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Forward
The development and delivery of primary prevention education programs focused
on gendered violence are relatively recent globally and locally. Since the mid-1990s,
following the leadership of the World Health Organisation’s response to violence against
women, there has been a renewed interest in the primary prevention of intimate violence
alongside the ongoing delivery of tertiary support services to victims and offenders. This
has resulted in policy makers, educators, researchers and grass-roots workers exploring
evidence-based models of primary prevention education. The Sex + Ethics Violence
Prevention Program is one example from this emerging field in Australia.
International best practice research indicates a range of characteristics of high
quality programs that are more likely to be effective in achieving the goal of primary
prevention. One central area of concern is the need to ensure program design and delivery
is inclusive, relevant and culturally sensitive to the needs of particular communities. Surface
changes can be made to program activities but these often fail to really grapple with the
complexity underpinning genuine cultural sensitivity. Work at a deep structural level
explores the interplay of cultural, social, psychological, environmental, and historical factors
and how they can influence behaviour across different population groups. It also seeks to
understand how group members experience their positions, and the variety of causes that
impact on them.
This project is born out of a commitment to maximise the relevance of the Sex +
Ethics Program for Indigenous communities. However, its launching pad is based in the
specific community of Wagga Wagga NSW. Readers may find many principles gained from
the case study of Wagga Wagga that may assist in other Indigenous communities. However,
the following guidelines need to be read as a beginning point to generate locally specific
ideas and practices – no two communities are the same.
These Guidelines have come about due to the dedication of a Sex + Ethics Program
educator and champion, Kay Humphreys. Kay was trained as a Sex + Ethics Program
educator in February of 2007, and has run the Program in Wagga Wagga, with Brenda Kerry
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and Aaron Gammel, for both non-Indigenous and Indigenous young people. Being a longterm resident and sexual assault counsellor in the area, Kay is familiar with the prevalence
of sexual violence and its impacts on the Indigenous community. Although a number of
programs have had been run in the Wagga Wagga region and have had positive results, Kay
identified the need for ongoing programs that target primary prevention and more closely
conform to the success factors outlined in the guidelines, frameworks and reviews discussed
herein. Despite being trained in other Program delivery, she considered the Sex + Ethics
Program to have greater potential to teach Indigenous young people respectful relationship
life skills that would become part of their daily lives, and that could be taken out into the
greater community.
Consequently, Kay applied for funding from the Department of Corrective Services,
Victims of Violent Crimes Grants Program to develop guidelines to adjust the Program’s delivery

to better suit the learning styles and needs of local Indigenous young people. Once funding
was secured, Kay commissioned the Sex + Ethics Program author, Professor Moira Carmody
and Dr Wright from the University of Western Sydney, to develop these Guidelines.
Consultation was undertaken in May of 2012, with a number of key stakeholders and
local experts in Wagga Wagga. These included (see page 68 for a full list of the local people
consulted):


An indigenous scholar from Charles Stuart University



Indigenous staff from the Wiradjuri Regional Aboriginal Land Council Wagga Wagga,
several of whom are parents of young people who took part in the Program with
Kay



A representative from the local Riverina Aboriginal Medical and Dental Service
(RivMed)



Wagga Wagga Police youth club facilitator/police officer



Area counsellors



A member of the NSW Department of Education Aboriginal Education team

Page 4 of 69

Despite a number of attempts we were unable to consult with any of the young people who
had gone through the Program with Kay in 2011 as many had moved away from the area.
We hope you find these Guidelines useful and we welcome feedback on your
response to the Guidelines and how you have used them. Please email Professor Moira
Carmody on m.carmody@uws.edu.au.
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1. General introduction
Sexual violence has significant health and wellbeing impacts on all members of
Australian society. Recent research suggests that (reported) violence against women and
children, of which sexual violence is a significant portion (The National Council to Reduce
Violence against Women and their Children, 2009a), costs the Australian economy
approximately $13.6 billion per year (The National Council to Reduce Violence against
Women and their Children, 2009b). ‘Cost categories’ highlight the range of impacts
violence can have. However, costs related to pain, suffering, and early morality make up
nearly half of this economic impact (ibid). For victims/survivors (potential and actual), social
impacts can also include the effects of living in a culture of fear around sexual violence, a
sustained rape mythology, and the need to engage in risk-avoidance behaviours. Although
all genders are victims of sexual violence, the vast majority of victims are women, and the
experience of victimisation differs considerably between genders, with more women
experiencing more significant, long-lasting and deleterious impacts than men (New South
Wales Government, 2010, Council of Australian Governments, n.d.).

A brief note on terminology
Violence against women can be discussed using a number of terms, referencing the
broad range of violence that is perpetrated against vulnerable individuals. As the vast
majority of this violence is defined as sexual, family or domestic, it is useful to be clear on
what these terms refer to within these Guidelines.
Sexual assault varies in its definition and can include a variety of acts from sexual
harassment and sexual exploitation to rape (The National Council to Reduce Violence
against Women and their Children, 2009a). The Background Paper to Time for Action (2009)
lists sexual assault as both an experience and an offence. As an experience, sexual assault
is:
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“unwanted behaviour of a sexual nature” that makes the target person feel
“uncomfortable, distressed, frightened” and/or results in injury



Is not freely consented to



Involves force of a “physical, emotional, psychological or verbal nature (p.12).

Experience of an offence refers to the lack of ‘freely’ given consent to any sexual
interaction.
Domestic and family violence, although engaged in across a variety of intimate
partnered interactions, is overwhelmingly characterised as male partner against female
partner (ibid). Domestic /family violence is often ongoing and includes a range of abuses:
emotional, verbal, social, economic, psychological, spiritual, physical, and sexual (p.13-14).
While these broad terms are in use nationally, some consideration of Indigenous
sensitivities around terminology is needed to gain a more culturally sensitive definition.
The negative impacts of inappropriate terminology and what it refers to is evident in the
number of policy and service responses to ‘domestic violence’ for Indigenous peoples that
have failed them because of their reliance on western constructions of the term (Pearson
cited in Cheers et al., 2006). “*T+ypical ‘western’ responses to domestic violence like
women’s refuges, criminal justice responses and programs of a therapeutic nature have
mostly been culturally inappropriate and ineffective” (Cripps and McGlade, 2008). Not
properly accounting for Indigenous understandings and experiences of interpersonal
violence can exacerbate and make experiences worse (Cheers et al., 2006). There has been
some discussion within the Indigenous community around the use of terms such as
“domestic violence”, which can be seen as a post-colonial non-Indigenous term that does
not properly describe the kinds of violence expressed and experienced within Indigenous
communities (Bragg et al, 2000, cited in Keel, 2004).
Some preference has been voiced for the term “family violence” as it better captures
the nature of the colonial, intergenerational and familial aspects of Indigenous experiences
(ibid). This too has been criticised by some Indigenous women for making the nature of
violence sound “nice” (Gordon et al., 2002). However, this term reflects the holistic
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conception Indigenous peoples hold about family with its extended kinship and ‘skinship’
relations which stretch out into communities. Because of this interrelatedness, family
violence can cause “ripples” throughout an entire community which can weaken not just
discrete family units but the community itself (Cheers et al., 2006). Thus ‘family’ can be an
appropriate term given the extended nature of its definition.
While sexual violence in all its forms is a social problem for all OECD countries,
Australia fairs particularly poorly with respect to rates of incidence of domestic/family
violence, having the highest prevalence rates amongst OECD countries (OECD - Social Policy
Division, 2010). Throughout the last two decades, trends show a continuing increase in the
number of (recorded) sexual assaults (1995-2007) (Australian Institute of Criminology,
2010). Current figures list intimate partner sexual violence rates over a woman’s lifetime at
12%, and sexual violence committed by a non-intimate but known individual at 27%
(Australian Institute of Family Studies). Young women, aged 18-24 are over-represented as
victims of sexual assault, with 30.7% reporting being victims of sexual violence in the 12
months prior to being surveyed (Australian Law Reform Commission, 2010). Those aged 1519 have the highest rates of sexual assault (ibid). Within New South Wales, rates have
remained constant over the last part of the last decade, with the highest rates occurring in
the western regions of the State (New South Wales Government, 2010). Indigenous women
are particularly vulnerable. For example, Indigenous women are six times more likely than
non-Indigenous women to be victims of domestic related assaults (within a 12 month period
prior to the study (NSW Government, 2010), and are 3.5 times more likely to experience
sexual violence (Australian Law Reform Commission, 2010). Due to the low report rate of
violence and sexual violence by Indigenous women, some research has suggested that the
rates of incidence may be up to 45 times that experienced by non-indigenous women and
are described as being at crisis level (Keel, 2004).
In response to the ongoing nature of sexual violence in Australia, the Federal
Government has implemented The National Plan to Reduce Violence against Women
(Australian Government, 2009). Its fiscal support package includes funding for sexual
violence prevention at the tertiary, secondary and primary levels, with particular focus on
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primary prevention and the improvement and uptake of respectful relationships programs
for young people (ibid). Within The National Plan are Six National Outcomes, which
include supporting individuals to develop respectful relationships, and the strengthening of
Indigenous communities. This latter National Outcome includes measures to:


Build Indigenous women’s leadership within communities and nationally, through
funding of women’s programs, organisations and initiatives such as Closing the Gap
which aims to increase Indigenous wellbeing across a number of indicators such as
health, education and housing



Build community capacity at the local level through increased funding of programs
and community plans, and the development of new police and community
response models and safety plans, especially for rural communities



Improve access to appropriate services, such as increased funding for initiatives
driven by the Indigenous Family Safety Program, increasing Indigenous support
worker capacity, and increasing the number of safe houses for remote
communities. (Council of Australian Governments, n.d.)
Each State has also implemented a number of funding programs and research

agendas to reduce prevalence rates. Within New South Wales this includes the Stop the
Violence—End the Silence: NSW Domestic and Family Violence Action Plan (New South
Wales Government, 2010), which has a focus on violence prevention at the primary level.
The Plan (p.29) looks to “prevent *domestic violence+ in the first place, reduce existing levels
of violence and prevent its escalation and recurrence.” Measures incorporate legislative
reforms expanding the capacity of the NSW Police Force, including the establishment of a
DVICM1 in a number of areas, including Wagga Wagga (p.39). The NSW Government is also
looking to:


Build capacity into support services through funding and service expansion,
integration and coordination

1

Domestic Violence Intervention Court Model
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Increase research in domestic and family violence, including improved data
collection and evaluation



Provide nearly $3 million for the development of innovative programs and projects
to reduce domestic violence



The creation of the Violence Prevention Coordination Unit in the Office for
Women’s Policy and the Premier’s Council on Preventing Violence against Women
(New South Wales Government, 2010).

The range and variety of governments’ approaches to the national issue of sexual violence
reflects the serious nature of the situation, the severity of impacts, and a commitment to its
reduction and eradication.
The Victoria Health Promotion Foundation (VicHealth) (Webster, 2007) points out
the paucity of primary prevention programs for Indigenous communities, and in
consultation with Indigenous stakeholders noted the need for further work and
development in this area. These Guidelines represent one such strategy aimed at primary
(and secondary) prevention and the long-term reduction of sexual violence for Indigenous
communities.

