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The Interconnection Between
Personal Liberation and Social Change

(Corjitrig Out i the Claggloori

ag a Ifa ﬁs{e{ﬁia’[?\v/e fact

Like most people who begin journaling, it was
crisis and desperation that brought me to
the blank page. My desperate crisis was
dealing with my sexual orientation and
Coming Out. I thought if I could just write
it all out and look at it that perhaps I could
learn something about myself. I started by
telling my stories to myself on the blank
page. Isak Dinesen said, “All sorrows can
| be borne if you put them into a story or tell
| a story about them” (Keen, 1989, p.1). I
| .could hardly bear hiding from my sexuality

| anymore. I didn’t know what todoandsol.

picked up black ink and blank page and
began to decipher myself:

I do not know and so I start with a
blank page. I donot know and so I pick
up an ink pen. I do not know and so 1
look at what is in front of me and I
write about what it teaches me. I do
not know if I am the tattered and
marked up book I am reading for the
third time. I do not know if  know my
story line or plot. I do not know what
chapterIamin.Idonot know what my
title is. I do not know is the one thing
I know most. I do not know why
knowing that compels me to pick up
blank pages and scribble with black
ink onto them. I do not know why I
have to write so much. And I did not

Jeff Sapp is a professor

' with the School of Education
at Chapman University,

Orange, California

By Jeff Sapp

know that somewhere in the liquid

white empty pages I would start to

. ‘know. And understand. I did not
know that.

— Personal Journal, page 3,598

Each day I wrote myself onto the page
in an attempt to deal with my sexuality, I
became more and more clear. [ had lived my
life letting others define me. I was an un-
happy wreck and suffering from a terrible
bleeding ulcer. I understood the hopeless-
ness that gay and lesbian teenagers feel,
the hopelessness that leads to ever increas-
ing rates of teenage suicide (McConnell-
Celi, 1993).

Maxine Greene said that a teacher in
search of her or his own freedom may be the
only kind of teacher that can arouse other
people to go in search of their freedom
(Greene, 1988). John Dewey stated that we
are free “not because of what we statically
are, but in so far as we are becoming differ-
ent from that which we have been” (Dewey,
1928). Freedom is to be found in the conti-
nuity of developing experiences (Dewey,
1938).

My research methodology for my dis-
sertation was a critical point in saving my
life. I chose a qualitative research para-
digm — heuristic research—for my disserta-
tion. Moustakas (1990) states that in “heu-
ristic research, the investigator must have
had a direct, personal encounter with the
phenomenon being investigated.” In a very
real way, all research is autobiographical.

%

The researcher must have experienced the
phenomenon being studied in its entirety.
My primary task as the researcher is to
recognize whatever exists in the conscious-
ness of the participants and myself as a
fundamental awareness, to receive and ac-
cept it, and then to dwell on its nature and
possible meanings (Moustakas, 1990).

In heuristic research there is an
unshakeable connection between what is
out there and what is in the investigator in
reflective thought, feeling, and awareness
(Moustakas, 1990). The truth is that what is
“out there” and what is “within” the re-
searchers cannot be separated. The heuris-
tic process challenges the researcher to rely
on her or his thoughts, feelings, senses, and
intuitions (Moustakas, 1990).

I also drew from Denzin’s (1989) work
oninterpretive interactionism. Interpretive
research has, as one of its main criteria, the
reality that research begins and ends with
the biography of the researcher. The focus of
interpretive research is the epiphany—alife
experience that radically alters and shapes
the meanings people give to themselves.

I had this sudden moment of revela-
tion: “Everything I know about being gay
I've heard from white, conservative, hetero-
sexual males! No wonder I'm messed up.
How is it possible for someone whois not me
to name and define me?” 1 immediately
made a commitment to begin reading ma-
terial written by gay people for gay people.
Likewise, I realized that I was the greatest
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authority on my own life. The revolution
had began.

In my writing I am sniffing myself
out. I am rooting through the dense
forest of pages seeking my scent. Sniff,
sniff, sniff. So many things have
smeared their goop all over me to
hide my authentic humanity. Soci-

several dozen, we'd havenature’s flash-
light to guide us through the dark
forest to home. Keeping a journal is
like that. One-by-one-by-one”you set
free the celestial moments of your life.
And after collecting dozens and doz-
ensofthem you begin toseethelight —

There is, after all, so much to
write about in red.
—Personal Journal, pagel,127

And I'gave them loving warnings:

But I should warn you before you go
on. If you fall in_love with ink and
blank pages it will change everything
you have known. Sooner of later it will

ety. The church. My family’s expecta-
tions. No wonder it'’s taken me so
long to catch wind of myself. Sud-
denly Lwrite something sorandomly
in the path of myself and wham! The
hound dog in me catches a whiff! I
grow excited and begin to run with it.
Ink flying through the pages. The
smell getting stronger and stronger.
FinallyIgetittreed. Herein the pages
that were wood and bark and leaves
before this blank whiteness. My
beagles self flips through the pages
scent seeking. I discover that I am
incense and offer myself up to the °
Universe as an offering.

