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CHAPTER 1
PREGNANCY, POLITICS, RELIGION, AND TEACHER EDUCATI®: CAN THEY
ALL FIT IN ONE STUDY?

“You don’t talk about gay stuff with elementary sch students—it isn’t
appropriate.”

“I'm a Christian, and | don’t believe th#toseissues belong in the public
school.”

“Itisn’t an issue unless you make it one.”

The list of offhand comments that I've heard orrbedd during my teaching of
elementary language arts methods and childreestiire classes at a large southeastern
university could go on and on. | have watched mgthgavhite, mostly female, mostly
Christian students grapple with their stated retsped affection for me as their Graduate
Teaching Assistant and their sometimes shockedametimes hidden responses to me
when | step out of the identity position that theyassumed for me as very much like
many of them (white, southern, middle class, laxechildren and literature). | am
pushed by Freire’s admonition that “I cannot beacher if | do not perceive with ever
greater clarity that my practice demands of mefamitien about where | stand. ... |
must choose between one thing and another” (FrE®@8, p. 93), to come out and firmly
stand in my position as a lesbian to my studentsmdoge my outsideand insidethe-
classroom identities with the hopes of furtheringwersation about what it means to

teach from standpoint that challenges the domiaadtoften oppressive social structure.



As an elementary school teacher, | worked to btfwegissues of race, class, and
gender that I'd learned were central to culturediigvant teaching during my own teacher
preparation to my young students. | quickly realig@s trinity was a limiting
multiculturalism. For example, | had no languageiszuss the homophobia spoken by
my students with elementary school students. | aéitd learn how to bring a radical
multiculturalism to elementary school classroomdevstill meeting the curricular
requirements of the school district. | began graéelgahool with this question in mind,
and learned that for change to happen in the el@neschool, change needed to occur
in teacher preparation.

Upon hearing my students make the afore mentioogdrents, mixed with the
frequent references to church, Jesus, Biblicalystidups, and some actual Bible reading
during class, | have previously closed my earsdatbodue and growth around issues of
difference. Freire asked, “How can | dialoguealways project ignorance onto others,
and never perceive my own?” (1970/1993, p. 71YhAtsame time, my own classroom
requirements of reading about issues of race, ,d@sgler and sexual orientation seems
to have closed the ears of some of those samergsuidediscussions of teaching for
social justice. Any attempt to form a communityr@$pect and dialogue around these
issues is stymied by this inability to understandltow for multiple truths around the
same issues.

This separation and boundary that my students &uodd around our firmly held
spiritual and religious beliefs is, | fear, a pataion of status quo oppression. Without
learning how to listen and talk to each other witthiese differences, students could

continue to ignore issues of sexual orientatioth@ir future classrooms, and | could



continue to live with and perpetuate my own stenees of professed conservative
Christians, and their inability to address the segfcall of their future students. My own
experiences as a lesbian as both a teacher arehst@mtl as a person who claims a
progressive Christian identity point me to the imipnce of dialogue and research around
the intersection of social justice—particularly hgghobia—and religion. This study has
become a part of my grappling with these issues.
A View From the Keyboard

Laurel Richardson (2000) has called writing “a vedyknowing'—a method of
discovery and analysis” (p.923). The writing ofstinquiry has certainly been a process
in learning and knowing for me. Richardson wrota thur experiences shape our
writing, and the texts that | ask my students turas they learn about writer's workshop
(Fletcher, 1994; Calkins, 1993) say that we writeatwwve know. The fabric of this text is
woven with diverse threads—some personal, somégasj/isome curious. The final
product, | hope, is a layered fabric, one with #iaear patterns, but with a pattern
nonetheless. Like each of my participants, theiéabrcomplex, changing, and
sometimes hard to define. This study doesn’t fih & traditional box, but does reflect the
vigor and scholarship of the academic traditiorerhis literature review, there is
methodology, and there is analysis. But, rathem tiging predetermined, these threads
of my study are shaped to complement the fabric.

As | write, | am inundated with the physical andifocal memories—the people,
events, interpretations, and tensions of the oéthdy itself. | came to the year of data
collection with the layers of three years of teaghthildren’s literature and language arts

methods courses to preservice elementary schadides (these layers will be discussed



in detail in Chapter 2, but for a condensed tinglsee Appendix A). During those three
years, as a citizen of the United States, thesergqres were layered with the debacle
of the 2000 presidential election, the Septembef@@1 attacks on American buildings
and in American airplanes, and the creation oliBé& Patriot Act which changed how
many Americans experience democracy.