1.1

Approaches to sexual violence prevention
Approaches to sexual violence reduction and elimination can be broadly categorised

as primary, secondary and tertiary. Tertiary prevention (or intervention) strategies are
implemented once violence has occurred, and are generally in the form of support and
treatment services for victims, and criminal justice and therapeutic interventions for
perpetrators (Webster, 2007). Secondary prevention (or early intervention) aims to redress
the early warning signs of possible imminent violent behaviour, through behavioural change
and skills building for both potential perpetrators and victims (ibid). Lastly, primary
prevention strategies seek to prevent violence from occurring at all, by promoting individual
behavioural change but also whole-population change through cultural and social change
aimed at the underlying causes of violence (ibid). These strategies attempt to eliminate
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casual factors in sexual violence and prevent the development of related risk factors
(Carmody et al., 2009), as well as focusing on protective factors that reduce the chance of
victimisation and/or perpetration (Chamberlain, 2008). Although all three prevention levels
are required, and are of importance to both victims and perpetrators, primary prevention
offers the best hope of long-term reduction and eventual elimination of sexual violence.

Primary
Prevention

Tertiary
Prevention

Secondary
Prevention

Sexual violence prevention has its roots in the social movements of the late 1960s
and 1970s, and has been driven by feminist analyses and research, particularly in the early
decades. This work has brought about considerable legislative reform that includes the
redefinition of consent and the removal of spousal protection, the formation of support
services such as Rape Crisis and Sexual Assault Centres, and the mainstreaming of rape and
sexual assault as significant social issues. Early sexual violence prevention focused on
recognising that rape was not something public that was committed by pathologically driven
strangers, but rather was an expression of power differentials between men and women
(Chung et al., 2006). Some focus was placed on women’s avoidance behaviours and
presented women as having some responsibility for avoiding rape. Risk-avoidant behaviours
such as avoiding certain social spaces, and performance and appearance monitoring, make
invisible the role of men and society in general in the perpetuation of sexual violence
(Carmody et al., 2009). Despite sustained efforts, this mythology and risk-avoidance focus is
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still part of the social conversation about rape and rape prevention, often manifesting as
victim-blaming and the forgiveness of ‘prominent’ sexual offenders (Chung et al., 2006).
Problematically, risk-avoidance strategies often fail to address the nature of sexual
violence and assault as most commonly perpetuated by those known to the victim (ibid).
Endeavours to address this prominent mythology are evident in the ‘primary prevention as
education’ focus that has been a strong strand of attempts to address sexual violence in
Australia since the 1990s (Carmody et al., 2009). However, as much of this education has
been aimed at and provided for women, and has been short (low dosage) and often riskavoidance-focused, internationally many programs have failed to address the societal
nature of the problem, and have in fact reinforced negative stereotypes and some aspects
of rape mythology (Carmody, 2006).
Recent changes in research into effective education strategies are now beginning to
recognise the importance of educating men and engaging them in challenging dominant
forms of masculinity that normalise sexual violence (Flood and Pease, 2009). This
represents a shift away from focusing primarily on women’s risk avoidance, towards holding
men responsible for sexual violence as a gendered social problem. However, many
education programs still persist in reinforcing essentialist ideas about gender and sexual
interrelations that support unethical behaviour in intimate sexual encounters (Carmody,
2003).
Enlisting men in the campaign against violence against women has a long history in
Australia, despite efforts being small and fragmented. Men against Sexual Assault (MASA) is
one example, the modern manifestation of which is the White Ribbon Campaign (Pease,
2008). The White Ribbon Campaign and the White Ribbon Organisation’s associated
primary prevention initiatives aim to change “attitudes and behaviours that lead to men’s
violence against women” (Australian Government, 2009, White Ribbon Foundation, 2012),
and is supported by private and federal funding. The Federal Government (2009) also funds
community organisations under the Men and Family Relationships Services to help men
improve their relationships with partners and children. As sexual violence is a gendered
issue based on unequal social power relations, enlisting men as active agents of social
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change is a core requirement if primary prevention strategies are to be effective. A positive
approach to this engagement is through encouraging men into active bystander roles
(Carmody et al., 2009).
Bystander2 engagement has become a recent focus in research into primary
prevention and prevention program development, although it is still in its infancy in
Australia (Carmody, 2009). International research suggests that programs designed to
engage pro-social or active bystander behaviour can have positive impacts on individual as
well as group behaviour, and peer behaviour endorsement (see for example Banyard et al.,
2007, Banyard, 2008, Banyard et al., 2009). What is promising about this approach is that it
engages communities in sexual violence prevention by giving individuals roles as community
members that they can enact in order to reduce sexual violence prevalence by challenging
community norms of acceptance and inaction (Banyard et al., 2007, Banyard et al., 2009).
Pro-social bystander behaviour can also be engaged in at all levels of prevention. At
the primary prevention level, approaches are aimed at addressing a number of identified
issues that enable ongoing violence against women such as “beliefs in rigid gender roles,
peer-based social norms (including male peer support or masculine peer and organisation
cultures), as well as societal-level cultural norms and institutional support, or weak
sanctions against gender inequality and violence” (Powell, 2011).
A number of factors have been listed as inhibiting pro-social bystander behaviour:


The “diffusion on responsibility” and a variety of social norms (for example,
minding your own business) where individuals (particularly within groups) are less
likely to act or intervene when crimes are being committed (Powell, 2011)



Whether individuals have seen others intervene in similar situations (Banyard,
2008)



Recognising events a problematic (Darley and Latane, 1968)

2

Bystanders are individuals who witness some act offensive behaviour such as discrimination or violence,
either passively (does not act or intervene), or actively (takes action to intervene) (Powell, 2011).
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Being able to decide on appropriate and safe (for the intervening individual) action
(ibid)



Having the skills to safely intervene (ibid).

These factors suggest that training in pro-social bystander behaviour is necessary if
individuals are to recognise situations in which they could act, feel confident enough to act
whilst maintaining their own safety, and then do act (Banyard et al., 2007, Banyard, 2008).
There are a number of important components that programs engaged in this training
benefit from including:


Content and content-messaging that increases knowledge and awareness and
reduces uncertainty about what constitutes sexual violence in all its forms



The direct assignment of roles to community members by which they can then act



Skills building opportunities, to both learn new skills and practice skills within a
variety of contexts so as to increase confidence



Training for individuals to enable them to evaluate situations and how they can
then safely intervene (Banyard et al., 2009).
A variety of models that attempt to put into practice the promotion of pro-social

bystander behaviour at all levels of intervention have been and are being developed for
deployment in a variety of contexts, for example: media campaign models; peer education
and support models; school-based bystander models; and workplace models. Varieties of
programs that operationalise pro-social bystander behaviour (as a sole or partial program
focus) have emerged and are being developed and evaluated nationwide:


SAPPSS (The Sexual Assault Prevention Program for Secondary Schools): deployed
in secondary schools, and aimed at preventing sexual violence and engaging
students as active bystanders



Men against Sexual Assault (MASA): engaged in running programs aimed at
encouraging men to examine their own behaviours and to become better role
models to other men

Page 14 of 69



White Ribbon Australia: an awareness raising campaign emphasising pro-social
behaviour



Respect and Responsibility: an Australian Football League (AFL) initiative,
developed in partnership with VicHealth, to address cultural attitudes towards
women within the AFL, including a focus on pro-social bystander behaviour



The Sex + Ethics Program: which includes the ‘Being an Ethical Friend and Citizen’
component, as part of its education approach to enabling respectful and ethical
sexual interactions.

1.2

Good and best practice guides for violence prevention programs and
implementation
A number of researchers and organisations have developed guidelines and roadmaps

for primary violence prevention program development. Many of these guidelines/roadmaps
are based on principles gathered from research and evaluation of prevention programs
world-wide. According to the World Health Organisation, effective programs are those that
are:


Comprehensive: multiple components affecting multiple settings and addressing a
range of risk and protective factors



Use varied teaching methods: it is important to include a skill-development
component and interactive/“hands-on” methods



Provide sufficient dosage: provide more contact with participants through longer
sessions, multiple sessions, and follow-up. Participants at greater risk require a
greater dosage



Theory driven: effective programs are based in scientific theories of how problem
behaviours develop and how behaviours can be changed



Promote positive relationships: foster strong, positive relationships between
children and adults, intimate partners, men and women
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Appropriately timed: participants are exposed to the program during the
developmental stage when it will have the most impact



Socially and culturally relevant: flexibility, adaptability, and content tailored to be
relevant to cultural context of participants. This must go beyond translation and
may require structural modifications to a program



Evaluated: outcome evaluation should be included to measure the impact of the
program



Use well-trained staff: programmes delivered by staff that are sensitive,
competent, trained, supported and supervised. A high turnover negatively affects
the continuity and effectiveness of programs. (Harvey et al., 2007)
Below are some examples of approaches to violence prevention that pay attention

to these factors from New Zealand and Australia, which illustrate how these requirements
affect program design and social policy.

Ministry of Justice New Zealand: What Works in Sexual Violence Prevention Education
The New Zealand Taskforce for Action of Sexual Violence, formed in 2007 to “lead
inter-agency action aimed at preventing and responding to sexual violence”, prepared a
literature review (Russell, 2008) to identify effective factors in sexual education prevention
and education programs. This Review was intended to inform the development and running
of prevention strategies and services that focus on behavioural and attitudinal change. The
Review identified the following elements as part of successful primary prevention programs:


The use of an ecological model as a framework



Ongoing research and evaluation of the program



Network and relationship building



Have a community approach



Are well researched



Are particularised to their local context and target groups



Can deal with disclosures
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Challenge cultural norms



Promote ‘healthy’ behaviours



Promote victim empathy rather than blaming



Include men as part of the solution



Have mixed and single-sexed sessions



Have well-trained educators



Focus on skills building. (Russell, 2008)
The factors identified in the Review have informed the Taskforce’s work in

identifying policy and service gaps, priorities and related initiatives to address and prevent
sexual violence, and inter-sectoral and government inter-agency coordination. Although the
Taskforce’s final Report (2009) recommendations have yet to be implemented (McGregor,
2012), it has provided a comprehensive roadmap for Government and non-government
initiatives, and serves as a valuable piece of research for researchers looking for guidelines
in effective program development.

VicHealth: Preventing Violence before It Occurs
VicHealth is a leader in the development of sexual violence prevention in Australia.
Its review and guidance paper Preventing Violence before It Occurs (Webster, 2007)
presents a framework for use in primary prevention strategies. The framework (see p.13 of
the Paper) was developed to support the planning phase of the Victorian Government’s
development of a whole-of-government plan to steer activity in violence primary prevention
at a State level (ibid). The framework is “based on an ecological model for understanding
violence” that reflects World Health Organisation recommendations and identified factors
relating to violence across three different levels: individual/relationship; community and
organisational; and societal (ibid). The framework is comprehensive, covering factors that
underlie or contribute to violence, and presents possible actions that can be taken and
strategies that can be used to target particular groups and contexts, and how they can be
applied and adjusted (ibid).
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This is a valuable framework, and provides an in-depth understanding of primary
prevention from cause to methods of redress, based on well-researched theoretical and
practical evidence. The framework is designed to be a sound resource for those engaged in
policy and program development, from government to local organisation levels.