—Personal Journal, page 3,564

If you came to my home you would
find a wonderful Pinocchio puppet hang-
ing from my ceiling. If you came to my
office you would find a large Pinocchio
book standing up on my shelf. They are
there to remind me of how incredible it
is to finally be real. I have spent most
of my life being unreal and I want to be
~ reminded every day of how incredible it
is to finally be Real. The sacred J ournal
was the instrument with which I loved

My first day of class I told
student-teachers about the

my hands my own

=
Ingy iumm”w

g

I opened it and read to them
of my personal

id

]

i;.(?g ?vief? ft"*fﬂ é%’ea %,5:%',3 ’f
and told them that they could
find themselves

> ~be time for you to write your own
authentic version of yourself. And the
people who are used to doing the edit-
ing for you may not like it. That one
thing alone will tell you that you are
on the right path. When people get
nervous.

~ —Personal Journal, page 3,564

As an act of social justice, I simply
wanted to use my new-found voice. I
wapted to speak about reflection and
howithad changed mylife. I wanted tobe
identified as my authentic self, an aspect
of which was my gayidentity. Iwanted to
break the silence that some gay/lesbian
people feel and that gay/lesbian educa-
tors particularly feel. I wanted to end
some stereotypes and educate. I wanted
o0 model that my journey to my real self
had drastically changed who I was and,
thus, how I taught.

Social justice is not only about the
acts we do in the world. I believe that
social justice is about being a reflector .
and critical thinker of myself, my place

. in the world, and the way I act in the
world. When the person is transformed,

myselfto realness by becoming, like the
archetype Pinocchio, a teller of Truth.
“We teach who we are” (Palmer, 1998, p.1).

I moved from West Virginia to Los
Angeles in 1993 and begun teaching at a
college in the greater Los Angeles area. As
teacher-educators, we were training teach-
ers to work in the urban schools within and
around one of the largest cities in the world.
When I entered the urban environment, I
simply brought with me stories of my jour-
ney to realness. 1 brought with me a love of
black ink and blank pages. I brought with
me a great love of reflection.

My first day of class I told student-
teachers about the teacher-as-reflector. 1
held in m¥ hands my own instrument of
transformation. I opened it and read to
them of my personal “search for freedom”
and told them that they could find them-
selves in the blank page as 1 had.

When I was a small child in the rural
Appalachian Mountains of West Vir-
ginia, my childhood friends and I
would spend the lazy, hot summer
evenings catching fireflies. We ran
like banshees collecting them one-by-
one-by-one. Soon, after imprisoning

the patterns and themes of your life.
Captured in your Journal Jar. To-
getherthey bring illumination toyour
dark journey through the forest and
back home to yourself.

—Personal Journal, page 1,118

I read to them about social justice:

Sometimes [writeinred. Twriteinred
when those who once loved me as a
liar don’t speak to me anymore now ’
that I speak my Truths. So, [write in
red. Iwrote in red last Tuesday when
Dan died of AIDS. And each letter I
wrote in red stood for a thousand-
thousand Dans. Solwroteinred and
Icapitalized all my letters and under-
lined ald my words. There was an-
othergang killing of an innocent child
this week. So I wrote in red. I wrotein
red the day I heard a teacher speak a
mean word to a student. And I wrote
in red the day my brother stopped
speaking to me because I was gay. I
write, in red a lot these days.
Well...truth is I actually make it a
pointtowriteinred atleastonceaday
now.

the teacher that the person is also
experiences transformation. I wanted
to tell my story.

Little did I know that I was entering
my voice into alegacy and joining colleagues
who had set the precedent 20 years earlier.
Gay and lesbian professors met in New
York City in 1973 for the first conference of
the Gay Academic Union (D’Emilio, 1992,
p.127). They wrote in their statement of
purpose words I would honor twenty-years
after their ink had dried:

As gay men and women and as schol-
ars, we believe we must work for
liberation as a means for change in
our lives and in the communities in
which we find ourselves. We choose
to do this collectively for we know
that noindividual, alone, canliberate
herself or himself from society’s op-
pression.... We assert the intercon-
nection between personal liberation
and social change. We seek simulta-
neously to foster our self-awareness
as individuals and, by applying our
professwnal skills, to become the

agency for a critical examination of
the gay experience that will chal-
lenge those generalizations support-

FALL 2001
i7




ing the current oppression...Our
hope is that by pooling our experi-
ences and sharing our expertise, we
will be able to begin the arduous job
of challenging the sexiest myths that
now dominate pubic discourse and
influence private association.