Likewise, | became pregnant with my first child ithgr the fall semester of my
two semester study. For me, pregnancy was a pdysophysical, and a political space.
As an out lesbian, | felt constructed by othera imew way. Those who didn’t know me
assumed my heterosexuality more than ever—evesatiaty where single motherhood
is common, pregnancy seems to signal heterosexuegbgato many. Those who did
know me—even who only knew me as an acquaintance-etsoes asked intensely
personal questions about my child’s conception,roented on my ability to parent
effectively as a lesbian, or questioned what | wadd if the child was male (which he
is), seeing as he would have no father.

| embarked on this study with images of my futundccfloating both in my head
and through my conversations with colleagues, gsufes, students, and, of course, my
partner. | wondered what it would mean for teachetslk about the issues that might
meet my child at the schoolhouse door. | wonderd the rightwing politics and
Conservative Christianity of my southern state wiarter into these conversations, or if
the conversations could even begin. As | dovetiikodata, | tried to tell the story of how
that talk happened, but my telling isn’t linearpoedictable. It followed the lines of
dialogue, of issues, of learning that can happetifigrent times, in multiple ways, and

with multiple purposes for those who choose toipi@dte. In chapters 3, 4, 5, and 6



look closely at different issues that came throtighdata, as well as at the second layer
of this study, the creation of an inquiry grouphwity students. This group was the
vehicle through which | asked my research questiasisvell as tried to teach participants
about research while the students investigate@ia td interest to them. (For a more
linear timeline of the study, see Appendix B.)

In the same way that my telling of the story meaedéack and forth, so did my
writing. Chapters 4, 3, and 2 were written (in thiater) during the sixth, seventh and
eighth months of my pregnancy. | wrote in my joumi#en during that period. An
excerpt written in May, just as the study was egdind my writing was beginning (and
the last trimester of pregnancy was making sitihthe keyboard increasingly difficult):
“1 am feeling the effects of gestating both a baty a dissertation. | am an out lesbian
teacher both committed to social justice educadioth to embarking on the same risky
journey of selreflection that | ask my prospective elementarglea students to travel,
and this journey is the site of my research. Theethimessages bombarding me—and
seemingly my uterus—tell me that while courageoasnicrazy. While admired, | am
scorned. While enthusiastically greeted, | am whedetedly rejected. How dare 1? How
dare | not? What, | wonder, does it mean to beehter, writer, lesbian, mother,
researcher in the social and political climate thgtstudents live in, that my politics
occupy, that the laws determine, and that my cotemitreates?”

All other chapters (5, 6, 7, and 1) have been amittince the birth of my son
Arden. The philosophical wonderings of a pregnamitnan have been replaced with the
pragmatics of a woman with an infant child. | nowtevwhen | can, and am intentional

about carving out quiet time so that my thoughts s@mehow be transferred into the



computer. But, even as | stare at the screen mldess room, my child stares back at
me. Who he will be, who his teachers will be, and/the will experience school are
guestions that drove my research and that drivevnting.

The Key Players

This study was conceptualized as collaborativeaaesearch (a research method
which will be discussed in Chapter 3). Studentekea in my class who chose to
participate picked a topic to study and also agteddlk with me individually and as a
group about my topic. While all of my students haeggainly played a role in helping me
to think about teacher education, particularly whemmes to the issue of multicultural
education and the education of children with sg@eder parents, those in my study
have played the most significant role.

Of the eleven students who began the study witlitheestudy and the students
will be described in more detail in Chapter 3),festudents—Ginger, Jianna, June, and
Maggie (theirs and all other names are pseudonynispa-sny shoulders as | write.
Their participation, resistance, idea generatingjivg, arguing, silence, and growth with
each other and with me plays in my head as | wdavéabric of our two semesters
together. They appear, along with their colleagtlesughout this tapestry. | think that
for different reasons, their threads hold the fabwgether, and drive its pattern, more
than any other. When they reappear in chapteh8pé that the sketches drawn of them
in this chapter become fuller drawings, and thairthlace in my learning becomes more

clear.