The National Standards for the Primary Prevention of Sexual Assault through Education.
The National Standards for the Primary Prevention of Sexual Assault through
Education were developed by a team of researchers (led by the Sex + Ethics Program author,
Professor Moira Carmody) in association with The National Association of Services against
Sexual Violence (NASASV) with Federal Government support and funding. The Standards
are the result of a thorough review of national and international practice, and consultation
with “workers in the field”, in education program design and delivery (Carmody et al.,
2009). The aim of the Standards is to present a ‘best practice’ framework for the design and
delivery of primary prevention education, by “highlighting the range of issues that need to
be considered when embarking on the development [and/or review/assessment] of
...education programs” (ibid). There are six Standards that constitute best practice:
1.

Using coherent conceptual approaches to program design

2.

Demonstrating the use of a theory of change

3.

Undertaking inclusive, relevant and culturally sensitive practice

4.

Undertaking comprehensive program development and delivery

5.

Using effective evaluation strategies

6.

Supporting thorough training and professional development of educators.
The Standards have been used by/within a number of programs and policy/practice

recommendations nationwide including:


RESPECT(ED): a school-based program being trailed in two Sydney schools, run by
the NAPCAN organisation
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The Right to Choose: The Queensland Sexual Assault Services’ report,
recommending the use of the Standards in all prevention strategies across the
State



YMCA’s Week Without Violence (2009) campaign



Regional Schools Family Violence Project 2009-2011 in Victoria



White Ribbon Day Australia.
With respect to delivery to Indigenous communities, the Standards also provide

‘good practice’3 guidance on how to adapt content and ensure delivery is aimed at good
practice outcomes within culturally specific circumstances. The Standards have directed
the design of these Guidelines, and we urge educators to keep them in mind as they
continue with the adaptation and delivery processes.

1.3

Building community readiness
To understand what kinds of sexual violence prevention education is most relevant

at a particular time for a particular community, some level of community readiness
assessment needs to be undertaken. Even though a community may appear to be ideally
situated with respect to potential positive impacts from an intervention program,
assessment may instead indicate that other kinds of action need to be engaged in before
such a program can be run. Implementing programs in communities that are not ready can
result in poor impacts/outcomes, and can fail to be culturally sensitive or follow best
practice guidelines.
It is therefore important to conduct an assessment of community readiness.
Edwards and colleagues’ (2000) Community Readiness Model (CRM) is helpful in this regard,
and has been used across a variety of prevention areas such as sexual violence, drug and
alcohol abuse, and public health issues (ibid). Inspired by a “transtheoretical model” of
3

We use the term ‘good practice’ in recognition of the need for “flexible adaption... in accordance with local
requirements and reflective action based evaluation” (Courage Partners, Morgan Disney & Associates &
Success Works, 2005)
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personal readiness and other community development research, the CRM was developed by
those working within the prevention field that recognised the need to assess community
readiness in order to deliver effective programs for those who needed them, at the right
time (ibid). The CRM is based on the following key principles:
1.

“that communities are at different stages of readiness in dealing with a specific
problem,

2.

that the stage of readiness can be accurately assessed,

3.

that communities can move through a series of stages to develop, implement,
maintain, and improve effective programs, and

4.

that it is critical to identify the stage of readiness because interventions to move
communities to the next stage differ for each stage of readiness.” (Edwards et al.,
2000)
The CRM presents a step-by-step guide by which educators can assess their local

community, by way of community consultation. Edwards and colleagues recommend
interviewing between four and six key stakeholders and/or experts across a number of
categories or segments of the local community, such as those from schools or universities,
local police, Indigenous groups or organisations, health and mental professionals, support
service providers, spiritual leaders, and young people (Plested et al., 2006). An interview
guide is available in the Handbook (available here:
http://triethniccenter.colostate.edu/CRhandbookcopy.htm), which can be adapted to local
community needs. Once the interviews have been completed, information can then be
analysed against a scoring system to determine at which of the nine stages of community
readiness educators consider their community to be at.
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Stages of Community Readiness
1. No Awareness: The community and community members fail to recognise that a problem exists,
but rather consider the current situation to be how things are

2. Denial: If there is recognition in the community that there is an issue, it is not identified as a local
problem but rather something that is done by certain individuals, which is generally out of community
control

3. Vague Awareness: There is awareness that there is an issue, but it is discussed in terms of
stereotypes and anecdotes rather than specificities, and there is little community/community leadership
motivation to do anything about it

4. Preplanning: There is recognition at least among some that there is an issue that must be dealt
with. Leaders and groups may be attempting to address it, but they do not have sufficient direction or
focus. Community is starting to take the issue seriously

5. Preparation: The community and leadership are engaged in deciding what should be done and
how, and are actively seeking the required resources. Although there is no formal local data about the
issue, general information is guiding the choice of actions and the direction of redress

6. Initiation: Action has begun, and staff are being trained/readied. There is optimism in the
community as this new action has yet to come up against any hurdles. The community is beginning to get
involved

7. Stabilization: Some programs are running, but there is little evaluation of impacts/effectiveness.
Despite this there is a view that nothing needs to change, despite known limitations

8. Confirmation/explansion: There is a move to expand beyond the standard approach to the issue,
partially based on evaluations of current initiatives, in order to reach more of those at risk. Due to
increased knowledge and data gathering, the community is generally behind these efforts and supports
the expansion of initiatives

9. Professionalization: Research, data collection and evaluation present an in-depth picture of the
local situation, identifying at-risk groups and risk factors, as well as program efficacy. Staff are well
trained and the community is highly engaged (Edwards et al., 2000).
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Once the level of community readiness has been established, educators can then determine
what steps may need to be taken. This may include the need to work at increasing
readiness so that the Program can then be run efficiently and with community support and
investment. The following list of suggestions to increase readiness applies to each of the
stages listed above:
1. No awareness

Visit community leaders, members, and groups to discuss the issue;
connect with possible supporters, allies and program champions
2. Denial
Raise community awareness of the issue by ‘recruiting’ those you
have talked to help; approach local support services to help
‘advertise’ the issue (posters, brochures, flyers); and present to
community groups, highlighting local incidents and media articles
about incidents
3. Vague awareness
Continue presenting to community groups; host awareness raising
events; continue with flyers and posters; conduct local-level surveys
4. Preplanning
Increase awareness through media and public exposure; connect
with community leaders to build support; evaluate present
programs and their effectiveness; conduct local focus groups
5. Preparation
Continue conducting surveys about and related to the issue of
sexual violence, and present findings, and related local statistics;
conduct public forums to discuss solutions, and engage key
community members and influential public figures to speak about
the issue to groups and via the media
6. Initiation
Training of program educators; discover service gaps by community
surveys and interviews; start looking for required funding; update
the community of program initiation progress
7. Stabilization
Train adjunct community professionals and members: continue
promoting the program and the issue, to maintain community
engagement and recognise key supporters; network with service
providers and relevant community organisations; update the
community on Program progress and any evaluation data from
programs and their effectiveness; conduct local focus groups
8. Confirmation
Continue conducting surveys about and related to the issue of
sexual violence, and present findings, and related local statistics;
conduct public forums to discuss solutions, and engage key
community members and influential public figures to speak about
the issue to groups and via the media
9. Professionalization Seek more diverse funding sources, including local business;
continue evaluation, including community impacts and behaviour
change; examine evaluation data for any program modification
requirements; provide progress reports to continue to engage key
supporters, community leaders and the community (Edwards et al.,
2000)
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A more in-depth discussion of these strategies can be found in the Handbook.
Not all of the suggestions on this list are appropriate for every community, and
educators may find that picking elements from varying levels may be of benefit. What may
best suit the community may have become evident in the consultation interviews.
The CRM presents a comprehensive method for engaging in community consultation
and community engagement. As noted above, having a variety of informants will provide a
broad understanding of the community. However, when consulting with Indigenous
communities it is useful to have a good mix of families and community members. Groups,
families and individuals can be differently aligned (or not at all) within communities,
creating factions that can be at competitive cross-purposes (Lumby and Farrelly, 2009). A
mix can help reduce the effects of any possible factionalism by balancing out oppositions to
the Program and issue redress that are entrenched in community politics (8ways.com,
2012a). Factionalism may itself be a flag with respect to community readiness, as it may
represent a lack of community unity about the problem of sexual violence, as well as an
uneven readiness across the community to take steps towards healing the issue.
Consultation should include Indigenous elders and/or key community members, who
are valuable sources of knowledge about:


Regional protocols



The local division of men’s business and women’s business



Indigenous politics of the region, the dynamics of which can affect the delivery of
the Program



locale-specific social and economic impacts (among others) that affect the area



The range of services and support available to the Indigenous community



Kinship relations and family/group politics wihtin the community



The “dynamics of family violence” within the community (Memmott et al., 2006).
Including Elders and community leaders can also empower them, indirectly

benefiting the community by reinforcing Indigenous community structures and
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“strengthening inter-generational relationships” (Memmott et al., 2006), as well as helping
to build community readiness.
The CRM also provides opportunities to communicate a prevention program to the
community, both within the readiness assessment process, but also once assessment has
been completed, by way of increasing readiness where and how it is needed. Research
suggests several approaches to conversation that may increase receptivity. A number of
culturally inappropriate and/or ineffectual programs have been criticised for their western
theories and frameworks, including those based on feminist precepts and motivations (Keel,
2004). Focusing instead on program impacts and benefits rather than theoretical
frameworks may better engage community members and stakeholders. Outlining how the
program fits with a number of regional and national recommendations that promote
prevention and intervention and focus on healthy relationships as a way to better support
Indigenous communities in reducing the amount of occurring family violence may also be of
benefit (Memmott et al., 2006). Tying a program into broader community issues such as the
development of general life skills, drug and alcohol problems, education and welfare, is
valuable and will help those being consulted to see the benefits of a program for
participants and the community as a whole. A program may, for example, be a useful tool
that can support other initiatives targeted at broader social issues such as ‘black fella love’
that does not have a sexual component.
The CRM also provides a good framework upon which to develop a progressive plan
for prevention program development and implementation geared towards long-term
community engagement and family violence redress. Having such a plan will also place
educators in strong positions for long-term funding and community support as it will
position them as invested in long-term change. This may positively contrast with a
perception of programs as usually short-term and low-commitment, that can spring up and
disappear without regard for long-term community impacts.
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1.4

The Sex + Ethics Program
The Sex + Ethics Violence Prevention Program was developed by Professor Moira

Carmody from the University of Western Sydney in partnership with NSW Rape Crisis Centre
funded by a three year Australian Research Council Linkage Grant 2005-2008. The original
research explored how to build ethical relationships between young women and men aged
16-25 years of age (Carmody, 2009b).
The resulting Sex + Ethics Program (Carmody, 2009a) aims to reduce unwanted and
pressured sex between people known to each other, but not at the expense of positive
experiences sex can provide. This alternative approach sees young people as having agency
and the ability to negotiate ethical sexual lives. The Program offers them the opportunity to
practice and develop or enhance knowledge and skills to realise this potential more fully.
The 3 hour per week six session Program locates the individual knowledge and skills
young people learn within a broader socio-cultural context of gendered relations. It
challenges them to reflect on the gendered expectations of sex in casual and ongoing
relationships and ways to actively resist dominant beliefs that promote and condone sexual
and other forms of intimate violence. Through the Program each young person is able to
refine or develop an approach to ethical sexual intimacy. They are also able to learn how to
use skills in ethical negotiation in other aspects of their lives.