Story had changed my life and, honestly,
1 just wanted to let student-teachers in on a
good thing. Thus, a cornerstone in my teach-
ing philosophy is that good teachers know
who they are and that knowing affects every-
thing about their teaching. I saw that the
student teachers who were struggling were
ones who had a weak sense of themselves or
no sense of themselves. They were overcome
by their woundedness and often perpetrated
it upon the children in their classrooms.

For instance, those student-teachers
with a low sense of self-esteem often relied
heavily upon getting their sense of self
from how their students responded to
them. They did not have self-esteem, they
had “other-esteem.” Their sense of self
was explicit. They fed upon their students.
They were powerless and looked to their
students for power.

In contrast, 1 saw student-teachers
with a strong sense of themselves who in-
spired students from the overflow of self-
power they had to freely give those stu-
dents. I began to wonder what impact my
personal transformation might have on my
students and my research. My original in-
tent for this article was to ask former stu-
dentsifan out, gay professorhad any impact
on their current teaching experience. I
emailed former students this question.

Certainly I saw an opportunity to make
a dent in the institutional homophobia
that permeates schools. In his new book,
Homophobia: A History (2000), Byrne Fone
notes that although gay and lesbian culture
is seen everywhere now—including prime
time television, it doesn’t mean homopho-
bia has ended. “Indeed, it stands as the last
acceptable prejudice” (p. 411). McConnell-
Celi (1993) states that “lesbian and gay
adolescents have one of the highest suicide
rates, one of the highest drop out rates, and
one of the highest substance abuse rates in
the country.”

One out of ten teenagers attempts sui-
cide. A third of these do so because of con-
cern about being homosexual. That means
that in every statistical classroom across
the country there is one young person in
danger of dying for lack of information and
support concerning his or her sexuality. In
his book, Telling Tales Out of School: Gays,
Lesbians and Bisexuals Revisit Their School
Days, Kevin Jennings (1998) writes that
“Our stories are our best weapons in the
fight against homophobia.”

I found that my story did a great deal

When we tell our stories to each other,

of educating for diversity. Tina speaks of we find both the meaning of our lives and

her total shock at finding out that she had
a gay professor:

I still remember that first night of
class and someone asked how your
winter break was. You mentioned
that you had visited West Virginia
and something about “...ever since I
Came Out.”Ifelt shock immediately—
agay professor!! I could notbelieve it
(and you were open about it). I re-
member feeling disgust—the idea of
two men together repulsed me. How-
ever, as time went on, I saw you as a
person, a good person, a good educa-
tor, and I did not care whether you
were hetero/homosexual because
that did not influence the way you
taught (directly atleast). I developed
respect for you and soon admired you
for being honest with yourselfas well
as with your students. You are cou-
rageous because you do not hide
from the truth and do not care what
people think. Having an ‘open’ pro-
fessor was a wonderful experience
for me because I have lived a some-
what sheltered life and after meeting
you, I learned to look beneath, tolook
at the spirit. 5

. Very recently I received an email from
one of Tina’s high school science students.
She was upset by a negative article on homo-
sexuality in her school newspaper. Tina had
given her my email address so that she could
gather some information and write a rebut-
tal. Three years ago Tina and I wrote our
stories together and, now, her student adds
her voice to our conversation.

Carlos shares about his concern about
having a gay professor:

Initially I might have had reserva-
tions about the nature of your class
because of your gay orientation. I
knew some about you because my
girlfriend was in your class before. I
mnever have seen her take such an
interest in any professor’s class be-
fore. I lost any reservations within
weeks because I learned so much
information about education and
about you.

There were many students, like Wil-
low, that talked about how my being gay
had little impact upon them except that it
continued to deconstruct societal stereo-
types of what is meant by being gay:

On a personal level it was good to get
to know someone who was gay on a
more intimate level and keep rein-
forcing the idea that stereotypes of
someone who is gay are just those...
stereotypes.

are healed from our loneliness and isola-
tion (Keen, 1989). Every lisa We. When you
tell your story, I am able to see some of
myself in it. ‘When I tell my story, you see
your refléction. Is this not, simply, what
Freire wrote of when he spoke of the impor-
tance of dialogue? Freire stated that dia-
logue is “a horizontal relationship of which
mutual trust between the dialoguers is the
logital consequence” (1997, p. 78).

bell hooks (1994) states that “As a
classroom community, our capacity to gen-
erate excitement is deeply affected by our
interest in one another, in hearinig one
another’s voices, in recognizing one
another’s presence” (p.8). She goes on to
say that “any radical pedagogy must in-
sist that every-one’s presence is acknowl-
edged.” There is universal truth and wis-
dom in stery. To understand yourself is to
understand all people. Story changed ev-
ery aspect of how I taught.