Ginger and Jianna

Save Maggie, | had the opportunity to spend timth wach of these four students
as they taught during their field practicum. It vpdanned for Ginger and Jianna to have
these elementary school classroom experiences aathe school because they lived
near each other and carpooled to class togethey. Bath talked freely in our university
classroom of their weekend and weeknight churchntsy@and shared a similar
conservative approach to Christianity. Their siniti@s, however, seemed to end there.
While Jianna was unafraid to speak and share imetsmes controversial ideas in class
(she was particularly challenged by her classmattesit her stance on the Harry Potter
books), Ginger remained quiet during large groggusions. Jianna’s work was
meticulously written, and when careless mistake®ve@und in her assignments, she
wrote apologetic emails to me, saying that she kiawfuture teachers should be careful
in all of their work, as they would soon be settex@mples for their students. Ginger’'s
work, however, was rife with grammatical and spejlerrors. My repeated requests that
she proofread her work, or ask a friend to review her wgtbefore she turned it in were
only occasionally met. When, at the end of two sstere together, she still had gross
grammatical errors in her work, it was clear the Bad not sought out ways to improve
her general writing ability as | had suggested. ldsponses to my suggestions were
usually met with a cheerful, “Thanks, I'll try had” but | never saw the results.

Likewise, in their teaching field experiences, Gingnd Jianna were like night and
day. Jianna’s well planned and executed lessofectefl ideas about classroom
management that she’d been learning about, shen®jdn her elementary education

classes. Paired with her creative ideas, Jianrsigal teaching ability created a



classroom where students were actively learningt@aching each other. Some of my
notes from my two observations of Jianna readtlik® “You do a really great job of
continually assessing what is happening, and relpgrio the needs of the students,
both intellectually and behaviorally. You've devedml a great rapport with them—they
obviously love you—and this can only help your téag!” and “Your creation of study
groups out of your students’ questions is greatl ¥iave pictures and research to answer
some of the questions that you won't have timesggarch. Your poster of volcanoes is a
great model for the work that they will do! Theyhaaso see how seriously you take their
guestions. What a great way to show them that tpmy,are always learning. | love how
you brought your life experiences into the lessbwould be great to also encourage
them to do the same thing.” Jianna was foreveiqaiitg her teaching. Even as | shared
my notes with her, she talked about the two ordlstedents who weren’t as actively
involved in the lesson, and wanted to brainstormh wie ways to draw those kinds of
students in.

Ginger, on the other hand, struggled during héd fieacticum. The first time that |
observed her, she was working with a group of esgidlents. During this observation |
sat behind the group with my laptop taking notesésionally, when | observe students
who are doing more studeo¢ntered lessons, | mingle with the class, aslstingents
about what they are doing, or follow the lead of stydent intern as she asks and
answers questions with her students). Ginger omytained the attention of two
students during her lesson. Two were trying to vatk me (I ignored them and kept my
eyes on Ginger or my laptop), and the others wakéng with or picking at each other.

This was a math lesson about time, and Ginger gamients incorrect information on



how one can calculate how much time has passedn\&thdents gave answers, she
accepted all of them, never correcting studenéghimg them how to arrive at the correct
answer, or asking how they arrived at the answadrttiey gave. | had the lesson that
Ginger had written in front of me, but had a difflictime telling what her objectives
were—I wrote in my notes to her, “I'm not sure wigati hoped students would learn
during this lesson. Did students have an idea? Hidwou assess what they were
learning?” Ginger’s general response to constraatiticism was that she’d try harder
next time. Her mentor teacher and other profedsons the university had multiple
conferences with her about ways to improve herameginess and her teaching style. In
conversations with her other instructors, | leartied with them, as with me, she never
reflected on her teaching, or expressed disappeimtm how she had performed. Nor
did her teaching improve.
June

I loved watching June teach during her field pagti. She seemed unafraid of
anything. As | walked in to the room, her third dgastudents were acting out “anarchy”
during a lesson about kinds of government. (Thexeewerayons all over the floor, and
the noise level was quite high. The difference leetwthis scene and the dictatorship and
democracy scenes that they then enacted was tarkt) She brought in current events
(there was a primary election that week) to hegmthialk about how the issues in their
social studies lessons are acted out in the lifmiotountry. Another time, | observed her
conducting a writer’'s workshop where, in the rgsson, she asked students to compare
their own writing to that in a book she had shasétthi them. When they went to their

own desks to write, not all students participate said, “Jill!l How can they be so
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excited during the midiesson, but so inactive when it comes to writing?ave got to
figure this out!”

