance from her. She 
effectively broke down or froze stigma (of HIV, of teen pregnancy, of sex) for a moment 
and would help learners in any way she could, often connecting them with support 
services in their community and taking down their cell phone numbers so they could 
maintain contact. This taught me a lot about what it means to be "authority on the side of 
freedom" and how a facilitator can effectively engage youth and make them feel 
comfortable and supported. 

I learned a lot from witnessing this facilitator, and I attempt to reflect this in my work 

today. This experience taught me the importance of learning about available services for 

youth in the community I am working in, and taught me to be open to connecting youth 

with these services, if the need were to arise. 

4.3 Conclusion 

Facilitators must be committed to actively working through their oppressions and 

ways that they are oppressive while at the same time having an interest in dialoguing with 

others, and in fostering an environment where others can open up and explore issues that 
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relate to their lives and their social contexts. This chapter examined the role of the 

facilitator in critical pedagogy methods, and discussed some of the challenges faced in 

doing this work. From the perspective of researcher, participant, and facilitator, personal 

narrative was engaged as a self-reflexive approach to explore issues relating to 

facilitation, critical pedagogy, space, power, and identity politics. 
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CHAPTER 5 
BEARING WITNESS AND BECOMING AN ALLY 

Bearing witness and becoming an ally involves putting in the work to be aware of 

one's own positionality and privilege, while working alongside others towards ending the 

oppression(s) of everyone involved. Critical pedagogy exercises are useful in this work to 

raise consciousness, and make people more aware of their surrounding environment, on 

the path towards fighting one's own oppression(s) and working alongside others to fight 

their oppression(s). Bearing witness involves spending time with others, listening to their 

stories, and appreciating them as fellow human beings, with their own histories and 

herstories to share. As each of the authors referenced in this chapter and my evidence has 

made clear, being aware of one's own identity and background is an integral part of 

bearing witness and becoming an ally alongside others. This chapter includes discussion 

of the role of self-awareness in bearing witness and becoming an ally, as well as 

discussion of some of the complications and challenges involved in this work. 

Spending time is an important step in the process of unlearning "othering." As a 

participatory action researcher, while travelling throughout South Africa, I made an effort 

to spend time with the people I was volunteering and researching alongside. With 

DramAidE and the Rural Teacher Education Project in particular, I made an effort to 

travel with the youth I was working with, to share meals with them, and in the case of the 

Rural Teacher Education Project, to reside with them. In the following journal entry, I 

reflect on what I learned throughout this process of spending time with youth in South 

Africa, and particularly what I unlearned about "othering." 
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In my experience, it was much easier to stereotype, generalize, and make assumptions 
about South Africans before I had spent time travelling there, working, living and sharing 
meals with people who live there. Part of this work involved learning that South Africa is 
a diverse country, and that sweeping generalizations cannot be applied to the entire 
nation. Travelling to one city and its surrounding areas taught me that there is much 
diversity even within the few places I visited and that I was only witness to a fraction of 
South Africa, at one particular moment in time. 
It is this realization that makes me keep myself in check when I make any generalizing 
statements about any population within any part of the world. Having spent time in South 
Africa, learning about its diversity also makes me angry when I am a witness to 
classmates who generalize about the entire continent of Africa, neglecting to see anything 
problematic about such generalizations. I learned through this experience that when you 
haven't spent time with a community, and you haven't listened and learned about the 
complexity of the lives of people within that community, it is dangerous to draw 
conclusions and to speak as if you have authority over the subject. 

Thinking about what I, as a researcher and as a person working to become a better ally, 

learned from this reflection and how it impacted my future work, I am struck by the term 

"bearing witness." Through spending time with youth in South Africa, I learned that 

bearing witness involves coming to terms with how little I know and how much I have to 

learn - over and over again. This will have an impact on my future work because it 

instilled in me a certain humility, as well as a desire to learn more about people in every 

community I am working in. This also affected me by making me more aware of when I 

am making assumptions or generalizations about people I am working with and less 

likely to make these assumptions or generalizations in the first place. 

During the after-school drama club co-organized by a student teacher and me, as 

part of the Rural Teacher Education Project, I witnessed a number of plays performed by 

high school learners. One of the plays written, rehearsed and performed entirely by high 

school learners was on the topic of violence against women and children. On the second 

day of the after-school drama club, the learners brainstormed topics they were interested 

in performing a play on. The topics they came up with were: Soweto uprising; 
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xenophobia; violence against women and children; HIV and AIDS; ghosts in a boarding 

school; gender stereotyping; drug abuse; old cars in driving schools; and, teachers who 

fall in love with school children. They voted and prioritized which topics they wanted to 

work on first. The topic with the most votes was violence against women and children. 

Within one day, they had prepared, in English (not the mother tongue of any of the 

learners), a short play, telling the story of a household rife with abuse. In the story, a 

young girl is raped and abused by her father who is also emotionally abusive towards his 

wife. In their play, the young girl attempts to tell her mother about how her father had 

raped her, but her mother will not listen. The young girl opens up at school, telling one of 

her friends what has happened to her. The friend approaches the girl's mother to speak to 

her about the abuse, but again the mother refuses to listen. 

The first time the learners performed this play it was with an all-female cast. Six 

girls, ranging in age from thirteen to sixteen years of age, presented an in-depth drama. 

One learner played the role of the abusive father (raping his daughter, cheating on his 

wife, physically and emotionally abusing both his wife and his daughter). Others played 

the mother, the daughter, the daughter's friend whom she confessed the rape to and who 

attempted to intervene, and the police. The young woman who played the main 

character's father was particularly convincing, and exuded a certain confidence in her 

performance of masculinity with her grey trousers, her arms folded confidently on her 

chest, and her sauntering around stage. After the all female cast performed, we had a 

discussion about how it felt to be in the play, how it felt to play a male role as a female, 

how it felt to watch as males seeing females play a male role, and what messages they 

learned from the play. 
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The next day, before they performed the play for a second time, I introduced the 

idea of forum theatre and of using their play to brainstorm together alternatives to the 

oppression they witnessed in the play. The play they presented was similar to their first 

performance, except this time they had a male play the role of the young girl's teacher 

whereas in the previous performance it was an all-female cast. After they performed the 

play, we talked about choosing a scene and letting the audience take turns substituting in 

for the actors - trying to bring about change in whichever scene they chose. They were 

reluctant to try it at first, but a student teacher broke the ice and switched in for the role of 

the mother. He stopped the play at the point where the daughter's friend is trying to tell 

the mother about the abuse. The learners observed that as the mother, the student teacher 

listened to their daughter's friend and did not deny the reality of the abuse she was 

describing. This was a powerful gesture, and after the student teacher was finished, 

learners were eager to try out the different ideas they had. After discussing what the 

student teacher did, a learner substituted in for the mother, in the scene where her 

daughter had come to her upset, and she was asking her what happened. This scene was 

powerful and moving. As the mother, the learner told her daughter she could see in her 

eyes that something was troubling her, and that when she was ready, she could always 

come and talk to her about it. Playing the role of the mother, the learner said a mother 

knows when something is wrong with her daughter, and said she would wait until her 

daughter was ready to tell her about it. We then discussed this change and learners said 

that it was good because the mother in this scene showed empathy and that they were 

listening to their daughter. However, when we asked the girl who played the mother in 

the original performance what she thought about the alternate solutions, she said she did 
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not think they would work in reality because her character was denying the truth of her 

daughter being abused, and that these alternatives did not address that. 

After working through a few different alternatives with the learners, we had a 

discussion on how the learners felt about the play and the ideas they had brainstormed 

together. Their responses included: very good; interesting; very wise; everything went 

well; clear message; everything they said you were able to understand; comes from things 

that happen in our community and all around the world; excited because the story tells us 

more about what's happening in our communities; felt a little bit sad — because there are 

people who still abuse children; felt angry because they didn't listen to me [as the child 

being abused]; sadness because she [the mother] didn't listen to people telling the truth; 

sad because this is still happening and very much difficult to stop; and, happy for her for 

having the talent to act like a man. This play and the experience of creating a forum 

theatre piece where youth were able to engage with one another in mutual dialogue about 

issues of concern to them speaks to the possibility critical pedagogy provides for youth to 

be in the role of knowledge producers. This experience enabled me as a facilitator to 

listen to and learn from the youth involved about their lives, which is such an integral 

part of bearing witness, and becoming an ally. This case provides an example of the 

potential for critical pedagogy methods to enable youth to be knowledge producers of a 

dialogue where power dynamics and relationships are examined. 

This play on violence against women and children performed by high school 

learners relates to a powerful example a professor who was interviewed provided of one 

of the community theatre projects he was involved in where violence against women was 

discussed. He told a story of a critical pedagogy theatre project that travelled to a 
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community and held an open forum for the community to discuss issues they were facing. 