Certainly, my being an out, gay profes-
sor whois training teachersis an act of social
justice. I believe, though, that anytime any
of us speak our Truths that it is an act of
social justice. hooks (1994) calls this “en-
gaged pedagogy.” Engaged pedagogy is to
educate as the practice of freedom. It is to
believe that not only is it our job to share
information with students, but that it is our
privilege and responsibility to “share in the
intellectual and spiritual growth of our stu-
dents” (p.13). hooks states that we must
teach “to transgress those boundaries that
would confine each pupil to a rote, assembly-
line approach to learning” (p.13).

Engaged pedagogy is an act of political
activism in and of itself. Surprising to me,
though, was that most of the responses
students emailed me were not about the
affects of my being out. Instead, it was my
personal “search for freedom,” as Maxine
Greene stated it, that seemed to have left
the larger impact.

Mary says, “I am not sure if my educa-
tional experience was really in any way af-
fected by your being gay. It was strongly
influenced by who you are.”

Carlos stated:

You know what I really gained from
you? It was seeing you model every-
thing. It was your showing me and
my peers about you—the Jeff Sapp
who taught my class, the Jeff Sapp—
the person. Who you were. Where
you were from. What you were abeut.
Before this I wouldn’t tell my stu-
dents anything about me. If I mod-
eled poetry writing, vignette writing
and journal writing I would make up
the enfry/experience and I would tell
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them that. After Sapp, I opened up
and related every one of my “model-
ings” to my life. To what I was about.
Where 1 was from. Me. This is the
greatest gift you gave me. You mod-
eled for me how I could open up tomy
students and make myself more of a
person and not just a figure in front
of a classroom setting.

multicultural, she asks her class if the reality
that she is a Chinese womyn will make the
course any different. Some rush to say, “No,
it doesn’t make a differences becauseit’s your
ideology that is taught, not your ethnicity.” I
disagree. It does matter who we are physi-
cally. hooks writes that:

He wrote about how democratic social ar-
rangements promote a better quality of
human experience. “Enforced quiet and ac-
quiescence prevent pupils from disclosing
their real natures. They enforce artificial
uniformity. They put seeming before being”
(Dewey, 1938). s

1 still find that the most amazing

Indeed, it was the sharing of my
“search for freedom” that deconstructed
the traditional power paradigm of
teacher and student in the classroom.
Students saw my sharing of my sexual
orientation as the sharing of an inti-
macy. One student wrote:

One way that your being gay might
have affected your role as a professor
was that it was something very per-
sonal that you shared with us. It was
like a confidence you trusted us with
(not meaning that it was a secret or |
anything). It was a way of bringingin
your personal life to the course.

Education typically divorces the
self from knowing and, in doing so,
creates a power struggle where people
only have two choices: be a person who
forces their distortions on others or be
a person who has succumbed to others’
distortions of themselves (Palmer,
1983). Donna demonstrating the theme
ofthe deconstruction of power when she

stated that: ig

I am mildly embarrassed to say that
it was quite late in the term before I
even realized you were gay. Being a
good Jewish mother, my first reac-
tion was, “How do I go about intro-
ducing my. wonderful gay professor
Jeff to my beloved gay cousin Joel?”

When you tell your story,
I am able to
gee gorfie ot rfiygett i1

When 1| tell my story,
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of how I taught.

5 - indictment about many schools today
is that they put seeming before being.
1 just this day finished reading a set of
papers where pre-service teachers went
and interviewed children. QGne of the
typical questions they asked children
of all ages was “What is a good stu-
dent?” Even the first graders had al-
ready mastered the art of seeming.
They replied, “Someone who sits qui-
etly, sits straight, and has their hands
folded on their desk and does what the
teacher says.”

Dewey said that “the non-social
character of the traditional school is
seen in the fact that it erected silence
into one of its prime virtues” (Dewey,
1938). I agree with Freire (1990) that

.“innumerable cultures of silence still
exist; there are numbed, hungry, and
compliant populations everywhere.”
Freire goes on tosay that those that are
oppressed must see examples of vul-
nerability from the oppressors so that
a contrary conviction can begin to grow
in them. I believe that sharing our
stories can do just this.