Program content
The Program involves interactive activities conducted over 6 weeks to maximise
impact on attitudinal and behavioural change. Topics include:


Different cultural perspectives on sexual intimacy



The sexual ethics framework and how to decide what is right for you and the
impact on others



How to handle pressures to be sexual



Non-verbal communication skills
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Alcohol and drugs and their impacts on sexual decision making



Skills in ethical consent and the law, sexting and other uses of technology



Negotiating conflicting desires and needs in casual and ongoing relationships



Recognising the signs of abusive relationships



Breaking up



Being an ethical bystander and standing up to sexual violence and other genderbased abuse in your community.
The Program has been implemented across Australia and New Zealand, and content

for specific population groups has been refined to increase inclusive, relevant and culturally
sensitive practice. This is to ensure the Program addresses the different risk levels facing
certain population groups and that education programs are tailored to address the
particular needs of communities. A range of presentation methods to maximise learning are
used, recognising people learn in different ways; for example written, spoken, role plays, art
work, group and individual reflection.

Project impact and formal evaluation
The Sex + Ethics Program includes rigorous research evaluation methodology that
involves ongoing participant and educator feedback during the program delivery, pre and
post group survey and follow up for participants 4-6 months after the group is completed.
Since 2007 the Program has been run in multiple sites across NSW and Queensland,
funded under the Federal Government Respectful Relationships Program and in Wellington
New Zealand with funding from the NZ Ministry of Justice. The Queensland site included
training current and former NRL players to run the Program with up and coming junior
footballers aged 16-18. Impact data on 200 socially, culturally and sexually diverse people
have been analysed to examine any changes in attitudes and reported behaviour from when
they commenced the Program compared with their responses at the end of the group. This
was further complimented by following them up 4-6 months later.
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A comparison of young people’s confidence levels around sexual negotiation taken
before the group began and at the end of the sex week group indicated the following.
There were statistically significant increases in the confidence levels of young people in
articulating their own needs in a sexual encounter or relationship compared to how they felt
at the beginning of the group. Even higher levels of improvement were found in relation to
understanding their partner’s needs.
Young women reported increased levels of self care and young men demonstrated
an increased understanding and willingness to consider their partner’s needs. These
changes were maintained some months after the group ended. At six months 88.3%
reported still using ideas learned in the Program and 87.2% reported using skills that were
learned. They used these in making ethical decisions about new or existing relationships
and providing advice to their friends and challenging gender stereotypes.4
Some examples of the impact of the group from participants 6 months after the
Program:
It’s ok to speak up of what I want to do and how to do it in the bedroom. (It’s) not all
about pleasing the other person (Rose, age 17)
I have certainly been more aware of my girlfriend’s body language since partaking in
the group. At one time I noticed stiffness in her persona and was able to discern that
she was not as ready as I was for some aspects of our relationship and we were able
to talk it out and find some common ground (Dave, age 24)
Talking to my partner about what she wants from the experience/how she feels,
during or about sex (Jack, age 17, footballer)
Assisting a friend who was intoxicated and being led to another person’s car that she
did not know instead sharing a tax and making sure she got home safely (Jessie, age
18)
A mate hitting on a really drunk girl, I stepped in and told him it was a bad idea (Tom,
age 17, footballer)

Page 27 of 69

I watched what friends do and advise them of the situation and what they should do
if they are uncomfortable (Jane, age 20).
The Sex + Ethics Program has demonstrated a sustained impact on the knowledge
and skills of diverse groups of young people in Australia and New Zealand and is well placed
to contribute to a multi-level strategy aimed at bringing about cultural change to reduce
gendered violence within specific populations and the wider community.
Although the original design of the Sex + Ethics Program did not have any specific
cultural group in mind, the ethical principles that underpin the Program reflect values and
standards of living that align with many cultural groups. This is partially because the
Program does not promote any particular ethical stance, but also because the ethics it is
founded upon encourages individual reflection and a relational orientation within intimate
relationships and the community in general. The Program therefore has the potential to
not only encourage ethical relationships and interactions between individuals, but also
between communities and groups, and across lines of gender and culture. Is this regard,
the Program is amenable to delivery adaption in line with recommendations that take into
account the deep and surface changes required to make it culturally sensitive to local
Indigenous needs (if the community is ready).
These Guidelines for the adaptation of delivery of the Sex + Ethics Program are the
first step in attempting to move beyond surface adaption and to explore what it means in
practice to engage in deep structure program refinement.

1.5

Meeting the challenges of delivery to Indigenous groups
Delivering violence prevention programs to particular socio-demographic population

groups requires an accounting of difference. Because Indigenous peoples suffer family
violence from a variety of causes that are sometimes beyond those at work within more
mainstream Australia (for example, colonisation, loss of ethnic identity, dispossession), and
may also have a world-view that is different from many mainstream Australians, program
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design and adaptation ought to aim for cultural sensitivity. Cultural sensitivity in the
program design/delivery context is defined as:
“The extent to which ethnic/cultural characteristics, experiences, norms, values,
behavioural patterns, and beliefs of a target population as well as relevant historical,
environmental, and social forces are incorporated in the design, delivery, and
evaluation of targeted health promotion materials and programs.” (Resnicow et al.,
2000, p. 272)
Cultural sensitivity has two further elements, surface structure and deep structure.
Surface structure entails “matching intervention materials and messages to observable
social and behavioural characteristics of a target population” as they are in the here and
now, so as to increase the impact of and receptivity to messages (pp. 273-4). This can entail
taking local environmental factors into account such as talking about local hang-outs or
drugs of choice, paying attention to language use, adapting visual materials to culturally
relevant imagery, in ways that fit with the target groups’ experiences and behaviours. Deep
structure “reflects how cultural, social, psychological, environmental, and historical factors
influence ...behaviour” across different population groups, and includes how group
members understand their positions, and the variety of causes that impact them and
contribute to the target issue (ibid). Deep structure therefore takes note of factors such as
those listed above, the recognition and inclusion of which can determine program impact
(p.274).
The Guidelines offer advice where relevant, but also factors in a number of elements
that help ensure the successful delivery of programs that may in turn offset the effect of
possible barriers. It is worthwhile being aware of both barriers and good practice elements
that can help educators avoid barriers. The following barriers to effective delivery are
relevant for Sex + Ethics Program roll-out:


Lack of sectoral partnerships for program delivery (Memmott et al., 2006, p. 20)



Lack of coordination at the local level (ibid)



Lack of training and skills amongst program staff (ibid)



Lack of funding or insufficient funding (ibid)
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Unethical community politics interfering with program execution (ibid)



Burn-out of program staff (ibid)



Are not driven by the community and for the community (Memmott, 2002)



Use a ‘one-size-fits-all’ approach to delivery rather than recognising local diversity
(Stewart et al., 2011)



Lack sufficient consultation so as to be better representative of local Indigenous
situations and identities. (Keel, 2004).
The Wagga Wagga consultation also highlighted how not creating sufficient space

within program delivery for Indigenous identity and ways of learning equated to a form of
lateral violence, reflecting the need to ensure that program design/delivery is culturally
sensitive.
These issues can be guarded against by following good practice recommendations as
distilled from Memmot’s analysis of a number of programs rolled out in Indigenous
communities across Australia (Memmot, 2006). His guidelines reflect good practice
elements, which include:


Cultural grounding of projects



Community grounding of projects



The engagement of men into programs



Ensuring the involvement of Elders



Self-empowerment and self-esteem as capacity-building by-products



Examining inter-generational family history and colonial experience as a healing
element



Cultural preference for group approaches



Capacity building through networking and partnership



Information connection and dissemination



Training and skills acquisition



Flexibility and adaptability of projects (Memmott et al., 2006, p. 20).
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2.

A community profile: Sex + Ethics Program delivery in Wagga
Wagga

2.1

Wagga Wagga
Wagga Wagga is a regional city in southwest New South Wales. It is home to

approximately 56,400 people (in the Local Government area) (Go Green Services, 2002),
with an Indigenous population of nearly twice the national average of Indigenous people at
4.2% of the population (Wagga Wagga City Council, 2010). The original inhabitants of the
area, the Wiradjuri people, constitute the largest nation/tribe in New South Wales, and take
their name from the three rivers that boarder their area—the Lachlan, Macquarie and
Murrumbidgee rivers (ibid). Wagga Wagga is home to a large population of historical as
well as traditional Indigenous peoples, including resettlement populations. In this regard, it
presents as a varied and mobile population, one that has shown considerable increase
recently (Australian Bureau of Statistics, 2007).
Wagga Wagga has run a number of programs and initiatives that target youth
behaviour around sexual health, drug and alcohol use, and mental health. Some programs
focusing on respectful relationships and sexual violence that have been run include:


Love Bites: A small program run by NAPCAN of a one-day workshop for young
people aged 14-16, on respectful relationships and violence reduction



Dance away Violence: A collaborative initiative between PCYC (Police, Community,
Youth Club), Wagga Wagga City Council, and NSW police, aimed at raising
awareness of domestic violence, and aimed at young people from early teens to
early to mid-twenties (still running)



Adolescent and Family Connections (AFC) (Wagga Youth Connections (NSW)):
Programs that help young people boost their self-esteem, confidence and resilience



Tackling Violence: NSW Office of Communities' Program to educate on domestic
violence, run through regional rugby league clubs (The Brothers Rugby League Club
in Wagga Wagga).
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Community awareness about the problem of family violence within the Indigenous
community appeared to be high. Of the community-based primary prevention programs
listed above, Dance Away Violence is still running. There is secondary and tertiary strategy
infrastructure in place to support violence offenders and perpetrators. There also appears
to be some mobilisation in the community towards addressing the problem of sexual
violence, with some informants noting that the problem is now well advanced and needs
immediate redress. However, there does not appear to be any formal evaluation of
past/present program impacts, and varying degrees of recognition that current approaches
need to be built upon. Sources of ongoing funding that illustrate local government
commitment to the issue also appear uneven (though this problem is not one specific to
Wagga Wagga). Because consultation was not undertaken with a focus on assessing
community readiness, we recommend a more thorough assessment be undertaken. This
needs to include young people of the area, to better ascertain whether further community
readiness building needs to be engaged in prior to running the Sex + Ethics Program again.
These Guidelines have been developed with both a national and local focus, and
have been informed by both national and international research into support service
provision, prevention education development and evaluation, and best practice standards
that have been deemed appropriate for the Australian context. Consultation was also
undertaken in May of 2012, with a number of key stakeholders and local experts (Wagga
Wagga). These included (See page x for a full list of people consulted):


An Indigenous scholar from Charles Stuart University



Indigenous staff from the Wiradjuri Regional Aboriginal Land Council Wagga Wagga,
several of whom are parents of young people who have taken the Program with Kay



A representative from the local Indigenous health service



Wagga Wagga Police youth club facilitator/police officer



Area counsellors



A member of the NSW Department of Education Aboriginal Education team

Despite regular attempts we were unable to consult with any of the young people who had
gone through the Program with Kay as many had moved away from the area.
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The information gathered from these sources forms the foundation for the
Guidelines for Delivery of the Sex + Ethics Program with Indigenous Young People. The
Program developers hope to build upon these as educators use the Guidelines and report
back on their successes and challenges.
Because this is only the beginning of this process, these Guidelines contain a number
of broad-stroke recommendations that have been taken from the research into good and
best practice service and program delivery around Australia that may be suitable for
application in other local communities. Their relevance will be determined by educator
consultation with, and community readiness assessment of, their local target communities.
As such these recommendations cover as much ground as possible, providing signposts for
consideration in assessing the cultural needs of the group to be delivered to, rather than
hard and fast rules that must be followed.
However, these Guidelines were developed specifically to supplement the delivery of
the Sex + Ethics Program to the Wagga Wagga community. Although recommendations are
based on a recognition of local specificity, we also recognise the variety of Indigenous
identities in the Wagga Wagga region, and that those consulted with do not necessarily nor
sufficiently represent all perspectives on how best to deliver the Program to local
Indigenous young people.
In this regard, the Sex + Ethics Program should always be considered the core
component of delivery—these Guidelines are not intended as a stand-alone document, nor
one that can be used in conjunction with other programs for Indigenous peoples. Nor are
they suitable for delivery to other local Indigenous groups without the requisite local
consultation, nor roll-out in Wagga Wagga without further community readiness
assessment. Educators need to be fully comfortable with the Program philosophy and
objectives and preferably able run it with other groups before attempting an adaptation for
Indigenous groups.
Information on how to purchase the Sex + Ethics Program textbooks, and how to
contact the author, are at the end of these Guidelines.
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3.