At this forum, one woman talked about how her neighbour was being abused by her 

husband who was also abusing alcohol, and she presented it to the community to discuss 

what could be done about it. After putting together a short skit based on the situation the 

woman was describing, a number of community members took turns entering the skit, 

brainstorming different approaches to stop the abuse. Some tried arming the woman so 

she could fight back, others tried talking to the husband when he was sober, and one 

woman even beat the husband until the actor playing the husband pleaded with her to 

stop. In the end, one woman spoke up and said that all the women of the community must 

work together to stop the abuse. She explained that the women of the community must go 

to the abused woman's house, and, if her husband comes and thinks he's going to beat his 

wife, the women of the community must say that he will have to beat them all if he is 

going to abuse one of them. This is a better solution, the woman noted, saying that all the 

women of the community must go to the woman's home and then wait for her husband to 

come. As the professor noted, "it was a question of unity. For woman abuse to end, it is a 

question of unity. And not only about women, if all the people suffering could unite, I'm 

telling you — the world might be better." The professor also talked about the 

importance of having a sustained relationship with the communities one is working with, 

and of seeking feedback from communities. In this case of the violence against women 

example, he noted that when his theatre group went back to the community, they were 

happy to find that the husband had stopped abusing his wife (after all the women went to 

Interview 07/24/08 
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their home). The professor further noted "community theatre is not for us [practitioners] 

to find solutions for the people, it is where people must find solutions for themselves... 

the practitioners must also learn something from the community. Community theatre is 

all about that."25 In the example the professor was citing, community theatre followed a 

Boalian forum theatre format - critical pedagogy methodology was used to foster 

dialogue and promote collective problem solving. In this way, a forum was promoted 

where participants' voices were heard, they were able to bear witness to one another's 

stories, and problem solve together ways of becoming an ally for women facing abuse. 

Julie Salverson (2006) raises an important question for allies to ask themselves in 

listening to others: "Who am I as the one preparing to listen, and how well do I attend 

myself as I listen?" (150) This speaks to the need for those who are bearing witness and 

becoming an ally through critical pedagogy work to have a strong sense of themselves in 

order to be able to engage with others and learn about them. In the following journal 

entry, I explore my process of coming to terms with myself as I was listening to stories 

shared by the youth with whom I was working. This reflection was written after I worked 

with the Rural Teacher Education Project, about frustration I felt with some of the white 

South African students' participation within the workshops that I co-facilitated during the 

evenings throughout the project. 

24 Interview 07/24/08 
25 Interview 07/24/08 
26 I am aware that even categorizing the youth I interacted with as "black South African" 
or "white South African" is problematic because it is a label that I have chosen to apply, 
and that this process of labeling cannot be separated from my own biases, assumptions, 
and understandings of identity. 
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The process of listening and attending to myself as I listened while I was researching and 
volunteering in South Africa was complex and challenging for me. I found myself bearing 
witness to what black South African youth were sharing and also taking in the stories of 
white South African youth, while concurrently working to be self-reflexive of my 
positioning as a white person but also a foreigner. 
Many times throughout this process, I grew frustrated by some of the white South African 
students' lack of awareness of their power, privilege, positionality and space. I was very 
tempted to (and many times, did) jump to conclusions or make generalizations, and had 
to very consciously examine my own assumptions and keep myself in check so that I 
would not respond to generalizations and negative stereotypes by further entrenching 
negative stereotypes and assumptions of my own. I am well aware that the time I got to 
spend in South Africa was short — two months in total — but I am overjoyed and 
eternally grateful for having been given the time to learn. I feel like I was bearing witness 
every moment I spent in South Africa, and like I put all of my energy into learning as 
much as I could. 

These experiences and my reflections on them taught me, as a researcher and a person 

involved in critical pedagogy work, that bearing witness and becoming an ally is a never-

ending process of learning and unlearning our own assumptions and biases. I also learned 

to be ever vigilant in encouraging myself not to respond to negative assumptions and 

stereotypes with further assumptions and stereotypes. In examining my reflections of 

these experiences, I learned to ease the judgments I make against people who make 

assumptions or generalizations, and I gained an appreciation for the patience required to 

help people unlearn their assumptions. I also gained a new appreciation for the need to 

bear witness and to be a more active participant in my home community, as well as the 

motivation and curiosity to learn more about my own surroundings. 

One important aspect of bearing witness is, as Salverson (2006) states, "ethics and 

witnessing are about relationship" (147). In order to be able to build relationships, one 

must be willing to put in the time to learn about others, and also to learn about oneself. 

As is reflected in the following journal entry, relationships can be challenging to work on, 

especially when practicing critical pedagogy research methods. I wrote this journal entry 
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as my time in South Africa was coming to a close, after having spent time building 

relationships with those whom I was researching. 

/ learned through building relationships with those around me about the importance of 
exchange. I learned to trust myself that I was not objectifying others for my own selfish 
research reasons by building relationships, by living, eating and spending time alongside 
those whose communities I was researching. I learned that critical pedagogy ethics 
should be challenging. It grew increasingly so as I grew closer to those I was living and 
volunteering alongside and as we began to call each other friends, brothers and sisters. I 
can still hear the gentle, caring, and soothing voice of one of the closest friends 1 made in 
South Africa say "ohhh, my sister. " 

It is difficult to put into words the impact that building relationships throughout my 

research process has had on me. I definitely learned from these experiences that making 

new friends and listening to their stories is one way of bearing witness and becoming an 

ally. 

Rozena Maart (2009) discussed in her lecture at the Gender, Education and 

Development symposium the idea that bearing witness means sharing in a mutual 

exchange with one another — you cannot ask questions without giving any answers of 

your own. This connects to the idea discussed throughout this thesis of the need to 

display vulnerability as a researcher, facilitator and critical pedagogue in order to engage 

from a more equal platform with others. In the following journal entry, I reflect on my 

role in relation to one of the groups I worked with while in South Africa. I discuss the 

challenges I faced in learning how to bear witness, and how I struggled to come to terms 

with this group's expectations of me. 

From the Sekwanele group, I learned about power, hope and inspiration by bearing 
witness to what they were able to accomplish despite extremely challenging and difficult 
circumstances (and without any sustained funding). I learned the importance of being 
transparent about the skills I had to offer the group and my own limits in terms of what I 
was willing and capable of doing with, and for, the group. I learned that bearing witness 
is an active role that involves a lot of energy and can be tense and challenging at times. I 
felt weighed down by the weight of preconceived notions the group had of me — what I 
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was interested in and what I had to offer them — while at the same time worrying that I 
wasn't doing enough for them, that I couldn't do enough for them. Reflecting on the 
preconceived ideas the youth had of me made me aware, in a way that I hadn 't 
experienced before, of the preconceived ideas I had of them, of how I expected them to 
act and what I expected our interactions to be like. 1 still haven't come to terms with the 
feelings of inadequacy I felt in relation to this group, even though I have grown to realize 
that these feelings may be rooted in my own assumptions that this group was in need of 
'help' and that I should have been able to provide that 'help,' and in my overestimating 
of the roles and responsibilities I should have taken in relation to this group. 

Through this experience, I came to realize that when I am working with a group to bear 

witness and become an ally, I tend to assume responsibility over the group, and I try to 

maintain control over the outcomes of us working together. Once I realized the 

ineffectiveness of this and that I had no right to assume absolute responsibility over a 

group, I was better able to bear witness, because I was less concerned with having to take 

responsibility over what was happening. This also improved my ability to conceive of 

what is feasible when working under time constraints to bear witness and become an ally 

with a group, and to not set unrealistic expectations that would leave me and/or the group 

feeling disappointed. 

In chapter four, I reflect at great length on my identity as a facilitator and the 

struggle and tension I experienced in deciding how comfortable I was coming out about 

my identity, and how vulnerable I was willing to be with those I was researching, and 

volunteering alongside. In the following journal entry, I reflect on how I felt constantly 

aware of the need to be vulnerable so as not to objectify and "other" my research subjects 

from myself, mindful of Salverson's (2006) statement that "to become witness is to be 

exposed, vulnerable, to have something at stake" (146). 

My sexuality in particular was a part of my identity that I was keenly aware of 
throughout my work in South Africa. I underestimated before arriving in South Africa the 
impact re-closeting would have on me in terms of my identity and my relations with 
others. I found myself never volunteering information about my sexual identity, and as a 
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consequence--thanks in part to heterosexism—1 passed as straight. I had one friend and 
co-facilitator who I could openly talk with about my sexuality and partner, and outside of 
this relationship, I had no one else whom I felt I could be entirely open with about my 
identity. At times I felt like I was losing sight of what it was like to be entirely open about 
my identity, like I was losing active memory of being openly gay. 

This experience seems to speak directly to Salverson's (2006) quote "to be available as a 

witness, then, is to disturb our own sense of ourselves, and to risk bringing that shaken 

self to the table" (150). Allies can provide a powerful support in saving someone facing 

oppression from losing their active memory of their identities. Having even one ally, one 

person to talk with openly, can help to provide the space to share frustrations — to talk to 

about discrimination, including reactions against it, and strategies for coping with it. 