When professors bring narratives of
their experiences into classroom dis-
cussions it eliminates the possibility
that we can function as all knowing,
silent interrogators. It is often pro-
ductive if professors take the first
risk, linking confessional narratives

Donna didn't see her relationship
with me in traditional teacher-student pa-
rameters. Instead, she saw me as someone
she would want as a member of her family.

A colleague of mine and I have had end-
less conversations about my being gay and
the impact my being out has on students and
colleagues. I have come to the conclusion that
my being out is a way to bring and make
manifest iy body in the classroom and in the
academy. Queer Theory and the history of
gays and lesbians in the academy seem to
validate this. In 1970 there was not one
openly gay or leshian college professor in
America (D’Emillio, 1992, p. 133).

D’Emillio writes, especially, about gay
white males coming out in the academy as a
way of deconstructing white male hetero-
sexual privilege (p. 135). This previously men-
tioned colleague of mine, Suzi, does the same
thing as an American Born Chinese womyn.
While teaching a class on education that is

...those of us who are trying to cri-
tique biases in the classroom have
been compelled to return to the body
to speak about ourselves as subjects -
in history. We are all subjects in
history. We must return ourselves to
a state of embodiment in order to
deconstruct the way power has been
traditionally orchestrated in the class-
room. By recognizing subjectivity and
the limi{s of identity we disrupt that
objectification that is sonecessaryin
a culture of domination.” (hooks,
1994, p. 140)

Be clear on this: the erasure of the body is
about power.

Let me tell you a story that is an
old storys but one that bears repeating.
Dewey (1938) stated sixty years ago that
“education is essentially a social process.”

toacademicdiscussions so as toshow

how experience can illuminate and

enhance our understanding of aca-
* demic material. (hooks, 1994, p.21)

Sharing our stories creates a place where
“freedom can sit down” (Greene, 1988). It is
a way of being co-present with each other.

The teacher’s “search for freedom” is
only the model. What I really want to do is
redirect students’ attention away from my
voice and to each others’ voices. I am delib-
erate about this. I even go as far as to begin
each class session with what is known as a
Gratitude Walk (Jensen, 1999). Students
take a ten-minute walk with each other and
share with each other the GLP of the Grati-
tude Walk. The GLP helps them remember
the three questions they share with each
other during their walk: What are you Grate-
ful for in your life right now? What are you
Learning (in class or in life)? What is a
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Promise you can make to yourself today?

| The Gratitude Walk becomes one of the
| bestloved practicesin our learning commu-
| nity because, as they walk with a different
member each time, they are invited to be-
come a real part of each others’ lives.

How much does the possibility of
freedom depend on critical reflec-
tiveness, on self-understanding, on
insight into the world? How much
does it depend on being with others
in a caring relationship? How much
depends on actually coming together
with unknown othersin similar pre- _
dicament, in an “existential project”
reaching toward what is not yet?
How much does it depend on an
integration of the felt and the known,
the subjective and the objective, the
private and the public spheres?”
(Greene, 1988).

I have a runningjoke with my students
that at any given moment I may make them
stand in a circle, hold hands, and sing
| “Kumba-ya.” We always chuckle together
| at this. It is after the chuckle that I inbed
| the story that I have just shared with them
| into the theory and practice of teaching. I
| know that people are suspicious of teachers
| talking too much about themselves. After
| all, who didn’t have that old teacher in high
school that you baited with a story about
his experience in World War II so that he'd
goon and on about himselfand you wouldn’t
have to do any work in class that day?

The danger in telling our storiesis that
our ego can get out of control. Dewey (1938)

| said that “the road of the new education is

not an easier one to follow than the old road
but a more strenuous and difficult one.” I
think he knew that his dear Deweyian Mid-
way—the balance between the cognitive
and the affective—was a hard won accom-
plishment. “There is no discipline in the
world so severe as the discipline of experi-
ence subjected to the tests of intelligent
development and direction” (Dewey, 1938).