Recommendations for Program delivery
The following recommendations are a result of the above process and are meant as

a guide to process. Educators, as they assess their communities and participants, will
decided what elements are appropriate and which are not.

3.1

Educator requirements
The Sex + Ethics Program has a number of requirements that prospective educators

will ideally meet prior to delivering the Program, so as to ensure competency in delivery.
These include:


“knowledge and skills in working with young people who have experienced sexual
assault or other forms of interpersonal violence



a diverse knowledge of sexuality and sex education and the issues facing young
people



skills in working in small group learning environments and an understanding of
group processes



awareness and an ability to reflect on how your own verbal and non-verbal
behaviour can positively and negatively impact on group process



a clear understanding of the gendered nature of sexual assault and how this
impacts on victims of sexual violence



a genuine commitment to non-violence, and an ethical stance against the abuse of
power by gender, culture, age, sexuality, ability and socio-economic status



a belief in the capacity of young people becoming active learners and developing
ethical choices around sexual intimacy. (Some of these choices may conflict with
your own ethical stance, but the program is not the space for you to force your
beliefs on others.)



good organisation and planning skills and a commitment to work collaboratively
with your co-facilitator and share the roles and preparation for weekly sessions
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a willingness to challenge your comfort zone, learn from the group and challenge
you previously held beliefs and behaviours



a commitment to have fun and to enjoy the opportunity of exploring sexual ethics
with groups of young people.” (Carmody, 2009a, p.11)
Not all educators will meet this list but this can be off-set by teaming with another

educator, creating a dyad that meets the requirements. Additional factors may affect
delivery to Indigenous groups, and these should be at least considered in regards to
prospective roll-out.

Indigenous educators?
Presenting the Program in a culturally appropriate way for Indigenous peoples has a
number of complexities, one of which is the debate about whether educators should or
should not be Indigenous. Indigenous educators are considered to be equipped with
cultural knowledge and awareness/sensitivity to histories, laws, backgrounds and emotional
needs of the group in ways that non-Indigenous educators may not (Keel, 2004, Powell,
2008). However, there has also been recognition that Indigenous educators may ‘know too
much’ or be too well connected to the community to allow open and honest discussion due
to participant fears around confidentiality/privacy or judgement (Cox, 2005, Lumby and
Farrelly, 2009). The Responding to Sexual Assault: Training Resource Manual5 recommends
co-facilitation by Indigenous and non-Indigenous trainers (cited in Keel, 2004). This may
provide a good balance between these two tensions, and provide opportunities for
conversations not had in either all non-Indigenous or all-Indigenous educator contexts.
There is also a need to consider the genders of educators, when the division
between men’s business and women’s business within Indigenous communities can be quite
strong, particularly around matters of sex and sexuality. For example, a male educator
presenting to an all-female group may not be able to facilitate the depth of conversation a
female educator could due to the inappropriateness of men discussing women’s business
5

This Manual is not available for public reading due to copyright issues
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(Keel, 2004). A number of scholars have commented on the role of gender, suggesting that
within groups males of status can have powerful impacts on peer/group attitudes and
behaviours (Carmody et al., 2009). However, there is also significant merit in having women
as educators as they represent women in leadership roles (ibid), a factor recommended in
the Federal Government’s National Plan as part of the rationale for sexual violence
reduction (Council of Australian Governments, n.d.). Research recommends that within the
educator dyad that there be one male and one female (Success Works et al., 2005).
Following both/either of these recommendations may be challenging due to the shortage of
qualified Indigenous and male educators.
As outsiders are often not trusted by Indigenous communities due to the poor track
record of external programs and policies run in the past (Keel, 2004), having at least one
educator who is known and respected in the community may help establish the Program as
trustworthy. If this is not possible, then visible endorsement of the Program by Elders or
reputed community members may be of benefit. Establishing advocacy relationships with
important community members during consultation and community readiness assessment
may be possible, and certainly desirable, as their community-respected endorsement will
benefit the Program (Memmott et al., 2006).
If Indigenous educators are not available, non-Indigenous educators need to be
aware of what they may (possibly and) inadvertently represent to the participant group and
community: namely a dominant “Eurocentric” ideology (Larson and Brown, 1997). It is
possible that participants have had experiences within the predominantly Eurocentric
education system that have been less than positive (Hickling-Hudson and Ahlquist, 2003).
Some teaching approaches have been unaccommodating of Indigenous worldviews and/or
experiences (Hickling-Hudson and Ahlquist, 2003), and could therefore have been
“perceived as irrelevant, humiliating or oppressive” (Merridy, cited in Hickling-Hudson and
Ahlquist, 2003). These institutional effects are partially evident in the poor outcomes some
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Indigenous students display within the dominant assessment system, for example low
literacy, loss of confidence and poor self-esteem (Hickling-Hudson and Ahlquist, 2003)6.
Ensuring that educators are in some way visibly engaged in community consultation
with Indigenous Elders and/or knowledge holders, parents, families and/or the community
can help disrupt these kinds of negative associations. Being actively and genuinely
interested in including, if not making central, Indigenous worldviews, will establish
educators as people worth paying attention to, and can provide a good foundation for
respect in the learning environment (Rigney, 2011). Engaging in community readiness
building activities that are culturally sensitive, and making adjustments to Program delivery
that reflect both surface and deep structural attention may help diffuse participant and
community preconceptions.
Methods such as Indigenous yarning circles illustrate attempts at the dissolution of
hierarchy within the teaching environment. Directly enlisting participants in how they wish
to learn can encourage them to create a community of learners, each of whom are
responsible for the collective success (Biermann and Townsend-Cross, 2008). This reduces
the pressure for educators to be a cultural experts, opens space for collaborative and peerguided learning, and creates space for an unlearning so that Indigenous knowledge and
perspectives can come forward to inform the learning environment (Nichol, 2009, Biermann
and Townsend-Cross, 2008). Being willing to make mistakes and being open to unlearning
may be enough to present educators to the group as people worth respecting and investing
time in, rather than being framed as part of a system that has little or no space for
Indigenous identity.

Being culturally safe
If educators are not Indigenous or community insiders, then it is strongly advised
that cultural training is undertaken. There are a number of ways in which cultural training
models can be conceptualised. Cultural competence is an often-used term and courses that
6

This is less a reference to the learning capacities of Indigenous students but more likely evidence of the
disjunct between Indigenous ways of learning and Anglocentric ways of teaching.
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aim for this generally attempt to equip individuals with cultural knowledge, skills and
awareness so that they can “manage” cultural factors within their particular working
context (Downing et al., 2011). Although cultural competency training is worthwhile, we
also recommend training under a cultural safety model. Developed in Indigenous contexts
this kind of training model takes colonial, social, historical, and social processes into account
and focuses on protecting and respecting the cultural identities of those being worked with,
as well as encouraging trainers to understand their own culture and identity and how this
impacts on their own practice (Memmott et al., 2006, Downing et al., 2011). It is important
to remember that Indigenous ‘culture’ will not be the only culture in the room. Cultural
safety training brings this fact to the foreground, reminds some of us of our own cultural
baggage and encourages us to view it appropriately.
Educators are not expected to be cultural experts, but they must be able to provide
sufficient space in their teaching for Indigenous conceptualisations and ways of learning,
knowledge and histories. A cultural safety orientation can help ensure chances of mirroring
colonising practices in the teaching environment, and/or the reinforcing of lateral violence
processes, are reduced.

3.2

Support services
Surveying the support services available in the area, for both men and women, is a

vital aspect of preparation. This is particularly important as the Sex + Ethics Program
teaching environment is not a therapeutic space where issues can be dealt with
appropriately. Being able to provide a full list of services is therefore important so as to be
able to facilitate support access. This list should not only include secondary and tertiary
support services targeting sexual violence, but also Indigenous support services 7 for family
violence, and generic Indigenous support services and justice mechanisms, financial aid
(including housing and child care), counselling and whole-of-family focused support services,

7

Many mainstream services are not culturally sensitive, do not provide culturally appropriate services, or use
culturally appropriate service models, therefore it is recommended that services be vetted before they are
recommended to ensure they are culturally appropriate and culturally safe (Thorpe, Solomon, and
Dimopoulos, 2004).
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among others. Because many Indigenous peoples are not aware of the services available to
them (Thorpe et al., 2004), educators should be able to provide information about the kinds
of support available, and how and where to access these during and at the end of the
Program. Information on Indigenous and ‘generic’ support services should be provided as
Indigenous participants may prefer either anonymous or culturally specific assistance,
depending on their personal circumstances and cultural identity (Cox, 2005, Lumby and
Farrelly, 2009).
As the Program may present the first opportunity Indigenous participants have had
to think and talk about the violence in their lives, and may take that understanding back out
into the community, it is also worth keeping in mind the capacity of support services in the
area. Because of the interconnected nature of impacts on Indigenous that contribute to
the perpetuation and experience of family violence, a wider range of support services may
be needed than would normally be considered when delivering the Program. Demand for
support services may increase post-Program in ways not normally experienced in more
mainstream program delivery, and services should be alerted to the possibility of an influx
of Indigenous clients. It is also important that community Elders are in support of the
Program so as to be ready for any community upset that may occur as a result of Program
outcomes/impacts.
In recommending support services two further aspects should be kept in mind: are
the services culturally appropriate; and, can these programs work in support with the
underlying philosophies of the Program? The first can be ascertained by reputation,
consultation and perhaps during the community readiness assessment process—do
Indigenous community members speak well of the support service, find it effective, and
culturally safe? Does the service use culturally appropriate language and imagery rather
than relying of that of the dominant (non-Indigenous) culture (Ober et al., 2000)? Are
providers Indigenous, and do they use their own cultural frames of references (ibid)? Do
providers draw on Indigenous ways of healing and seek to provide space to give voice to
Indigenous trauma (ibid)?
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The second may require brief contact to ensure that the prevention/support
strategies being used do not undermine the Program’s efficacy. The failure to ensure that
there is adequate and culturally appropriate support services available can result in
increased family violence (Memmott, 2010) and the continued colonisation of Indigenous
identity, signalling the importance of helping facilitate contact with the most suitable forms
of support for Indigenous participants.