Bishop (1994) conceives of the oppressed and oppressors within a web of power 

with very few people existing outside this web of power (only those who are exclusively 

marginalized or exclusively oppressive people). As is discussed in chapter two, Bishop 

(1994) suggests it is important that in order to be an ally, people must recognize and work 

towards coming to terms with how they are both oppressors and oppressed: "Only a 

complete and complex understanding of their own contradictory roles as oppressors and 

oppressed would allow them to recognize their shared interests [to become allies]" (78). 

She bravely reminds her readers that 

.. .everyone in the oppressor group is part of the oppression. It is ridiculous to 
claim you are not sexist if you are a man or not racist if you are white and so on. 
No matter how much work you have done on that area of yourself, there is more 
to be done. All members of this society grow up surrounded by oppressive 
attitudes; we are marinated in it. It runs in our veins; it is as invisible to us as the 
air we breathe. I do not believe anyone raised in Western society can ever claim to 
have finished ridding themselves completely of their oppressive attitudes... the 
minute I hear someone claim to be free of the attitudes and actions of a certain 
oppression (as in "I'm not racist") I know they have barely begun the process. 
(Bishop, 1994, 115) 
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From this understanding, Bishop discusses the responsibility of members of oppressor 

groups to work towards becoming allies, alongside others, to confront systemic 

oppression. She argues that allies must work to understand that as part of various 

oppressor groups, 

they did not individually bring the situation about and they cannot just reach out 
with goodwill and solve it. They understand that they must act with others to 
contribute to change. They believe that to do nothing is to reinforce the status 
quo; not to decide is to decide; if you are not part of the solution, you are part of 
the problem (Bishop, 1994, 110, emphasis in original). 

It takes a lot to get to the point of accepting that inaction perpetuates oppression, and in 

order to be able to realize this, each person must come to terms with their own privileges 

and the ways that they are part of others' oppression(s). As Rozena Maart (2009) 

suggests, a major part of the struggle for white people travelling abroad is that we don't 

sit around the dinner table talking about what it's like to be white, and we often haven't 

asked ourselves what makes us white. We don't ask ourselves who we are because we 

have never had to think about it — and this is a privilege. People from developing 

countries, who are marginalized (and people of colour in "developed" countries), have to 

think about it, because they live the effects of it (Maart, 2009). 

In the following journal entry, I am working through coming to terms with the 

extent of my privilege. I wrote this journal entry while I was working with the Rural 

Teacher Education Project, witnessing the extremes between privilege and 

impoverishment heightened my sensitivity to my own privilege. 

Driving between schools today, alone in the huge 8 person van, past people walking with 
their children on their backs, herding their cows beside the road, waiting to catch taxis 
[public transport vans], sharing rides in the back of a truck, I was thinking about the 
power of class, and privilege. Before coming I was filled with fear. Fear of all these 
"don 'ts " I was warned of before coming and I definitely underestimated or overlooked 
the power of class and privilege. I felt extremely wealthy driving past all these people, 
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extremely wealthy. And the privilege of being able to find the resources to travel here, to 
learn, to have accommodation and food, (far beyond the tremendous privilege of not 
constantly worrying about meeting my basic needs) has filled me with a sense of 
responsibility. 

This experience provided me with an appreciation of the extent of my privilege, which, as 

many authors have argued, is an integral part of bearing witness and becoming an ally. I 

learned through this experience that becoming aware of our own privilege better equips 

us to be able to bear witness to others' stories, better able to actively listen to others share 

their experiences. I also felt instilled with a sense of culpability for my privilege which 

has empowered me to take a more active in every community I am a part of. 

Bearing witness and becoming an ally are about far more than coming to terms 

with one's own privilege — although this is a necessary step in the process. It is also 

about holding oneself accountable for the privileges one carries as a member of an 

oppressor group(s). Fasset and Warren (2007) argue 

being a critical scholar... is not about escaping your implication or complicity in 
systems of power, but, rather, about living there in that uncomfortable space, in 
that tension, and seeking change not just from those around you but from yourself 
as well (88). 

Being an ally means holding those around us accountable for their actions, especially 

those who are in the same oppressor group(s) as us. 

I wrote the following journal entry after having returned from South Africa. I 

remained actively involved in critical pedagogy work after returning because of my 

dedication to praxis and my belief in the need to continue feeling and acting throughout 

my research process, even as I was engrossed in the writing component of my thesis. At 

the time of this journal entry, I had just returned from a talk by a visiting professor who 

was lecturing on critical pedagogy and his fight against his own oppression. This speaker 
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made a number of comments from the privileged position of a (white, male) professor, 

which I felt undermined feminism and anti-racism work and warranted him being held 

accountable for. 

/ don't want to forget this anger I'm feeling right now. And the willingness to act and 
hold those around me accountable. Witnessing a white male professor be given the 
opportunity to share his experiences of oppression within academia who proceeded to 
use that platform as a means by which to undermine feminism and anti-racism activism 
by arguing against the need to listen to others' experiences of oppression compelled me 
to want to hold him accountable for his dangerous statements. For me, this meant asking 
him if he fully appreciates the need, as white people, to listen to stories of violence from 
people of colour, who have faced oppressions different from our own, in order to be able 
to work towards unlearning our racism on a path towards working together in solidarity. 
1 also asked him if he was aware of the ways in which our very positioning can mean that 
we are members of oppressor groups, and that we must do the work to learn about people 
who face oppressions that differ from our own. A number of other students attending also 
made an effort to hold the professor accountable for his words, despite being in the 
minority. 

Looking back on this reflection, I realize that I have learned about the implications of 

positionality and about how dangerous words can be when they are from someone in a 

position of power. I also learned about the courage that it takes to step up and hold 

someone in a position of power accountable, but also about the strength that can be 

gained in this work through solidarity. I learned the importance of respecting youth as 

knowledge producers (in this case, considering myself and the other students as youth 

producers). The reaction of the professor to students' concerns was to become defensive 

and to say that those who were challenging him must not understand his argument. This 

taught me the need to be open to learning from youth who may provide new insights into 

our work. This experience also reiterated that unless we do the hard and sometimes 

painful work of listening to others' stories, unless we are willing to take responsibility for 

our own privileges within the web of power, we, as Salverson (1994) says, are just 

wearing "masks of solidarity." 
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Bishop (1994) discusses many of the lessons she learned through conducting anti-

racism workshops in Nova Scotia with her friend and colleague, an African-Nova 

Scotian, describing how many of the workshops they facilitated erupted into conflict; 

rarely did they make it through without strong reactions (and often backlash) from 

participants. Bishop groups the reactions of white participants into three categories that 

are helpful when thinking about people's reactions upon learning about others' 

oppressions in which they are implicated. The three groupings of reactions she lists are: 

1) the "backlashers," who deny the existence of racism while making racist 
statements and expressing outrage that they are forced to listen to stories of 
racism 

2) the "guilty," who personalize the issue and become defensive and paralyzed and 
3) the "learners" or "allies," who use any opportunity to learn more and then act on 

what they learn (Bishop, 1994, 109) 

Although any categorization is problematic because it is necessarily exclusive, these 

categories are helpful in providing a starting point from which to critically examine 

participants' responses within workshops. By reflecting on her own learning curve as a 

facilitator Bishop (1994) emphasizes the idea that everyone should think of themselves as 

always involved in a learning process "When you begin to teach something, you find out 

what you do not know. This workshop was truly a learning adventure for me" (109). 

With the knowledge that Bishop is not suggesting her text be the ultimate recipe book for 

creating good allies, but rather that it is a starting point from which to critically engage in 

the lifelong process of becoming an ally, it is helpful to review the characteristics Bishop 

provides of allies: 

their sense of connection with other people, all other people; 
their grasp of the concept of social structure and collective responsibility; 
their lack of an individualistic stance and ego, although they have a strong sense 
of self; 
their sense of process and change; 
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their understanding of their own process of learning; 
their realistic sense of their own power; 
their grasp of "power-with" as an alternative to "power-over"; 
their honesty, openness, and lack of shame about their own limitations; 
their knowledge and sense of history; 
their acceptance of struggle; 
their understanding that good intentions do not matter if there is no action against 
oppression; 
their knowledge of their own roots. (Bishop, 1994, 111) 

In the following journal entry, I reflect on Bishop's characteristics of allies, and how they 

relate to the characteristics of allies I relied on when facing my own oppressions. 

/ recognize many of Bishop's characteristics of allies as ones belonging to allies who 
have helped me in the oppressions I face (especially when I was coming to terms with 
heterosexism while travelling in South Africa) and as characteristics I strive to 
demonstrate in becoming an ally. 