Freire also wrote about this when he
penned that for dialogue to be liberatory it
had to be infused with love:

Because loveis an act of courage, not
of fear, love is commitment to other -
people. No matter where the op-
pressed are found, the act of love is
commitment to their cause—the
cause of liberation. And this commit-
ment, because it is loving, is dialogi-
cal. As an act of bravery, love cannot
be sentimental; as an act of freedom,
it must not serve as a pretext for
manipulation. [t must generate other

, acts of freedom; otherwise, it is not
love. (Freire, 1990)

We do not share our stories with each
other sothat we can wreak emotional havoc
on each other and manipulate each otherin
our pre-ordained directions. We share our
stories so that we may enter into communi-
cation with each other in states of peing, not
seeming. It is as Buber (1958) said when he
stated that we could interact with each
other as objects in an [-It relationship, or as
subjects in an I-Thou relationship.

hooks (1994) speaks of how Thich Nhat
Hanah, the Buddist monk, informed her
pedagogy. He

offered a way of thinking about peda-
gogy which emphasized wholeness,
a union of mind, body and spirit. His
focus on a holistic approach tolearn-
ing and spiritual practice enabled me
to overcome years of socialization
that had taught me tobelieve a class-
room was diminished if students and
professors regarded one another as
“whole” human beings, striving not
just for knowledge in books, but
knowledge about how to live in the
world. (p.14)

Palmer (1983) states that this way of
knowing is an “act of entering and embrac-
ing the reality of the other, of allowing the
othertoenter and embrace our own. Insuch
knowing we know and are known as mem-
bers of one community.” Palmer reiterates
what Dewey and Freire have said. He states
that this kind of knowing is “not a soft and
sentimental virtue; it is not a fuzzy feeling
of romance.” Instead, it is a “tough love”
that calls us to involvement, mutuality,
and accountability. Consequently, I would
say that this communal knowing is what
keeps ego in check. Itis in relation to others
that I can live out (or discover that I am
lacking) my ways of knowing.

It is the teacher that is the mediator
between the knower and the known—
between the learner and the subject to be
learned. We may teach our students about
democracy (the subject being learned, the
known) but if we merely tell them about
democracy and run a classroom in a Hilter-

esque fashion then, trust me, we have not -

taught thema thing about democracy. Dewey
even went as far as to call this “mis-
education.” We are always teaching a way of
being in the world (Palmer, 1983). More is
caught than taught. In his recent book, The
Courageto Teach, Palmer(1998) states that:

4
Teaching, like any truly human ac-
tivity, emerges from one’s inward-
ness, for better or worse. As I teach,
1 project the condition of my soul onto
my students, my subject, and our
way of being together. (p.2)

The root meaning of “to educate” is “to

draw out.” I cannot imagine a teaching that
does not want and need to hear the stories
of students. We teach people, not content. If
we see ourselves as the holders of an objec-
tive truth that needs to be deposited into
our empty bank students, we are working
from an unbridled ego. The humanist, revo-
lutionary educator’s “effort must be im-
bued with a profound trust in people and
their creative power. To achieve this she/he
must be partner of the students in her or his
relafions with them” (Freire, 1990).

Power in the form of knowledge is not
the property of any one individual. Stu-
dents know when a teacher works from ego
and power. Myss (1993) states that *when
an individual is focused upon the acquisi-
tion of any form of external power, it is
indicitive of what is absent internally in that
person. The stronger the obsession, the
greater the lack of authentic power” (p. 12).

In hishook, The Seat of the Soul, Gary
Zukav (1999) says that authentic power is
aligning “our thoughts, emotion, and ac-
tions with the highest part of ourselves”
(p.26). Sadly, most schooling does not model
for students what authentic power is be-
cause, as hooks states, “the objectification
of the teacher within bourgeois educational
structure seems to denigrate notions of
wholeness and uphold the idea of a mind/
body split, one that promotes and supports
compartmentalization” (1994, p.16).

Dewey said that “children are. more
sensitive to the signs and symptoms of this
difference than adults are” (Dewey, 1938).
He also said that when education is based
upon experience and educative experience
is seen tobe a social process, that the teacher
loses the role of external boss and takes on
the role of leader of group activities.

Greene (1988) says that freedom shows
itself when people come authentically to-
gether without masks, pretenses, and
badges of office. I heard the story once of a
first night of class introduction activity.
Everyone was going around telling their
degrees, their experiences and their titles.
The introduction came to an African-Ameri-
can womyn and she spent a half-hour telling
the class about her family, their roots, their
hopes and dreams. Not once did she ever
mention what she did.

We must come together to be affected
by each other, to be involved with each
other. “Realities ultimate structure is that
of an organic interrelated, mutually re-
sponsive community of being. Relation-
ships—not facts and reasons—are the key
to reality” (Palmer, 1998). One of today’s
leaders in brain-compatible teaching re-
cently told me that the number one factorin
a brain-compatible classroom are its rela-
tionships (Jensen, 1999), I loved how Mar-
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tin Buber, in his classic work titled I and
Thou, states that “In the beginning is the
relation” (Buber, 1958, p.69).