Support for educators
Emotional and professional support for educators as teachers/counsellors should
also be available. Because issues thrown up from an Indigenous context may differ from
those experienced elsewhere, it is important for educators to have a strong support
network, and access to qualified health care and debriefing support that can address this
unique aspect. Educators, Indigenous and non-Indigenous, can be vulnerable to vicarious
trauma as/if participants share their histories and stories. This may be particularly true for
Indigenous educators, who may come face-to-face with additional triggers related to, for
example, dispossession and colonisation. We recommend that educators have supervision
and/or co-educator debrief model in place as a foundation for support.
Additional steps may need to be taken to account for impacts of Indigenous
contexts. This includes measures to safe-guard non-Indigenous educators, but also the
recognition that vicarious trauma may trigger actual trauma for Indigenous educators that
may require a different approach to support (Ober et al., 2000).

3.3

Venue selection
Choosing a venue for course delivery is an important consideration. Ideally the site

should be easily accessible to participants and not represent an issue with respect to
requiring funds to access (for example, expensive parking or public transport) (Cox, 2005).
Choosing sites that are neutral may also help safe-guard attendance, as venues that are

Page 40 of 69

attached to organisations that could identify participants as for example victims of sexual
violence, may stigmatise participants in communities with extensive kinship ties and gossip
networks (ibid). This relates to issues of confidentiality, for although the Program does not
specifically place individuals as victims or perpetrators, community perceptions may do so
by association. A variety of reasons are listed as to why some Indigenous peoples do not
access services and support for family violence situations, including partner retribution
(Lumby and Farrelly, 2009). In this regard it is also worth considering how ‘confidential’ the
chosen venue is, with respect to enabling participants to come and go without too much
public scrutiny. This can extend to young people, who in their identity formation process
can be under pressure to “act Aboriginal” and thus can be at risk (of bullying for example) by
being associated with ‘white’ ways of being and doing (Kickett-Tucker and Coffin, 2011).
Neutral spaces may also help create space between educators and various
community factions, and therefore present the Program as without any particular
affiliations. If there are concerns about attendance and community buy-in/backing being
destabilised by factionalism, then finding such venues may be of benefit.
It may also be appropriate to consider how best to bring a land connection into the
teaching space. Outdoor spaces can be empowering for some Indigenous participants, and
present as comfortable environments in which rapport can be more easily built (Watts and
Carlson, 2002). Having some aspects of the course outside may therefore be a good way to
bring Indigenous teaching elements into the learning environment. Making some effort to
provide culturally appropriate environments (whatever that may amount to for the
participant group) can be of benefit to Program delivery (Watts and Carlson, 2002)

3.4

Maximising attendance
In an endeavour to make the Program as accessible as possible to Indigenous

peoples, some funding provision may be needed to enable individuals to attend. In light of
the high rates of poverty, unemployment and poor education outcomes, even the smallest
costs may negatively impact on attendance. Poverty and shame are often hand in hand for
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Indigenous peoples and can often result in absenteeism or not participating to begin with
(Nichol, 2009). It is worthwhile seeking some funding support for transport as mentioned,
but also meals, child-care and other relevant support that may place a financial burden on
participants. If funding is not available, commensurate participant and/or community
support could be enlisted, for example car-pooling, billeting overnight for participants who
have to travel in, or child-care provisions. Tapping Indigenous and other networks where
possible to help reduce the impact of poverty on attendance may prove useful (Nichol,
2009).
When scheduling the Program it is worth bearing in mind time requirements for
Indigenous participants. Pressure to attend the entire Program may discourage some
participants with, for example, non-negotiable family obligations that can crop up
unexpectedly. Consultation in Wagga Wagga revealed the uneven nature of attendance for
many Indigenous participants to whom the Program was delivered to, and highlighted the
importance of finding ways to ensure they are comfortable with returning to the Program
even if they have missed a session. Building some flexibility into the Program delivery may
therefore need to be considered to cater for possible variable attendance by participants
across the entire course.
Cultural imperatives and obligations may exert some pressure on scheduling and
dates, so flexibility and consultation about this may be required. Both local and national
dates of importance for Indigenous communities, obligations such as baby-sitting for shiftworking parents, and commitments to sports training (which carry degrees of
cultural/community importance), will need to be negotiated. ‘Indigenous time’ can also run
at a slower pace than the Program recommends, so factoring in additional time for ways of
thinking and processing content may mean extra hours in the schedule. Additionally,
allowing extra time for forgiveness and healing as issues arise within modules will be
valuable for participants.
Making the Program a semi-social event may also encourage regular attendance, for
example, providing food, running for already established social groups, or scheduling
sessions next to other events that participants have obligations to attend. Also endeavour
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to provide regular and reliable transport to pick up participants and take them home,
particularly if sessions are run in the evening.
Regardless of the tactics employed, the aim is to ensure that participants do not
drop out of attendance due to the potential for feeling shame for not knowing how to
perform as a learner in the teaching environment. Stigma around poor learning
performance is already a part of Indigenous colonised identity (Hickling-Hudson and
Ahlquist, 2003). Mitigating against reinforcing this by providing opportunities for
participants to catch up and not feel inadequate will help ensure attendance and good
Program impacts.

3.5

Methods/principles of teaching
An important step in the delivery of the Sex + Ethics Program is to pay close

attention to social context, as this often plays little role in “Eurocentric” teaching systems
(Hickling-Hudson and Ahlquist, 2003). This includes not only the content of what educators
teach (for example, giving an example of unethical inter-relationship behaviour that bears
no reference to the everyday life of a rural Indigenous individual), but also in educator
expectations about the social context in which some/many/all of Indigenous participants
learn most effectively. Indigenous traditional learning styles were/are mainly oral,
observational, casual, via imitation, life and relationship-focused, and reflect the everyday
skills needed to flourish in their local environments (Nichol, 2009). Although participants
may have moved away from these traditional forms of learning, research suggests that
many Indigenous students continue to learn via the fundamental principles that underpin
traditional learning styles (ibid). These include:
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Holistic learning that
focuses more on
relationships as a way
to learn (including
mentoring, peer
learning and
collaboration, group
work)

Understanding and
learning based on
more sensory modes
of information
gathering and
processing (such as
story-telling, roleplaying, observing and
rehearsing,
engagement with
visual imagery)

Contextual
engagement that
closely mirrors their
everyday lives and
experiences rather
than through
hypothetical or
conceptual examples
and models

(Nichol, 2009).
Emphasising these elements within the teaching model and determining what can be
replaced with these kinds of learning activities, will increase the deep-learning done by
participants.
Although much of the research considers there to be fundamental differences and
incompatibilities between Eurocentric and Indigenous learning systems due to placing them
in a dichotomy of opposites that cannot be reconciled, there are ways of exploiting the
positive aspects of both approaches. Being attentive to what Nakata (Regional Aboriginal
Education Team, n.d.) calls the “cultural interface” of these two knowledge/learning
systems is such an approach. A growing body of knowledge suggests that we can create a
synthesis between these ways of learning that take advantage of, and pay due respect to,
both orientations. How to do this is complex and may take an amount of time and
consultation with respect to adapting the Program content to at least try and meet some of
these ‘requirements’. To attempt this is important for several reasons. The poor results
many Indigenous students show in western learning contexts suggests that these ways of
learning do not suit Indigenous learning styles. To perpetuate this kind of instruction is
pointless and will not result in good outcomes with respect to Program delivery and its longterm impacts because the system of teaching may be disengaging, not cognitively ‘logical’
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for participants, and reminiscent of bad ‘system’ experiences that they do not want to
repeat. Failing to account for Indigenous world concepts and cognitive learning schemes
diminishes their importance, which in itself is Eurocentric and disrespectful. Finding a
learning style to bring into the Program’s learning environment may require consultation
with local educators specialising in Indigenous ways of learning.

Literacy and language issues
There are a number of language and literacy aspects to be aware of within the
Indigenous teaching environment. The first to bear in mind is the challenge of cross-cultural
communication, which may not always be immediately obvious unless consciously looked
out for. There are a number of factors that affect cross-cultural communication:


Verbal: tempo and pace; slang; response to questions; style of questioning; taboo
questions limitations on questions; styles of persuasion and explanation; forms of
address; tone



Non-verbal: silences; listening; trust; gestures; eye contact; body space; touching;
eye movements



Rules/conventions: interactions; speaking; decision-making; prioritisation;
observing time; power sharing; resolving conflicts; appropriate situations for
communications; avoidance rules; norms of confidentiality; consent



Etiquette: greetings and leaving; invitations; how requests are made, denied,
refused; interrupting; respect; acknowledging; giving recognition; expressing
appreciation; proper conduct between the sexes (Eckermann et al., 2006).

Learning all of these conventions may not be possible, but being aware of them is a solid
step towards respectful communication. Having guidance on what to be aware of may be of
value, as insider knowledge will provide information on:


Cues to look out for



The correct terms and names to use



The gendered nature of some topics of talk
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How to react when communication slips from the comprehensible to the
incomprehensible, particularly if the Indigenous group speaks an Indigenous Kriol
or English is not the participants’ first language (ibid).

The most important position to take is that of patient listener, being aware that silences and
pauses are more prolific in Indigenous speaking patterns (ibid).
Secondly, it is important to remember that “Aboriginal English” is best understood as
a dialect of English that is as rule driven and meaningful as native English-speaking, and does
not represent an imperfect learning of English (Groome, 1995). Treating Indigenous
participants as (potentially) ESL (English as a second language) language users is an effective
strategy to communication, where the rules of patience and clarification help with the
transmission of meaning. This places both the educator and learner on equal footing,
where the difference is not one of competency, but rather one of spoken/understood
language. This allows learning to go both ways.
Language/communication differences also reflect cross-cultural diversity in
conceptual understandings and transmissions, and the need to cater for them within the
teaching style employed to deliver the Program (Williams, 1988). Consultation
recommended avoiding jargon and technical terms. Breaking language down into simple
components from which the requisite concepts can be built, and having participants
reiterate ideas being discussed both to the educator and as a peer-learning strategy are
ways to help ensure meaning is conveyed as intended. The learning style recommended
below may also offer some steps towards helping educators better transmit meaning and
facilitate learning.
Assessments of Indigenous literacy skills situate Indigenous learners as ill-equipped
to meet to literacy requirements of mainstream society (De Bortoli and Cresswell, 2004).
Indigenous learners have a “lower belief in self-efficacy” and related shame around poor
literacy results than non-Indigenous students, but display high levels of collaborative and
cooperative learning, and memorisation (ibid). Although the Sex + Ethics Program
environment is a learning environment, it is not one that serves to build literacy skills. In
this regard it is recommended that if literacy is an anticipated hurdle for participants when
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engaging with the Program in its current form, that literacy aspects be removed from the
Program as much as is feasibly possible. Doing so will help ensure that participants are
active group members and are more likely to return to the teaching environment for the
entire course of the Program.
So, concepts and terms should be dealt with in their simplest components before
being built into more complex terminological shorthand. Hand outs and posters should be
reworded and provided as options rather than core elements of the course, and/or as tasks
whereby participants can create their own images that represent meaning. Homework
should not require written work but instead should utilise other skills, such as imagery
creation, reporting back on family talk or alone-contemplation. Again, the teaching style
below may provide a suitable framework by which educators can reduce literacy
requirements. Additional recommendations for adaptation are at the end of these
Guidelines.

A possible learning style, a possible solution
One way to address the tricky issues of Indigenous content, and also low literacy, is
to consider utilising the “8 Aboriginal Ways of Learning” (8ways.com, 2012c)8, which is an
Indigenous learning style framework that covers eight separate but interrelated modes of
learning that can be utilised in teaching programs to Indigenous students. As these are
fairly conceptual, an outline of possible steps is also provided as a guide to how to deliver
the Program content in line with these ways of learning. Not all of these steps, or
interrelated ways of learning, may be useable or appropriate but incorporating at least
some elements will reference the Program as culturally aware, and as approaching the
cultural interface.