The last point that Bishop makes is the importance of having knowledge of one's 

own roots in becoming an ally. As Salverson (1994) argues, part of bearing witness and 

becoming an ally is being aware of one's own positionality so that you do not lose your 

own subjectivity in another's: 

With no identity of our own we cannot allow someone else to be different or 
separate; our whole sense of self is bound up with theirs. I am not suggesting 
activists contact their own oppression because it is the same as that of others. 
Quite the contrary. By feeling and knowing our particular life structures and 
experiences, both as recipients and perpetrators of violence, we can then become 
visible ourselves, and enter honestly into relationship and solidarity with others. 
(168) 

It is crucial that those involved in critical pedagogy work have a sense of and have 

reflected on their self-limitations, their power, and their privilege, as part of the process 

of bearing witness to others, or they risk losing themselves in others. Knowing oneself 

and being self-reflexive is also an important step in building relationships with others, 

which forms the backbone of bearing witness and becoming an ally. 
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Being aware of one's own positionality and being open about the process of 

learning and unlearning about oneself relates to the point discussed earlier about 

vulnerability. One way of being vulnerable and learning with others is being open and 

transparent about where one is at in terms of learning about one's roots, one's 

positionality and history. I wrote the following journal reflection near the end of my time 

in South Africa, when I was almost finished working with the groups I was involved 

with. During my time working with these groups, I had faced many curious questions 

about my country of origin. This reflection is on how I felt about not having many 

answers to the questions I was being asked. 

When travelling in South Africa, I became acutely aware of how little I know about my 
own history (or, rather, herstory). Travelling made me want to learn more about my own 
country, especially in terms of the oppression that had been perpetuated by my own 
government. Throughout my time in South Africa, I felt ashamed that I didn 't know more 
about my own country, that I didn't have more to share with those who were curious 
about my country of origin. I kept thinking about how I am a middle class white 
Canadian, and how I try to be aware of privilege, but the nature of my class is to be 
comfortable and silent - claiming to be the 'neutral' base from which others are 
measured. It's like we are the ones sitting on the comfy lazy boy chairs in the world living 
room. We differentiate ourselves from the 'elites' — those we perceive to be sitting on 
upper class thrones — and sometimes we spend so much timing looking up and critiquing 
those on the thrones above us we forget that there are others sitting on the floor and 
many yet to be allowed in the room. 

I gained from this experience and my subsequent reflections a desire to learn more about 

my own history/herstory so that I can be better aware of myself and my surroundings, and 

thus better equipped to work alongside others in solidarity against oppression(s). 

5.1 Complications and Challenges to Bearing Witness and 
Becoming an Ally 

Some people give up on this work of becoming an ally before they even begin. 

Some people feel frozen into inaction; even the thought of beginning this work is too 

overwhelming. Critical pedagogy takes a lot of time, requires sustained energy, and is not 
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the kind of work you can pick up and put down at your leisure — it is not easily 

contained or restrained once you have committed to engaging with it. This can be 

daunting to some and is enough to turn many people off. If you are looking for an easy 

answer, a quick fix, or for that nagging guilt about the privilege you bear to just go away, 

leave you alone, and let you continue on with your life, critical pedagogy is not for you. 

Having said this, it is not the intention of critical pedagogy to be intimidating, to scare 

participants out of engaging, or to make everything seem hard, difficult, and complex. 

Quite the opposite — it is in the interest of this field of study to remain open to those 

willing to try, to engage with as diverse a group as possible, and to be approachable. 

Salverson (2008), in exploring the relationship between failure, witnessing, and 

displacement in a drama class she taught at a Canadian university, notes: "Our 

contemporary zeal for critical thinking is having the effect, however unintended, of 

creating a community of people (including students) who are stuck in a paralysis of 

caution, and who find it increasingly difficult to act in the world" (246 - 247). This 

"paralysis of caution," as Salverson describes, speaks to some of the responses teachers 

in South Africa gave when asked about how their students reacted to the arts-based 

methods they were introducing. A few of the teachers mentioned that they were met with 

student resistance when introducing new methods. One teacher mentioned that it was 

initially a shock for students when they were being introduced to critical pedagogy 

methods.27 Another teacher explained that they faced difficulties in bringing in these 

methods, and that resistance of the students seemed to depend on how long they had been 

in the education system and how much they were accustomed to the banking model of 
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education. This teacher mentioned that new students or students less indoctrinated by the 

banking model of education would grab onto the new methods and seemed to enjoy 

learning about and engaging in them.28 

One teacher mentioned that they faced prejudice in the classroom and that there 

was a tendency of white students, when taught by black lecturers, to feel "a bit smaller" 

because they are used to it being the reverse. This teacher suggested that there are some 

major systemic imbalances that have developed in South Africa throughout history that 

need to be redressed, particularly the economic imbalances. They argued for the need to 

educate and free the mind of oppression in order to be able to work towards ending the 

prejudice faced in South Africa. 

Bearing witness and becoming an ally is difficult work, made increasingly so by 

intersecting identities and persistent power relations. One of the major challenges in 

bearing witness and becoming an ally is the difficulty of defining who is oppressed and 

who are the oppressors in a world where people have intersecting and complex identities. 

Salverson (1994) discusses this blurring of boundaries and shifting lines of definition: 

...tensions occur if the lines between "us" and "them" become uncertain. How do 
we handle that huge contradiction between empathizing with the "oppressed 
within the oppressor," and naming (and acting against) oppression? This is of 
particular significance among those of us who identify ourselves as privileged... 
What does an activist feel when identifying with the oppression of another? Is the 
identification conscious? Who is helping whom? This question directly affects our 
work and our experience of solidarity. (165) 

These challenges of defining oppressor and oppressed are increasingly complex when 

doing this work across borders and in communities far away from our own. 

Interview 04/08/08 
Interview 24/07/08 
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Those who choose to engage with critical pedagogy to foster allies through 

exposing perspectives on power and relationships must be willing to engage in continual 

dialogue and a cyclical process of evaluating and re-evaluating. A truly important part of 

bearing witness and becoming an ally is exposing power structures with the intent of 

disengaging them. This is risky work and there is a lot at stake when people are allowing 

themselves to be vulnerable and are potentially discussing issues they haven't explored 

before. There really is no way when doing critical pedagogy work with people from 

differing backgrounds — especially within the context of international development — 

that participants or facilitators can have even the remotest grasp of the complex internal 

power structures and hierarchies. Power dynamics are often difficult to expose, address, 

and unlearn, a challenge that is more difficult in workshops that do not extend over a long 

period of time. There is no way to be aware of all of this when working within one's own 

context, let alone when practicing these methods in a foreign context. As careful or 

observant as one is when participating in these exercises, there is always the risk of 

reinforcing power hierarchies. This is why it is extremely important for those who are 

dedicated to bearing witness and becoming an ally to remain open to (and encourage at 

every given opportunity) feedback. Those participating in critical pedagogy exercises in 

the context of development work must bear in mind that in relation to community 

members, they know very little. After all, community members live in the context, and 

those engaged in development work are usually temporary visitors with a round trip 

ticket. 

"The Great Game of Power" enables facilitators and participants to learn about 

constructions of power relations in a way that allows for challenging different 
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understandings and for complexity. "The Great Game of Power" is from Boal's (1992) 

Games for Actors and Non-Actors, and involves the use of a table, five chairs, and one 

small inanimate object (like a water bottle, for example). Participants are encouraged to, 

one at a time, approach the objects and arrange them so that one of the chairs is the most 

powerful object. After all interested participants have had their turn, the group chooses 

one of the arrangements to work with for the next stage of the game. In the next stage, 

one person enters the image and makes themselves the most powerful figure in the image. 

This continues, with one person at a time becoming the most powerful part of the image 

until time is up or until participants have exhausted all options. During this activity, 

others may see the exact same arrangement of the objects in an entirely different light and 

may have a completely different frame of reference for understanding the images of 

power being constructed. With infinite possibilities for defining the oppressor and 

oppressed and for understanding power dynamics, this game provides the opportunity for 

those participating to learn about differing conceptions of power. This game also 

provides the opportunity for participants to better understand how they construct power 

relations, and how others around them construct power relations. Below is my journal 

reflection on what I learned through playing this game with different groups in South 

Africa, especially in terms of power dynamics and difficulties of defining oppressor(s) 

and oppressed. 

I played The Great Game of Power with many different people throughout my research 
process. Through playing this game with others, I learned so much in terms of power 
relations in people's lives. I learned about the power of teachers, the power of 
bureaucracy, of standing in lines, the power of who drives taxis and controls transit, the 
power of learners within classrooms, the power of women as those holding up and 
supporting their families and their communities. Through playing this game, I was able 
to bear witness to others' learning processes, and grow to appreciate a variety of 
different perspectives on power relations. This game made me acutely aware of the 
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simple fact that everyone sees the world differently, and that people's perspectives can 
change. 
I witnessed youth learning about their peer's understandings of power, some of whom 
conceived of power to be in a hierarchy form, with the most powerful being on top, with 
power over others, others who conceive of power as being from the bottom up, with the 
most powerful people being those supporting everyone else. I also witnessed student 
teachers coming to terms with the idea that power is fluid and always shifting in the 
classroom, realizing that learners bear a lot of power in the classroom. 
Through this game, I learned that at any given moment, there are many different 
constructions and deconstructions of power happening, according to who is in the room. 