I think we are afraid. Of each other. Of
ourselves. Of coming together in vulner-
ability. I recently sat in a meeting where we
were developing anew MAT program (Mas-
ters in Teaching). Some of my col-

Freire (1990) stated:

How can I dialogueifl always project
ignorance onto others and never
perceive my own? How canIdialogue
ifIregard myselfasa case apart from
other men—mere “its” in whom I
cannot recognize others I's? How can

I am afraid of being displaced, the
mere possibility causing me torment
and vgeakness? Self-sufficiencyisin-
compatible with dialogue. Men who
lack humility (or have lost it) cannot
come to the people, cannot be their
partners in naming the world.

The problem in education is that

leagues were concerned that people
who had only been teaching for a few
months were going to be getting a
Masters degree. “What can they offer
inreflective practice and research with
such limited experience?” they said.
I considered this Deweyan/Freir-
ian heresy. I told them as much. Dewey
assumed “that amid all uncertainties
there is one permanent frame of refer- -
ence: namely, the organic connection
between education and personal expe-

r 1 I ral orfr E
rience.” Ron Scapp (hooks, 1994, p. (e ;ﬁ{f“gﬂ tel g%"é{f‘i@‘ 11 &&izté .

148) states that “when one speaks
from the perspective of one’s immedi-
ate experiences, something is created
in the classroom for students, some-
thing for the very first time. Focusing
on experience allows students to claim
a knowledge base from which they can
speak.” ;

hooks states that “more radical
subjéct matter does not create a
liberatory pedagogy, that a simple
practice like including personal expe-
rience may be more constructively chal-
lenging than simply changing the cur-
riculum. That is why there has been
such critique of the place of experi-
ence—of confessional narrative—in
the classroom. One of the ways you can
be written off quickly as a professor by
colleagues who are suspicious of pro-
gressive pedagogy is to allow your stu-
dents, or yourself, to talk about expe-
rience; sharing personal narratives yet
linking that knowledge with academic
information really enhances our ca-
pacity to know” (1994, p. 148).

The founder of Foxfire (Wig-
gington, 1991) said that:

oS
S 1

We simply teach who we are.

A wounded person
teag ?* eg weufl dedrs egs.
A person in search of her
freedom teaches others how

You can’t teach liberation.

I spent 30-some
- years teaching from my
@ﬁ%ﬁ@wﬁ

I was teaching

£ ¢

It wasn’t until | began

ity
that
participant in liberatory,

R O R e R, B
fiafigipaiely edugation.

. the focus is always outward. These
huge books contain the realities that
we deem important and anything in-
side the teacher or the students is
suspect. A teacher talks about how
they have experienced these outside
realities and tries to relate that to
students—or even worse—relates how
someone else has related to outside
realities and then tries to relate that
to students.

*# Palmer says that the student be-
comes the spectator and is “sitting in
the far reaches of the upper grand-
stand, two or three times removed
from what is happening on the field”
(Palmer, 1983). Yes, involvement has
its problems, but is detachment the

. solution? It seems logical, as we enter

a new millennium, that we move to-

ward a balance of teaching to the whole

person. We must recognize “that no
human can live happily when one part
of his being is nurtured at the expense
of another. In doing so (teaching to the
whole person), we will be better
equipped to nurture more than just
the minds and bodies of the students
within our schools and will as well
begin our work in rediscovering and
caring for the lost souls irr American

Education” (Lawrence, 1996, p.229).

Plain and simple —we need teach-
ers who have done “inner work.” How
can we expect to teach transformation
when we do not even understand what
is meant by the word? Thich Nhat

Hahn believed and called for healers,

teachers, therapists, and those in the

helping professions to first heal them-
selves. He said, “if the helper is un-
happy, he or she cannot help many

s
gl

To make our education effective, we
must start with the real-world real-
ity of our students’ lives, be it cen-
tered around raccoons, ginseng, a
little tavern, McDonald’s, or a ghetto
street—accept that, build on that,
and broaden that. Otherwise, we
demeanthatreality, or negateit. We
imply that nothing they’velearnedin
their lives is valid or has relevance.
Wedeny their past, deny their present,
and proceed from the assumption
that they’re ignorant and deprived
and that we must correct the situa-
tion or they're doomed.

1dialogueif] consider myselfa mem-
ber of the in-group of “pure” men, the
owners of truth and knowledge, for
whom all non-members are “these
people” or “the great unwashed”?
How can I dialogueifI start from the
premise that naming the world is the
task of an elite and that the presence
of the people in history is a sign of
deterioration, thus to be avoided?
How ¢an] dialogueifI am closed to—
and even offended by —the contribu-
tion of others? How can I dialogue if

people”(hooks, 1994, p.15). “Thetrans-
formation of teaching must begin in the
transformed heart of the teacher. Only in
the heart searched and transformed by
truth will new teaching techniques and
strategies for institutional change find
grounding” (Palmer, 1983). I am calling not
only for the “teacher as reflector” of their
practice —but for the “teacher as reflector”
of themselves.