8

If educators do utilise this learning framework, acknowledgement must be given to the traditional owners of
Western New South Wales, and permissions should be sought–details of how to do this are located in
Appendix 1 at the end of this document.
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The 8 Ways model9 is as incorporates the following (8ways.com, 2012c, Regional
Aboriginal Education Team, n.d.):


Deconstruct/reconstruct: this is a focus on learning wholes before parts and
focuses on understanding the whole idea before breaking it down into its
constituent parts/sequenced steps. It includes the utilisation of already-possessed
skills to new tasks and situations, as a basis upon which to build further learning.



Learning maps: using diagrams/visualisations/metaphor to map out processes and
criteria so as to create a holistic image of how a task is to be preformed or an
overall concept is understood. These act as anchors for learning.



Community links: connecting the learning process and the content of learning to
local community life and values, and to real-life purposes and contexts.



Symbols and language: Indigenous learners are primarily visual and spatial learners,
so the use of symbolism/symbolic meaning (of concepts, concrete and abstract) at
the level of content (rather than process) is appropriate. These are viewed as the
building blocks of memory, and can be both visual and oral.



Non-verbal: Indigenous learners are also kinaesthetic, hands on learners, who
utilise body language, silences, introspection and practice/modelling as a pathway
to critical thinking.



Land-links: using the living landscape as a framework, and/or paying attention and
drawing attention to ancestral and personal relationships to place and country.



Story-sharing: using personal stories/yarning as a way of teaching and transmitting
knowledge which learners can then analyse and consider critically. In this way
ethical frameworks can be transmitted in ways that are dynamic with respect to
remembering and implementing.



Non-linear: taking an indirect rather than direct approach to learning, including
avoiding direct instructions and behaviour management. Learning is not caught up
in a sequential or linear way of moving through information.

9

Developed by the Regional Aboriginal Education Team of researchers looking at schools in Western NSW
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Although these ways of learning are rather abstract, they do however suggest ways
of bringing Indigenous ways of learning into Program delivery. Story-telling, acting out
scenarios for learners to imitate and then build upon, the creation of imagery in journals as
ways of introspecting, remembering and processing information, teaching in environments
that connect in some way to the land, spending time to talk about whole concepts via
stories that contain all the elements (problem, options, resolution and so on), are some
ways in which these learning styles may be brought into the learning environment.
The above learning framework also reflects Indigenous cultural values:
We connect
through stories
we share
We work with
lessons from
and nature

We picture our
pathways of
knowledge

We bring new
knowledge
home to help
out mob

We see, think,
act, make and
share without
words

We keep and
share knowledge
with art and
objects

We put different
ideas together
and create new
knowledge
We work from
wholes to
parts, watching
and then doing

(Regional Aboriginal Education Team, n.d.)
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With reference to delivering a program the 8ways model suggests:


Adding time to the program to allow for different ways of learning, modelling and
imitation, silent introspection, and a holistic approach to concept learning (this may
include an additional introductory session to talk about bigger concepts within the
program).



Adjusting stories, case studies and learning examples to local contexts that
reference local and daily ways of life.



Reducing written material in favour of participant and/or community generated
imagery.



Acting out session content before having participants do so, providing a framework
of knowledge that can then be built upon in practice.



Working in groups to construct ways of deep knowledge learning embedded in
culturally relevant imagery and metaphor.
A tokenistic use of images can result in the wrong kinds of meaning being

transmitted, and may in fact be harmful rather than helpful (Regional Aboriginal Education
Team, n.d.). Consultation about content and how to use content is recommended to ensure
that imagery and metaphor are used safely and correctly within the Program.
When adjusting the Program’s mode of delivery (for example, using Indigenous
images to convey meaning, adopting cultural stories as examples of ethical principles) we
recommend careful consideration of issues to do with intellectual property rights. The long
history of appropriation and exploitation of Indigenous imagery and cultural content is
rightly a sensitive issue, with Indigenous people being concerned about the theft and/or
inappropriate use of images, stories, and other aspects of cultural heritage10. As part of the
development of teaching tools for Program delivery, consent may be needed for the
inclusion of Indigenous heritage aspects. Although there is an array of requirements under
Australian law with respect to what requires consent and what does not (Janke and Michael
Frankel & Company Solicitors, 1998), of which local Indigenous peoples may be unaware ,
10

Heritage consists of the intangible and tangible aspects of the whole body of cultural practices, resources
and knowledge systems developed, nurtured and refined by Indigenous people and passed on by them as part
of expressing their cultural identity (Janke and Michael Frankel & Company Solicitors, 1998)
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we recommend as part of the practice of cultural respect that where possible consent is
sought. As a minimum this protects those delivering the Program, as well as the community
from which content is being borrowed. It may also serve to inform the consultation process,
whereby consent-providers may be able to advise on appropriate cultural heritage aspects
for use within the Program, thereby enhancing the feeling of community involvement in
Program implementation.
Once permission has been granted, recognition needs to be explicitly given to the
Indigenous peoples who have granted use of cultural heritage materials, either by direct
reference to for example the story teller, the artist, or the community the ancestral imagery
represents or indirectly through citations. Beyond a mark of respect, this will again help
connect the Program directly to the community, keeping it relevant and alive.

3.6

Suggestions for Program content tailoring
The following is a general set of possible adaptations of content delivery that can

then be ‘filled’ with the appropriate cultural content for delivery. These suggestions are a
result of a review of the literature, and consultation with stakeholders and experts in Wagga
Wagga. It is therefore a list of suggestions that may or may not be suitable for particular
local contexts and groups.
The following general points should be kept in mind:
Relating to participants:


Avoid pair-work—where possible run exercises as whole-of-group or split the class
into two groups



If possible, run exercises in teaching circles



Be aware of familial relationships that may be part of the group dynamic, and
consider how this may affect some activities (this is another reason why some pair
activities are inappropriate). This dynamic may affect discussions and activities
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For some topics it may be worthwhile splitting the class into gendered groups for
some initial discussion before bringing them back together. This is to cater for both
the men’s and women’s business nature of some topics, but also the need to have
these conversations across genders if young people are to talk about and negotiate
their intimate relationships in real contexts.



Being sensitive by:
o Avoiding pinpointing individuals by asking them directly to contribute
o Being careful with the kinds of direct questions you use—perhaps make
statements and then see if there are any thoughts about them
o Not using group members in hypothetical examples



Avoid giving handouts where possible as this may stress those with low literacy
issues. Set tasks orally or if handouts are necessary, with imagery



Keep all language simple and jargon-free.

Presenting Program content:


Where possible, educators should role-play or act out exercises so that participants
can watch and learn before trying things for themselves



Integrate a yarning circle11 into regular session practices such as the reflection,
and/or for information exercises. You may create a regular space for this



If there are places where you have to give out a lot of information, for example the
section on the law, then consider integrating this into a story as this may help
present a holistic image of the information you are relating.



Use the Have a Yarn with Yarn exercise for discussion of concepts that have
connections, when telling stories and sharing stories, discussing choices and being a
friend (The Yarning Circle and Townsend, n.d.). See
http://www.theyarningcircle.com/yarn.htm for instructions.



Consider what other cultural artefacts may be of value and use in group work.

11

As Australian Indigenous culture is an oral tradition, yarning or story-telling is a way of sharing knowledge
and information about the individual, the mob, the land, anything that needs to be communicated. The
yarning circle is how yarning is traditionally conducted. (8WAYS.COM, 2012b)
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For mixed age groups, consider having peer teaching where possible, so that older
participant are teaching younger participants



Convert handouts to imagery and simplified language—consider cartoons as a way
to convey meaning without raising literacy issues



If the Program or some exercises can be run outside, then do so. The yarning circle
is a good example for this.
It may be useful to run a pre-Program module on gender and sexual assault /family

violence to cover basic concepts. This can be a short class and could also be incorporated
into community engagement activities and the increasing of community readiness.
The following is a week by week breakdown of possible areas of adjustment.
Educators need to be fully comfortable with the each session’s learning objectives as
outlined in the Program Manual. Activities that are open to adjustment have been
highlighted. Any further adjustments need to ensure that cultural sensitivity, Program
philosophy and learning objectives are not compromised.

Week 1: Getting to know each other: How we learn about sexuality and gender
Activity 1.1— Getting to know each other


As group work is the preferred way of learning, conduct introductions within a
speaking circle environment.



Consider A Yarn with Yarn as a way to get to know each other within the group,
rather than focusing on direct information.



Rather than nametags, have group members discuss their personal and regional
totems—a map can be helpful for those that do not know their totems but are
perhaps aware of some of their history. Totems can then be made into ‘nametags’.

Activity 1.2—Group rules


Use a similar format to develop the speaking rules with the group – rather than
write on the board, have a piece of paper on the floor that everyone can get down
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and contribute to – participants may want to draw images for each point, or use
important words, or draw a word/image map.
Activity 1.3—Different perspectives on sexual intimacy


Review the role play characters – some of these should be kept to represent a wide
range of individuals young people will meet in life, but consider changing one or
two to closely represent an Indigenous young person in Wagga Wagga, and
perhaps a more rural-based individual with more traditional views.



Explain the role play task, and then role model/act out a character (one per
educator).



Call for volunteers to act out characters to the group (be aware that some group
members may not be comfortable performing roles yet). Take them aside and
explain the character with them and think about how that person might act – if
they are comfortable with a simplified handout about their character then use this
as well.



Have the participant performances done for the entire group or the class split into
two groups.



Run the discussion of these characters as a whole-of-group discussion.



Have participants contribute to the white-board noting of this discussion, by
drawing symbols, using key words, drawing relationships between terms to create
mind-maps.



Journals for homework: these are to be blank, not lined, so as to allow for drawing
and imagery collecting; perhaps the inclusion of items that have symbolic
importance to participants (leaves, for example).

Activity 1.4—Feedback on the session (week 1)


Run the feedback as a whole-of-group discussion.
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Week 2: What are sexual ethics?
Activity 2.1—Reflection


Start with a 10 minute review of central themes from week 1 to remind the group –
this is an opportunity to engage in some peer teaching– have students talk about
things they remember and their reflections about what they did and learned.

Activity 2.2—What is the Sex + Ethics framework?


Start with a very simples discussion on the difference between ethics and morals,
then additional terms such as desire, and negotiation—anything that may be
recognised as challenging.



Poster: Consider ways to make this simpler, no words, use imagery – discussing the
framework may be a chance to engage in a group poster creation to capture the
concepts in images and metaphors of the groups own understanding.



Sunlight test – pick some local figures such as well-known elders.



Adjust Susan’s story to account for the phenomenon of ‘black fella love’ – this is a
good opportunity to challenge this cultural issue early on – change the content to:
our parents always did this; he says he loves me, that’s why he hits me; if he
doesn’t hit me I worry – consult to ensure that the content of this story properly
reflects the phenomenon. Taking extra time to unpack this may be required if this
is a commonly experienced event for the group – there may be a significant amount
of content to deal with.