After having played this game, I have learned an important lesson about bearing witness 

and becoming an ally - everyone perceives of power structures and relationships 

according to their own background and life experiences, and consequently, defining the 

oppressor and the oppressed can be a challenging task. Add to this the challenge of 

persistent power dynamics within groups and between participants and facilitators, and it 

becomes obvious that becoming an ally is never ending work. 

Boal (1985) suggests that body motions are conditioned by social status and 

oppression(s) faced (127 - 128). He argues that through growing aware of our body 

motions and challenging them, we are learning to challenge our social status and our 

oppression(s). But what happens if the group of people that have been brought together is 

varied in the oppression(s) they face? Can power dynamics be perpetuated through 

participants' involvement in critical pedagogy exercises? How are we to learn how to 

bear witness and become an ally for others facing oppression(s) when we carry our own 

expectations, understandings, lenses, and perspectives on oppression? Is it the nature of 

critical pedagogy work that all participants will see what they see in the activities based 

on their own life experiences and understandings, and will learn what they are ready to 

learn from others? There are no easy answers to these questions but they are important to 

bear in mind when practicing this work. 
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5.2 Conclusion 

This chapter provided insight into the process of bearing witness and becoming an 

ally, highlighting some of the challenges and complications in doing this work. Personal 

narrative was employed as a self-reflexive approach to better understand how critical 

pedagogy provides a method for fostering allies through exposing perspectives on power 

and relationships with youth in the role of knowledge producers. 
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CHAPTER 6 
CRITICAL PEDAGOGY AND PRACTICE: LIMITATIONS AND 

CHALLENGES 

The purpose of this chapter is to review the lessons learned through the research 

process for this thesis in terms of the limitations and challenges of doing critical 

pedagogy work within an international development context. This chapter reflects a 

culmination of my work as an action researcher doing critical pedagogy work with youth 

in South Africa. While critical pedagogy is a means of providing an alternative form of 

education that exposes and challenges power structures, there are many challenges and 

limitations of this work. The limitations and challenges of this work reviewed in this 

chapter are: questions of sustainability, challenges in determining if this work is effective, 

and some new challenges that are specific to practicing alternative development work 

today. 

6.1 Sustainability of Critical Pedagogy 

As was discussed in chapter four, the demands on facilitators are intense, and 

critical pedagogy is never-ending work. In order for critical pedagogy to happen, there 

must be facilitators willing to engage in it and, consequently, the sustainability of 

facilitators is important to consider. I learned a lot about the demands on facilitators and 

the sustained energy it requires while volunteering and conducting my fieldwork in 

Durban, South Africa. I quickly learned that it is easy to get burned out, and about how 

important it is to check in regularly with oneself and fellow facilitators in order to ensure 

everyone is taking care of themselves. The following journal reflection was written in the 

midst of my researching and volunteering in South Africa, at a time when I was feeling 

the effects of how difficult it is to sustain oneself when engaging in this work full time. 
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/ am so tired. I'm not sure if ever in my life have I been this utterly and completely 
exhausted. Since the moment we hit the tarmac in Durban, my mind has been blown open 
to learning brand new things, and it's only been speeding up as time goes on. I feel like 
my energy level is creeping towards empty (and in need of recharge) and yet the tasks 
that lie ahead of me are ever growing. And I don't want to lose my cool and I don't want 
to have thin patience (but I am worried this may happen). One particular person is 
pushing every one of my buttons (repeatedly and repeatedly) and it's so excruciatingly 
draining. 
I feel like my sense of optimism or hope is also depleting slowly, despite all of the 
miraculous wonderful things I've been witness to here. No, that's not true, I know that my 
hope and optimism remain, but they do grow increasingly difficult to bear in mind when 
my exhaustion is mounting. 

Looking back on this reflection, I realize that I have learned that facilitator burn-out 

greatly impacts sustainability because if facilitators are exhausted, it becomes 

increasingly difficult for them to be present at their workshops and be aware of 

everything they need to be aware of while facilitating. In addition, if facilitators burn out 

and stop doing their work altogether, it is more unlikely that they will take the time to 

train other facilitators and pass on the knowledge they have learned. 

Critical pedagogy is time-consuming and requires a lot of energy on the part of all 

involved. This raises questions in terms of the sustainability of this work because learning 

to facilitate critical pedagogy methods involves committing to a process of continual 

learning, training, and self-reflexivity. All of these things take time and, arguably, a 

certain degree of privilege considering that much of the work in this field is either 

underpaid or not paid at all. Training often requires money and time and/or the resources 

to be able to find out about it in the first place, suggesting that this work faces some 

challenges in terms of maintaining accessibility for as many people as possible. In the 

following journal entry, I reflect on my experiences with trying to make critical pedagogy 

work sustainable in the Rural Teacher Education project I was involved in. 
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A co-facilitator and I worked on a debriefing handbook for the student teachers involved 
in the Rural Teacher Education Project, detailing the critical pedagogy exercises we did 
throughout the debriefing sessions. With this handbook, we tried to make it as accessible 
and user-friendly as possible, however, it is questionable how much it will be used over 
time. The reality is that teachers are very busy and don't have much time for 'extras' 
outside of basic curriculum. With the toolkit of arts-based approaches to HIV that I was 
also involved in, we made an effort to make it as accessible as possible, but still few 
teachers read or used it in their classrooms. 
What we did learn from this was that experiential learning is a great way to introduce 
new methods to teachers because almost every activity we did during the debriefing 
sessions was used by at least one teacher in the classroom. However, this training was 
restricted in that it took time to introduce to the students, and involved a limited number 
of student teachers. 

This experience and my reflections on it have impacted my future work by making me 

aware of the need to make critical pedagogy resources as accessible as possible, and of 

the need to consider audience and time constraints in designing resources. 

Although much critical pedagogy work is timeless and can be applied to different 

contexts, there are always new advancements being made in the field, new books 

published, articles written and innovations made. This also requires both time and 

privilege to learn about, access and read new literature. However, it should be noted that 

many critical pedagogues are committed to making their work accessible to a wide 

audience, and often trainings are available on a sliding scale or offered at discounted rates 

to make them more accessible. Boal funds much of his critical pedagogy work with 

resource-poor communities in Brazil through charging more for trainings that he offers 

throughout areas of the world such as Canada, US and France.30 This is one way of 

sustaining this kind of work throughout different areas of the world, charging more to 

people who can afford it, less to those who can not, and making trainings free for those 

who wish to engage in it but lack the monetary resources. 

See http://www.theatreoftheoppressed.org for information on Theatre of the Oppressed 
workshops and trainings happening around the world. 
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Another important issue in terms of sustainability is funding. Of the groups that I 

worked with throughout my research process, none had sustained sources of funding — 

for most it was a matter of patchwork to pull together bits of funding from many different 

sources, which was only possible through in-depth knowledge of funding sources. The 

groups I worked with also had to deal with strings attached to funding which placed 

limitations (but also provided potential) on project areas. The funding for the groups I 

worked with was fragile and unstable at best - non-existent at worst. The Sekwanele 

group I worked with lacked any funding at all, but not for a lack of trying. It had actively 

been seeking out funding but had not yet managed to secure any. The Rural Teacher 

Education Project lacked any sustainable funding and it almost shut down in its second 

year, despite all the benefits and successes of its first year. For this project, funding 

arrived last minute and was from a patchwork of different sources. DramAidE had 

limited funding available for the project I participated in, and this funding came with 

strings attached. For example, DramAidE received funding from an outside source, which 

required that they concentrate a certain percentage of their efforts on abstinence-only 

education. 

Because of the nature of this work, it is not appealing to funders as it takes time, 

requires sustained energy, and does not have easily measurable outcomes. Arlene 

Goldbard (2006) discusses some issues that apply to the funding of critical pedagogy 

work: 

Freedom to experiment and even fail is essential to the process. But optimal 
conditions are seldom found. Often, funders require that projects be mapped out 
in detail at the proposal stage, and funding can seldom be secured without a high 
degree of specificity (148). 
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These requirements place challenging constraints on critical pedagogues' ability to apply 

for, and secure, funding. 

While critical pedagogy demands bottom-up, learner-centered pedagogy in 

development, almost all of the funding money is distributed from the top down and 

decisions about projects and funding are made by people far removed from where the 

projects are actually implemented. Some people pushing development agendas are 

completely detached from what is happening on the ground, and are making decisions for 

participants and not alongside participants. In addition, Goldbard (2006) argues "...the 

intensity and complexity of evaluative demands seem to rise in inverse proportion to the 

resources at risk: small, marginal, experimental projects are much more often expected to 

quantify and substantiate effects than are their red-carpet counterparts" (155). This places 

additional burden on those that are seeking funding, and on the ability of this work to be 

sustainable. One critical pedagogy alternative to the development problem of top-down 

hierarchically structured organizations and funding distribution would be to have the 

people involved in the projects and those affected by them actively involved in making 

all the decisions, including in regards to funding. This could be done through Boal's 

(1998) method of legislative theatre, which he used in Brazil as a way of involving the 

public in determining laws for him to propose as a legislator. 