We canblame the “system” only so long
and we have been doing so for decades.
Dewey said that there was something im-
moral about how things have stayed ex-

FALL 2001
21




| actly the same for so long. I am a great fan
of the history of education and teach a
foundations course on the subject.

He advocated variety in the curricu-
lum and in the daily timetable to
maintain student interest; the use of
games, competition, and praise,
rather than punishment, for motiva-
tion; the use of modeling as an in-
structive technique; small classes;
peer tutoring of younger by older
students; and attention toindividual
differences in aptitutde and disposi-
tion. (Quintilian, 95 A. D.)

I find irony in showing students this
quote from the Quintilian in 95 A.D. be-
cause it says the exact same thing about
curriculum that we are still saying today. I
watch their mouths gape in astonishment.
At some point we must realize that institu-

tions are only projections of’ what isgoingon

in the human heart.

For things to change, I must change.
This is not California New Age mumbo-
jumbo. We simply teach who we are. A
wounded person teaches woundedness. A
person in search of her freedom teaches
others how to search for their freedom. You
can’t teach liberation. You have to be libera-
tion. “If professors are wounded, damaged
individuals, people who are not self-actual-
ized then they will seek asylum in the acad-
emy rather than seek to make the academy
aplace of challenge, dialectical interchange,
and growth” (hooks, 1994, p. 165).

Nel Noddings (1984) said that the car-
ing teacher must struggle with students as
subjects in search of their own projects, their
own ways of making sense of the world around
them. I spent 30-some years teaching from
my unknown self. I was teaching fear, voice-
lessness, and conformity. It wasn’t until I
began to journal in search of my own libera-
tion that I began-to be a participant in
liberatory, emancipatory education.

Dewey, like the existentialist thinkers,
didn’t think that the self was complete. He
said that the self was “something in continu-
ous formation through choices of action”
(Dewey, 1916). We create ourselves by going
beyond what exists and bringing something
new into being (Sarte, 1956). We must al-
ways be birthing ourselves. “Education as
growth and maturity should be an ever-
present process” (Dewey, 1938). Freire spoke
about an education that affirms people as

being in the process of becoming: “...as unfin-*

ished, uncompleted beings in and with a
likewise unfinished reality” (Freire, 1990).
Indeed, he even stated that “the joy of being
human is our unfinishedness.”

I am reminded of Paulo Freire writing
that we all have the same profession and it is
the “humanization” of each other. We must

affirm each other as “subjects of decisions”
instead of “objects.” We must all strive for our
own completion and thisis a striving that can
never end (Greene, 1998). hooks states that
“I celebrate teaching that enables transgres-
sions—a movement against and, beyond
boundaries. It is that movement which makes
education the practice of freedom”(hooks,
1994, p. 12).

As Joseph Campbell stated, we must
all live the hero’s (and shero’s) journey, the
search for the Holy Grail of ourselves. 1
believe in the transformative power of story
more than anything. When Czeslan Milosz
won the Nobel Prize for literature he said,
“In a room where people unanimously main-
tain a conspiracy of silence, one word of
truth sounds like a pistol shot.”

Dewey called for the education of the
whole child and I, likewise, am calling for
the education of the whole teacher. Educa-
tion can be enhanced, but it’s not going tobe
enhanced by endless political reforms.
Palmer (1998, p. 6) states that “to educate
is to guide students on an inner journey
toward more truthful ways of seeing and
being in the world. How can schools perform
their mission without encouraging the
guides to scout out that inner terrain?” I
believe that the way to seriously work for
the transformation of schooling is to vigi-
lantly work for the transformation of Self.

Yesterday, as I put my finishing touches
on this article, there was yet one more
violent school shooting here in Los Angeles.
Aman walked into a daycare and fired upon
five and six-year-old children, sending sev-
eral wounded children to the hospital. It
has been the most common image we have
had of education and schooling this year.
We need images of hope to diffuse these
images of horror.

I believe that the images of hope will
come from the transformed hearts of teach-
ers. Becoming authentic, or as Greene so
aptly stated it, “searching for my freedom,”
completely changed my paradigm of Being
and, thus, teaching. The transformation of
education will not occur by politicians de-

manding longer days, more tests, and some

abstract thing titled “higher standards.”
The transformation of teaching will occur
when teachers who know themselves are

- able to intimately know their students.

And it is because of this that I start each
class session with the phrase: “Let me tell
you a story...”

4
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