Activity 2.3—Pressure to be sexual—gender, sex and friends


Pressure test: adjust for relevant local issues, such as drugs and alcohol use, or
going to a football game, or an important cultural date instead of a birthday. This
may be an exercise you may want to model first to the group so they clearly
understand what is going on. This may also be something that is worth doing in
two larger groups rather than small groups, where a core group do the exercise as
something that can be watched.
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Graffiti exercise – do in small groups and broaden the kinds of materials available
for making the posters.

Activity 2.4—Feedback on the session (week 2)


Homework sheet – discuss this as some ideas they can think about – start the
homework process off with a 10 minute discussion of the ideas you want them to
contemplate. Do not give this sheet out unless you can convert the content into a
level of imagery and literacy that is suitable for the group – you may want to pick
some of these questions, but not all of them if this conversation is challenging.

Week 3: Understanding other people’s desires and needs
Activity 3.1—Reflection


Do the reflection in small groups if this is preferred – check with the group

Activity 3.2—Understanding other people’s desires and needs


Consider the appropriate kinds of items for this exercise that are locally relevant
and suitable for the kinds of possessions that individuals would consider important.
It may be that the sample represents tasks they would like to do rather than things
they would like to have.



This exercise may be easier for some participants who have stronger connections to
heritage and tradition and may have been brought up to read body language more
accurately than other more ‘westernised’ participants.



When using this exercise as a segue into discussions about asking, be sure to
emphasise how important active talk is and how opaque body language can be,
particularly cross-culturally.

Activity 3.3—Alcohol, drugs and sex


Make sure to have extra time for this issue as drug and alcohol issues are significant
in many Indigenous communities, including Wagga Wagga.

Page 56 of 69



Find out what are the common drugs for the local population—although ecstasy is
used by Indigenous users, harder drugs such as Methamphetamine (known as Ice)
are more likely. Also consider what kinds of venues young Indigenous people
frequent—are they likely to go to a club, or hang out at friend’s houses, on the
streets? Find this out in consultation, or by asking the group prior to beginning this
exercise.



After the discussion, it may be relevant to play the video Who Are You (available on
YouTube:
http://www.youtube.com/watch?v=9zr1oxEbdsw&feature=player_embedded) –
during the clip participants can identify moments when the young woman is in
trouble, when the guy she is with acts unethically. Then run a discussion

Activity 3.4—Feedback on the session (week 3)


Run this as small groups, not pairs.



Set homework, and be aware that this may go beyond a conversation with peers as
family members may also display drug and alcohol related behaviours that are
discussed in the group.

Week 4: Ethical consent
Activity 4.1—Reflection


Review the cards and swap out formal terms like intercourse for ‘real sex’, or
something similar that represents intercourse to the group. Use local slang terms
(get these in consultation with young people if possible).



This may be a challenging exercise for the group as sex is seldom talked about
publicly within Indigenous communities–-the degree of engagement may depend
on how ‘westernised’ group members are. If the group is reluctant to start,
educators may need to model some of the cards, adding in humour to break the
mood.
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Discuss the homework, if the group is comfortable. This discussion may take up
more time than usual as it may touch on deeper issues than usually discussed.

Activity 4.2—The law and sexual consent


In addition to local legal content, consider consulting with local Indigenous experts
about Indigenous law and lore around these issues. This will highlight common
themes of morality within western and Indigenous frameworks, but also how things
may differ, and the value of alternative perspectives. If possible, consulting with an
Indigenous expert on sexual consent is recommended so Indigenous conceptions
can be covered—this may be challenging however, and may end up becoming part
of the group discussion.



Be aware of Indigenous general distrust of western legal frameworks and processes
as these have had significant negative effects on individuals and families. This may
require extra explanation of legal aspects and why they are set up as they are, and
an explicit recognition that they may not suit Indigenous people very well.



When discussing consent, outline not only the law but any Indigenous traditional
material you may have managed to get. When participants are talking about
consent, try and determine where their ideas come from, as some may be
traditionally based. This is important as if this is so, there may be ideas that are can
appear unethical within the framework—having to manage the tension between
tradition and framework may arise. Be careful when examining ideas of consent
from within the ethical framework, as there is room for cultural disrespect here—
try and get group members to come to their own conclusions as much as possible
here.



Take extra time to go over the legal content to ensure that it is well understood.

Activity 4.3—The Party: Phil and Cindy (names changed)


The party: read it as a script only (no acting).



Convert the handouts into cartoons—to remove literacy but present a script to
follow.



Run in small groups rather than pairs
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Activity 4.4— Skills in ethical negotiation and consent


A way to start this exercise is to use the ‘Yarn’ exercise, to discuss the aspects of
consent that are the focus of the exercise—educators can ask a question for each
letter.



Adjust this handout to visuals—cartoon imagery might again be appropriate.



Do the exercise as per usual.

Activity 4.5—Feedback on the session (week 4)


Run this exercise but rather than them writing a word have them draw something
that represents what skill they chose.



Homework—set this as a thinking activity—perhaps they can draw something to
represent their thoughts that they can then yarn about next week.

Week 5: Is this relationship working for me?
Activity 5.1—Reflection


Homework exercise, do as a yarning session—remind them about the original
version of the story. If few or none did their homework, then split into two groups,
one to discuss Cindy, the other Phil, and rework the story as a group—then have
them present their reworked story to everyone. Discuss each story.

Activity 5.2—What do I want out of this relationship?


Talk through the questions on the handout—tell the group that they are to sit and
think about each statement the educator reads out—avoid giving out the handout.

Activity 5.3—Conflicting desires and wants


Adjust the case studies to be locally relevant e.g. sport as an interest.



Split the group into two and each educator work through each scenario with the
group, with volunteers modelling the exercises where necessary.
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In the group discussion consider drawing a mind-map of the discussion points
people bring up.

Activity 5.4—Breaking up


Into two groups rather than many, then work through the exercises.

Activity 5.5—Feedback on the session (week 5)


Run in a yarning circle.

Week 6: Standing up against sexual violence
Activity 6.1—Reflection


As the usual yarning circle.

Activity 6.2—Being an ethical bystander


Handout one—redo as a cartoon of the concept; handout two, use as a question
sheet for educators.



If possible find a story similar to the Brimble story that is local and/or Indigenouscentred, and focus on people’s failure to act.



Tell the story to the group, then pick out the bystander aspects that are the focus
of the story, so that the concepts are holistically represented before particularising.



Run through the exercises. Think of a variety of examples they can discuss that are
very foreign to them, namely city-based situations they might not encounter (this is
to reference the fact that many Indigenous young people are mobile between
towns, and can drift into high-density culturally diverse urban centres).



Run through the second hand-out as a group discussion.

Activity 6.3—Skills in being an ethical friend and bystander


Have the educators act out a scenario, and then have the group call out what they
would do. Then have volunteers act out other scenarios from the handouts—brief
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them on the side. If the group is confident in what they are doing, ask for a
volunteer to act as a friend, and have them practice intervening, then review with
the group to see if they intervened in appropriate times, at appropriate ways.


Put notes on the board as you go, as a mind map or a visual diagram of aspects.

Activity 6.4—Evaluation of the Program—taking sexual ethics with us


Run the evaluation as two groups—one educator per group.

Your experience with your local group may suggest other ways of adapting the
Program. You may also find that as the weeks progress, you move away from some of
these recommendations as they fail to work effectively. Discussing delivery with the group
on a regular basis will help keep presentation appropriate, but also involve the group in its
own learning process which is, as mentioned, an important part of Indigenous communities
making the Program their own.

Evaluation
Within the Sex + Ethics Program philosophy is a strong commitment to evaluation of
the Program’s efficacy overall, and within particular diversity groups. Certain challenges
come with this commitment within an Indigenous context, where assessment in any form
can be confronting and uncomfortable for participants (Nichol, 2009). The need for
consistent evaluation as one of the factors that help ensure ongoing Program success
requires that efforts be made despite the challenge of dealing with Indigenous unease.
In concert with low literacy levels, and a general dislike of individual testing and
assessment in general (Nichol, 2009), alternative ways to run the evaluation surveys may
need to be considered. Follow up conversations with participants, some sort of focus group,
or a report project may be appropriate. Consulting with not only the community, but also
the participant group, may illuminate the best methods by which to get some commitment
from the group with respect to future contact.
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The Wagga Wagga consultation suggested that this may be challenging in some
locations where Indigenous populations are highly mobile. In this regard, evaluation may
need to shift to the surrounding community if participants cannot be contacted.
Community can still provide information on the impacts of the Program, by reporting on any
possible behavioural changes, and if there has been any noticeable shift in the talk and
attitudes of young people after the Program has run. Alternatively, educators may try to
keep in contact with participants by email and mobile telephone if possible, in order to
conduct follow-up evaluations.
Understanding the impact of the Sex + Ethics Program on the lives of young people
during and after the Program is crucial; there is also a need for educators to reflect on their
own practices as educators. Appendix 2 pages 137-138 of Carmody, M. 2009a. Sex & Ethics:
The Sexual Ethics Education Program for Young People, South Yarra Palgrave MacMillan,
provides an educators evaluation and reflection form. This is useful format to use at the end
of running a Program but we also recommend weekly debrief between the educators about
how the sessions went. With an Indigenous young people group, it will also be crucial to
discuss the cultural adaptions that are used to maximise engagement and assess their
effectiveness. This needs to be done after each session to ensure freshness of observations
and to allow for any further adaptions the following week.

Taking cultural sensitivity seriously may be challenging for some educators. However
we need to be constantly mindful of the importance of prevention education and the need
to ensure our practices are inclusive, relevant and workable in the local communities in
which we work. We are still learning how to do this work effectively; but it is clear we need
to ensure we move away from a one size fits all approach to education that by definition
obscures the particular needs of specific groups including Indigenous young people.
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Appendix 1: Wagga Wagga Consultants


Debbie Evans: Researcher/Heritage & Cultural Recovery Projects (at CSU



Wiradjuri Regional Aboriginal Land Council Wagga Wagga: Lorraine Lyons
(Chairperson), Heidi Burgess, Melissa Weldon



Paul Mumble: Community Police Officer/ Love Bites educator and Dance away
Violence youth group leader



Selena Lyons: RivMed Chief Executive Officer (and Wiradjuri Regional
Aboriginal Land Council Wagga Wagga member)



Thelmerie Rudd: NSW DET Aboriginal Education team leader



Kate Luxford: Greater Area Southern Health Service



Brenda Kerry: Social Services, Wagga Wagga City Council, Sex + Ethics Program
Educator



Kay Humphrys: Counsellor (Linden Place Child and Adolescent Sexual Assault
Services), member of CASAC, Sex + Ethics Program Educator

Although the 8ways Education Community was not directly consulted with respect to this
project, their open wiki is a valuable source of information for the New South Wales region,
and deserves direct recognition for its contribution12.
NOTE: if the 8ways model is to be used as a guide to teaching practice, then specific
acknowledgement should be given and permission sought from the traditional owners of
Western New South Wales. This can be done by contacting the Bangamalanha Centre at
Arthur St, Dubbo (phone: 02 6841 3852).

12

Contact information can be found at http://8ways.wikispaces.com/8way+-+a+word+on+protocol
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Appendix 2: Texts
CARMODY, M. 2009a. Sex & Ethics: The Sexual Ethics Education Program for Young People,
South Yarra Palgrave MacMillan.
CARMODY, M. 2009b. Sex & Ethics: Young People and Ethical Sex, South Yarra Palgrave
MacMillan.
These texts can be ordered from: Palgrave Macmillan
http://www.palgravemacmillan.com.au/
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