Another issue in terms of sustainability is the question of how practitioners go 

about leaving the community in which they have been working. Arguably, there is never 

a "good" or "appropriate" time to leave a community — it is the nature of this work to be 

always in progress. This brings up the question of who gets to decide that it is time for 

critical pedagogy work to come to a conclusion? What does it mean for a project to end? 

119 



Who is responsible for ensuring that what is learned during this work continues and has 

lasting impacts? Are participants ever liberated enough to stop practicing this work? 

These are questions that practitioners and participants have to work out on their own, 

according to the particular time, location, and context of their work. 

All of the projects I was involved in as researcher and participant were deeply 

rooted in the community, and they all made strong efforts to foster sustainable 

relationships with the communities in which they are working. All of the projects were 

committed to continuing to work in and for the communities they were involved with. 

With the Rural Teacher Education Project in particular, the student teachers who were 

involved made conscious efforts to make the work that they did in the schools 

sustainable. For example, one of the student teachers who started an after-school soccer 

program for girls at one of the high schools made an effort to find coaches who could 

take over for her after she left. Another student teacher who started an after-school poetry 

club made a booklet of poems the learners had selected to be published, and distributed 

this booklet to all of the learners involved. Many of the student teachers involved in this 

project have maintained contact with the learners at the high schools via cell phones, and 

some have even made trips to the school since the project finished. However, it should be 

noted that student teachers found it challenging to bring about any form of change that 

was sustainable throughout this project, partly because of the limited time and resources 

available to the full time staff that worked at the rural schools. 

It is important for those involved in critical pedagogy work to make links with 

related work happening in their particular community. Critical pedagogy work is just part 

of the process of social change — it is not the process. Thus it is vital that those involved 
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in this process make an effort to link with other activists, other community groups and 

projects, and other support services so that when it is time for the project to come to a 

close, participants are left with connections they are able to seek out if they wish. The 

DramAidE project I was involved with made a conscious effort to link high school 

learners that they engaged with to the available resources in the community. For example, 

the DramAidE facilitator linked teens that were facing abuse, HIV infection, pregnancy, 

as well as a number of other issues with local community supports. 

6.2 How Do We Know if It Works ? 

A major challenge of critical pedagogy work involves grappling with how 

to evaluate and measure its success and how to determine if it is not working. Who 

is responsible for evaluating this work and how do they determine which methods 

to use? If the focus of critical pedagogy is on process rather than product, must 

evaluation mirror this and be a continual process? How does one determine 

measures of success in this form of work? Who defines the parameters used to 

determine whether this work was "useful" or "helpful" or brought about "positive 

social action" for those involved? How can one ever be sure that actions, dialogue, 

change and realizations happening through critical pedagogy methods translate into 

real life? These are all questions that do not have easy answers - and every group 

and facilitator doing this kind of work will have to come to terms with these 

questions on their own. Arlene Goldbard (2006) explores the process of evaluation 

in community arts and education, and suggests some guiding indicators of success 

that can be used when conducing evaluations of critical pedagogy work: 
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Practitioners and participants develop a mutually meaningful, reciprocal and 
collaborative relationship, useful and instructive to all; Participants enter fully 
into roles as co-directors of the project, making substantial and uncoerced 
contributions to shaping all aspects of the work, and setting their own aims for the 
project; Participants experience a deepening and broadening of their cultural 
knowledge, including self-identity, and a greater mastery of the arts media 
deployed in the project, with openings to further learning and practice as desired; 
Participants feel satisfied with what they have been able to express and 
communicate through the project; Participants' self-directed aims for the project 
have in their own estimation been advanced and any aims for external impact (e.g. 
sharing or distribution of products) have been achieved. (154) 

These questions are focused on the process of critical pedagogy work and are 

meant to be guidelines for those involved to check in and evaluate what they are 

doing while in the process and afterwards. However, two of the terms that 

Goldbard uses in her guidelines for evaluation, "uncoerced," and "deepening and 

broadening of cultural knowledge," are difficult to define and determine. This is in 

part because the definitions may differ based on who was able to provide active 

input into the process of defining them. Who defines "uncoerced," and what 

process do they use to come up with their definition? Similarly, according to whom 

is "deepening and broadening of cultural knowledge" defined, and how did they 

devise their definition? It seems as if defining these terms may prove to be a 

difficult task, further complicating the challenge of critical pedagogy methods. 

Thinking about measures of success and how to determine if critical pedagogy 

methods are effectively working towards what they have set out to do raises a number of 

questions. Can this work be ineffective, or, even worse, detrimental for those involved? 

Acknowledging the risks critical pedagogy takes, and that there can be a lot at stake for 

those involved, is it even possible to determine if harm has been (or will be) caused to the 

participants? How do facilitators gauge whether they are effectively creating a safe 
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learning environment for all participants? Is there such a thing as "bad" discussion or 

dialogue? What is at stake in not presenting the "right" response or in not creating "good" 

dialogue? 

Lynn Dalrymple (2006) explores many of these questions surrounding the 

effectiveness of critical pedagogy work, noting that questions like these have challenged 

practitioners for many years in South Africa: 

In theatre-for-development (TfD) projects that were practised throughout the 
developing world the dominant question was, "has the process liberated or 
domesticated its target audience?" Clearly in the South African context these 
questions related to ideologies that supported the struggle for freedom and an end 
to apartheid. Yet there were no clear cut criteria established for answering these 
questions. Importance was attached to the participatory approaches underpinned 
by Paulo Freire's educational principles but questions about whether or not these 
projects made an impact, and if so, what kind of impact, remain unanswered. 
(203) 

It seems that even today, challenges remain in determining the impact of critical 

pedagogy work, and there appear to be no "clear cut criteria" established for 

answering these questions. 

Although the focus of my research was not specifically on monitoring and 

evaluation of critical pedagogy methodology, I was able to gain a better 

understanding of these processes through participating in the evaluation process of 

the Rural Teacher Education Project that I was involved with in South Africa. This 

project hired an external evaluator to monitor the outcomes and evaluate the 

success of the project. The evaluator conducted his evaluation using a participatory 

model, visiting two high schools where the project took place, conducting 

interviews and focus groups with a number of people involved in the project. The 

evaluator interviewed the principals as well as a number of teachers involved in the 
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project at the high schools, and he conducted focus groups with high school 

learners in all grades who had been involved in the project. He also interviewed a 

number of student teachers who participated in the project, as well as all of the 

facilitators. As I was one of the facilitators of the project, I was interviewed as part 

of this process. As a participant in the evaluation process, it was interesting to learn 

about an evaluation process of a critical pedagogy project, and to witness the 

process the evaluator went through to come up with suggestions for improvement, 

which seemed to be a rather involved and elaborate process. 

In addition, the evaluation from the previous year of the project, conducted 

by the same evaluator, proved to be quite useful to those of us facilitating as it 

helped in providing an enriched context for the project, and made a number of 

useful suggestions that contributed towards shaping the project for the following 

year. Specifically, reviewing previous evaluations provided us with information on 

challenges faced in the first year of the project, from the perspective of many 

different people involved in the project, including learners, student teachers, mentor 

teachers and facilitators. This informed both the structure and content of our 

workshops. Reviewing the evaluation from the previous year also enriched my 

understanding of the usefulness of evaluations, convincing me of the importance of 

participating in the evaluation process at the end of the Rural Teacher Education 

Project that I was involved in. 

Inherent in critical pedagogy seems to be faith in the people of the oppressed. At 

the root of this work, I have witnessed hope: hope that if people are brought together to 

engage in critical pedagogy work, consciousness will be raised, and people will better 
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understand the strength of working together to challenge oppression(s) and power 

structures and will seize the opportunity to initiate change in their own lives. However, it 

remains important for practitioners involved in this work keep asking themselves tough 

questions about the effectiveness of the methods they are using, in an effort to hold 

themselves and the methods they are using accountable. 

Further questions to raise about evaluating critical pedagogy relate to issues of 

authenticity. How do we determine if critical pedagogy work is authentic? What makes it 

more or less authentic? Is it possible for this work to be inauthentic? How does the role of 

the outsider fit into discussions of authenticity? For example, are plays around HIV and 

AIDS in rural South Africa more authentic if they come from people living in that 

context? Is there an authentic role for a privileged outsider? Can authentic work be 

created when outsiders are involved in the process? Must authenticity always be defined 

from within? In the following journal entry, I grapple with defining authenticity in terms 

of the work in South Africa that I was involved in. 

Part of the nature of this work is that we are to hold ourselves accountable, and 
have the duty to ask ourselves how we have been impacted by our involvement in 
these methods. 
I know that my life has changed drastically since I became engaged in critical 
pedagogy methods. From the first pedagogy and theatre of the oppressed 
conference I attended before travelling to South Africa for my fieldwork to the 
critical pedagogy I incorporate into the workshops I have been conducting since I 
returned from South Africa, my life looks much different now and I feel more 
accountable for myself and my privilege than I ever have before. 
It is my understanding of critical pedagogy authenticity that it is very much defined 
from within, according to those who are participating. I personally define work I 
am involved in as authentic if it unmasks reality, raises consciousness, and engages 
those involved, working towards ending oppressions). But that is my definition that 
I use while practicing this work, and I'm not sure I feel comfortable applying it or 
using it to evaluate others' work. I think that it is up to the people involved in this 
work to hold themselves accountable and to decide collectively amongst the group 
they are involved with if- according to their own definition - the work they are 
involved in is authentic. 
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This reflection is illustrating my thoughts on authenticity of critical pedagogy work based 

on my experience of working with three different projects in South Africa. I learned 

through these experiences that I really have no right to judge a project's authenticity from 

the outside. I grew to appreciate that I am only comfortable speaking to a project's 

authenticity if I am an active participant within that project. This impacted my future 

work by affecting when and how I make judgments on the authenticity of critical 

pedagogy work. 

6.3 New Challenges Today 

Because development has been happening for many years now in South Africa, 

people living in communities that have been witness to or participated in a number of 

development projects grow accustomed to the process, and become experts in how the 

development process works. People who have participated in a number of development 

projects develop expectations of how the process works, and consequently may expect 

development practitioners who enter their communities to act in a certain way and to ask 

particular questions. The following journal entry was written during the time when I was 

working and researching with the Rural Teacher Education Project. In it, I question the 

impact of having multiple development or research projects in one area and ponder how 

this affected learners' responses within the project I was involved in. 

The Rural Teacher Education Project I was involved in was working from an established 
relationship with the schools and surrounding communities. However, at times, the 
project felt like a revolving door of researchers coming to stay for anywhere from a few 
hours to a few days, and then leaving with the information required to help them get 
published. 
I find myself questioning whether learners in the high schools, based on repeated 
interactions, have established certain ways of interacting with those of us here to do 
research. A fellow intern and I had many conversations about how we wondered how 
participants were affected by continued interactions with outside researchers. Even when 
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the methods we were practicing were participatory, and the pedagogies we ascribed to 
learner-centered, still, questions begged at the backs of our minds: did they have 
perceptions of what we were interested in hearing? If so, what did they think we wanted 
to hear? These questions framed the difficult ethical quandaries 1 found myself in when 
conducting research throughout my time in South Africa. 

I learned through this reflection that some aspects of short-term academic fieldwork do 

not appeal to me. I learned that even research connected to the local community, that 

makes a conscious effort to be participatory, can still be problematic. I also grew to 

appreciate through this reflection the need for continual self-reflection when doing 

research as an academic. It is important that academics conducting fieldwork remain 

vigilant about the ethics of the research they are involved in. I learned through this 

experience that when practicing critical pedagogy methods within the context of 

development, it becomes increasingly challenging to break through the banking education 

model, to expose the complex power hierarchies, and to create a space where participants 

feel like they are not under pressure to provide answers according to what they think 

facilitator(s) or researchers are looking for. 

Another challenge particular to practicing critical pedagogy methods in the 

context of development is the difficulty of maintaining sustainable relationships. When 

facilitators travel far from their home to practice these methods, and are not sure when (or 

even if) they will be able to return, it becomes increasingly difficult to forge sustainable 

relationships. In the following journal entry, I reflect on my experience of returning to 

South Africa some months after I had completed my research, and what I learned through 

this in terms of challenges in maintaining sustainable relationships across far distances. 
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/ was surprised when I returned to South Africa seven months after completing my 
fieldwork at how many of my friends I had made when I was there doing my fieldwork 
remarked that they were happy to see me back. A few told me that they didn't believe that 
I would ever return until they saw me in front of them again. This made me think about 
how many people likely travel and do work like this for a short time, promising to return, 
but are never to be seen again. I realize that there are many barriers to creating 
sustainable relationships in this context, not the least of which is the cost of travel. But I 
feel a strong connection to many people I met while travelling in South Africa, and I want 
to put in the work to maintain the friendships that developed while I was there. I know 
that this is hard to do, and that it is difficult under these circumstances to ever feel like 
one has done enough to sustain long distance friendships. And although advancements in 
technology have made staying in contact easier than ever before, not all of my friends 
have access to these technologies. 

I learned through these experiences about the challenges and difficulties of maintaining 

sustainable relationships within the field of international development. Cell phone 

technology and social networking websites have proven to be the most useful tools in 

sustaining my friendships with people in South Africa. However, access to these tools is 

limited and unreliable. 

A major lesson Boal (1995) learned in creating his methods, which development 

practitioners and researchers in particular should pay attention to, is the idea that you 

should only promote to the communities you are working with what you yourself are able 

to follow through on. Boal tells a story in the Rainbow of Desire about a conversation he 

had had with a peasant farmer named Virgilio, after he and a group of actors had finished 

singing 'Let us spill our blood,' at the end of a play about revolution, taking up arms, and 

taking back land. After the play had finished, Virgilio approached Boal and said, "Since 

you think exactly like us, this is what we're going to do: we'll have lunch, and afterwards 

we'll all go together, you with your guns, we with ours, and send the colonel's bullyboys 

packing..." (Boal, 1995, 2 - 3 ) Boal explains to Virgilio that although they are serious 

artists and believe in what they perform, their guns are fake and they are not ready to spill 
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their blood, despite singing about it. From this, Boal, and his reader, learn the lesson that 

it is dangerous and hurtful to suggest methods for others to challenge oppression when 

you are not able to take the same risks as those involved. Boal quotes Che Guevara in his 

opening pages as saying "solidarity means running the same risks" (as cited in Boal, 

1995, 3). Although perhaps its not possible for development practitioners to run exactly 

the same risks as those participating in their projects because often development 

practitioners are only temporary visitors, it is important that they make a sustained effort 

to open themselves up to be vulnerable and take what risks they can alongside 

participants. In the following journal entry, I reflect on Boal's lesson in terms of my own 

work in South Africa. This journal entry reflects my thoughts on working with all three of 

the groups I conducted research with. I wrote it when I was nearing the end of my 

research process, reflecting on the work I had done, the impact my research had on 

people I worked with, and the ethics of it all. 

/ am still struggling with the idea of only promoting what I am able to follow through on. 
I tried my hardest not to make any promises when I was doing participatory action 
research in South Africa that I could not keep. I worked to foster relationships with 
people that would withstand the test of time and distance. I tried to be clear with the 
limitations of what I was able to offer. I made an effort to only practice methods with 
participants that I had participated in myself. But I'm still not sure. I often question 
whether we should only work in our own communities, promoting change that we are 
able to follow through on and that we can maintain connection to in our own lives in a 
sustainable way. 

This reflection impacted me further because it helped me to realize that I should always 

be conscious of Boal's lesson of keeping ourselves in check and making sure that we are 

only promoting what we can follow through on. 
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6.4 Conclusion 

Through the use of personal narrative as a self-reflexive approach, this chapter 

explored some of the limitations and challenges of critical pedagogy work, specifically 

questions of sustainability, challenges in determining if this work is effective, and 

challenges that are specific to practicing development work today. This is important to 

consider within the broader context of this thesis because it improves our understanding 

of how critical pedagogy methods expose perspectives on power and relationships. 
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CHAPTER 7 
CONCLUSION: THE FUTURE OF DEVELOPMENT STUDIES, 

CRITICAL PEDAGOGY AND SELF-REFLEXIVITY 

"Doing critical communication pedagogy is about holding ourselves accountable for the 
ways we exist within the institutions that have shaped us." (Fasset & Warren, 2007, 89) 

Before leaving for South Africa, I was consumed with doubt and fear: doubt 

whether it was the right decision to do fieldwork internationally, doubt whether I had 

anything to offer the communities I planned on working with, and doubt whether or not I 

was going to be a drain on the time and resources of the groups I was interested in 

working with. This feeling of being almost frozen into inaction was one of the biggest 

challenges I faced throughout my research process. Eventually I made the decision to go 

to South Africa, and to conduct participatory action research. It was a difficult process 

for me to come to terms with the ethical implications of my travel, and my concerns with 

the ethics of international development work persist today. Through my research, I 

learned that the only way for me to deal with the paralysis of caution I was experiencing 

was to delve into practicing critical pedagogy methods. I also learned how much self-

reflexivity could improve one's understanding of these methods, and particularly their 

use in bearing witness and becoming an ally. 

There are many stories emerging out of alternative research methods that need to 

be told within the field of development, many stories that are often overlooked or 

ignored, and not given the space to be shared. The stories coming from these forms of 

research are often ignored within the dominant development paradigm, and are 

considered secondary to those that focus on the macro level. Research methods that allow 

space for exploring intersecting identities and of the difficulties faced in facilitating 

critical pedagogy methods that challenge the dominant development paradigm, that place 
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youth in the role of knowledge producers, are rarely heard about within the field. 

Research methods that include dialogue on the process of facilitators and participants 

negotiating their identities, while working together, bearing witness and becoming allies, 

are often excluded from development discourse. Using personal narrative as a self-

reflective approach, this thesis explored how critical pedagogy provides a method for 

fostering allies through exploring power dynamics and relationships. 

Critical pedagogy methods provide a useful approach through which those of us 

involved in development can make ourselves more aware of intersecting identities, 

confronting our own privileges and the ways that we are oppressive while working to 

bear witness and become allies. Given the persistent inequalities within South Africa, its 

rich history of civil society mobilization and particularly the active role that youth have 

played in this resistance, it provided a unique location to explore what can be learned 

from using critical pedagogy methods with youth in the role of knowledge producers. 

South Africa also provided a great case study to examine some of the particular 

challenges faced in carrying out this work. In the case of South Africa, critical pedagogy 

provides the potential for youth to be engaged as knowledge producers, producing 

knowledge for both their peers and for adults. 

Self-reflection provides the potential to enhance the use of critical pedagogy 

methods to foster allies through exposing perspectives on power and relationships, and 

particularly in engaging youth as knowledge producers. Being self-reflexive and knowing 

oneself is an important step in building relationships with others, which forms the 

foundation of bearing witness and becoming an ally. As a facilitator practicing critical 

pedagogy methods, self-reflection affected the way in which I facilitated, and impacted 
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how I constructed my future workshops. While self-reflection affected my practice 

positively by informing how I facilitated and particularly my awareness of the space that 

I took up as a facilitator and the ways in which I intervened or refrained from intervening 

in workshops, sometimes, it left me feeling more confused than I had been before. Self-

reflection did help me to identify aspects of facilitation that I wanted to improve on, and 

helped me place the work that I was doing within broader frameworks of anti-oppression 

work. However, sometimes it left me feeling as if what I was involved in was so complex 

that it was impossible for me to tell whether what I was doing was helpful in any way for 

participants. It was these realizations, which I reached through self-reflection, that led me 

to the understanding that it is important that facilitators hold themselves accountable for 

the work that they are involved in, because there is a lot at risk for everyone involved in 

doing this kind of work. There are many difficulties and challenges in practicing critical 

pedagogy methods, and self-reflection is one approach that can be taken to help come to 

terms with, and potentially work through some of these challenges, or at the very least, 

appreciate the complexity of practicing these methods. Journal reflections have been 

included throughout this thesis as evidence of the process of self-reflection in which I 

was engaged. 

One of the reasons why self-reflection is crucial in this kind of work is because of 

how it informs ideas of relationship. Take, for example, the issues of power and race 

within South Africa explored in this thesis. Because issues of race, power and inequality 

were so intricately woven within the situations I was involved in as a facilitator in South 

Africa, self-reflection on my own positioning as outsider was an integral aspect of the 

work that I did. Through facilitating critical pedagogy exercises and being self-reflective 
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on my experiences of practicing these methods, I learned about the tension that young 

people in South Africa feel when race is brought up. In this particular situation, self-

reflection improved my understanding of the implications of doing this work within areas 

where there are groups who have a history of struggle and inequality. Reflecting on this 

as an outsider, and allowing oneself the space to feel uncomfortable about situations one 

witnesses is really important because it allows one to delve deeper, and to think more 

critically about the implications of doing this work. In situations where there has been 

clear systemic conflict of some nature, self-reflection is vital. The challenges and 

difficulties in practicing these methods in international development contexts are very 

complicated, and self-reflection is one approach that is useful in coming to terms with 

some of these challenges, which allows the space for grappling with the complexity of 

practicing critical pedagogy methods. 

Power relations play a major role in development work, including when practicing 

critical pedagogy methods. "The Great Game of Power" is a game that was played a 

number of times throughout the research process for this thesis with a variety of different 

groups. In witnessing this game being played and seeing the many different 

configurations of power relations that youth came up with, a lot about was learned about 

power and the way that it is constructed. For example, even when looking at the same 

structure of power, there can be many different interpretations of who the most powerful 

actor is. In addition, "The Great Game of Power" teaches those involved that power 

relations are fluid and can change. As a facilitator, as I go back and use these methods 

again, I realize that these understandings of power relations have enhanced my praxis by 

teaching me in a very experiential way how complicated power relations can be and how 
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necessary it is to learn to understand power relations from the perspective of the 

participants with whom one is working. For the research process for this thesis, this 

meant learning about the nature of power relations according to the perspectives of youth 

as knowledge producers. 

In terms of evaluating the effectiveness of this work and its lasting impact, there 

are no easy answers or measurable outcomes that can be used to objectively determine 

this. Below are a number of questions that may be helpful to think about in terms of 

evaluating the kind of research used for this thesis, but they are by no means a 

comprehensive list and it is up to the individuals involved and those reading this work to 

choose which of these are relevant for their considerations: 

What substantive contribution to our understanding of social life does this make? 
What is its aesthetic merit, impact, and ability to express complex realities? Does 
it display reflexivity, authenticity, fidelity, and believability? Is it engaging and 
evocative? Does it promote dialogue and show potential for social action? Does 
the account work for the reader and is it useful? (Sparkes, 2002, 211) 

In terms of the sustainability of this work and other products produced from my research, 

although my thesis was not written in a participatory manner, I did make an effort to 

contribute towards the projects I was involved in throughout my research. For the Rural 

Teacher Education Project I was involved in, I helped in writing a toolkit of arts-based 

approaches to HIV and AIDS that was distributed to student teachers in the project and 

will be distributed to other students at the University of KwaZulu Natal. In addition, with 

my fellow facilitators of this project, I compiled a "Debriefing Handbook," which 

detailed all of the critical pedagogy activities that we did throughout the project with the 

student teachers. Writing and distributing this handbook to the student teachers provided 

us as co-coordinators with an opportunity to give back a practical tool to the student 
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teachers that had shared themselves with us and we had learned so much from. I also 

returned to South Africa in the year following my research to attend a conference on 

rurality and education in South Africa where I was part of a round table discussion on the 

Rural Teacher Education Project. I had the opportunity while visiting South Africa to co

author a chapter on participatory approaches to HIV for a book on teaching in the age of 

AIDS that will be published and distributed to teachers and student teachers throughout 

South Africa. 

What critical pedagogy offers is an alternative to supporting existing power 

relations and hierarchies, an alternative to ignoring one's own privileges and 

responsibilities. Through engaging in critical pedagogy work, people become 

interconnected and culpable for the work they are involved in. They become accountable 

to one another and to themselves. It is here that ".. .to be a spectator means to prepare 

oneself for action, and preparing oneself is already in itself an action" (Boal, 1995, 72). 

What does the future hold for development studies, critical pedagogy and self-reflexivity? 

This thesis is evidence of the challenges facing those engaged in self-reflexive work to 

allow space within their work for others' voices to be heard while also including their 

own voices. One of the biggest challenges of this project was to accurately portray the 

extent to which youth knowledge informed this thesis and to ensure that the experiences 

of youth were included. This thesis also serves as an example of the difficulties one faces 

in documenting praxis, as it involves continual and simultaneous thinking, feeling, acting, 

and reflecting, which is challenging to represent in a coherent manner. 

In addition, this thesis is evidence of hope for the future - hope that given all of 

the challenges and power inequalities within the development system, a rich learning 
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environment can be cultivated using critical pedagogy methods where youth have the 

potential to bring about change through creating dialogue and sharing knowledge with 

one another. This thesis presents hope that, despite power imbalances and challenging 

circumstances, if one works to be self-reflexive, it is possible to build genuine 

relationships and to foster friendships with participants when conducting research within 

the field of development. This thesis provides hope that there is space within academia 

for researchers to be connected to community projects, and to contribute towards these 

projects in a way that is helpful for both the researcher and the community. Lastly, this 

thesis offers hope that when a researcher working with youth opens herself up to be 

vulnerable and commits to learning from them, there is great potential for everyone 

involved to learn about themselves, one another, and their communities. 
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Appendix A 

1. Tell me about the work that you do (with critical education pedagogies, arts based 

education, community theatre, etc) 

2. Which arts based approaches do you use? why do you choose this specific 

method? 

3. What was the reason why you started using arts-based methods? 

4. Can you tell me about the arts based methods responding to HIV that you know of 

in South Africa? 

5. Considering I am from Canada, is there anything you would like to share with me 

about the South African context? 

6. What do you think you personally learn from practicing this/these arts-based 

methods? 

7. How do your learners react to the arts based methods? 

8. What was your own reaction to the methods? 

9. How do you feel your own critical reflection is impacted by the arts based 

methods you use while teaching? 

10. Describe the connection you feel to your learners/those you do your arts based 

approaches with 

11. How do you perceive the distance between teacher and learner according to your 

own teaching philosophy? 

12. Is there anything you would like to add or anything you would like to ask me? 
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