When June was frustrated in this third grade cEss,did what she often did in our
university class—she asked questions. She foundremghe could and asked how they
had conquered whatever issue she was strugglitng luibur university class, this meant
that she often received grateful looks from hesstaates who had the same questions,
but didn’t want to ask them for whatever reasorteAshe received a B on a class
assignment, she began to email me drafts of her etbrk so that she could be sure that
she was headed in the right direction. In her fpglacticum, June’s constant quest to be
the best teacher that she could be meant thatrahestormed often with her mentor
teacher, or other teachers in the school. We spempostobservation conferences
making lists of how to expand her lessons for wies has her own classroom, and thus
a little more autonomy over how to spend valualdesroom time.

Her quick smile endeared June to her colleagueksss. She identified closely with a
clique of students whose clothing and discussidrexpensive trips betrayed their
privilege, but unlike the other members of thigje#, June often mingled with other
classmates. Like Ginger and Jianna, June spokly easi frequently about her small
town church and her active role there. She wagisexpthat she liked reading Harry
Potter for our Children’s Literature class, as shd heard about the witches and wizards
at church, and didn’t feel like it was somethingttihe wanted to be a part of. But, as she
later told me in an interview, “I know as a Chistithat | can’t judge things and people

that I don’t know.” June brought this aspect of Géristianity into her teaching and
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learning, and into our inquiry group. She was alsvegady to ask questions, look more
deeply, or learn about a person or idea, rather thlkee something merely at face value.
Maggie

While I never observed Maggie teaching in an eldargrschool classroom, she
shared (and continues to share) her experienchswatfrequently. Maggie’s work with
an after school program at an area intigy elementary school seeped into how she
talked about issues that were raised in our céssgell as how she talked about the
students she met in her practicum. Students atmiversity have three field practicum
experiences before their student teaching semestdrat least one of those experiences
is in a school much like the school where Maggiensmer afternoons. The other schools
are filled mostly with white middlelass students. Upon their arrival at these more
suburban schools, the university students are ofietnwith welcome gifts, and as their
experiences come to a close, are given farewdilgsdry their students and mentor
teachers. This is not a regular occurrence athercity schools. The university
students often use negative language when tallkingtadhose innecity schools and
their experiences there. This language contraastklgtwith the flowery words they use
to describe the suburban schools. Maggie was rsatiaime to ask her colleagues to clarify
their meanings. She asked leading questions ghdens such as, “Don’t you think it is
interesting that in one group of schools, moshefdtudents aren’t white, while in the
other, they are?” She often shared stories of Kites” from the after school program,
telling of the struggles that they faced at homa school because of what she perceived

to be injustices due to issues of race and class.



12

Maggie’s enthusiasm for teaching came through maperoach to class assignments.
We often shared our work (I did many assignmenthk thie students) in small groups and
most students gladly participated in this sharBgt, when | asked students to share their
work with the whole class, | was often met wittesite. Maggie was often the first to fill
that silence. She would read from her own papekifg up frequently to explain or take
guestions from her classmates. Her energy oftgret others who would then bravely
share their own work.

From the Students to our Context

The student and teacher selves that my particigantd brought into the classroom
were, of course, far more complex than merely peoyérested in elementary education.
Like | said at the onset of this chapter, | bedas $tudy after three years of hearing
students use religion to silence or ignore convensaand texts that addressed gay and
lesbian issues. In order to enter into dialogué wiy students about these issues, a
central purpose of my study, | needed to understame of where my conservatively
Christian students were coming from, and to haekearer definition of the term
“Christian.” What does it mean when different peoplaim that identity? And, how has
the issue of homosexuality entered into the religidiscussion for Christians like me and
Christians like my more conservative students?

Homosexuality and Religion: The Christian RightblRial Text, Political Power

| was told by Jianna that she had never been askixhk about gay and lesbian
issues as they pertained to her future teachingalmg came to my class. If preservice
teachers were more exposed to gay and lesbiangeoalpositive light, would their

response to addressing these issues both in &aginér education classrooms and in their
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own future classrooms would be different? As thigipal climate in the United States
has swung to the right over the past couple ofsyemy and lesbian issues have been
pushed front and center in court cases and onatatéocal ballots. In churches there
seems to be little or no discussion about gay esbidn people; rather there is an
insistence by clergy that, if members of their qaiggitions are to stay true to their
Christian faith, they must vote against particalatinances and for particular candidates.
Regardless of the laws of the land, the conclusieashed by many religious leaders
seem to be the basis for how the majority of Ansrgcdecide to vote. Like a student in
my class wrote before our discussion of gay andideschildren’s literature, “I think that
most of my reasoning is stemmed from my moralgjes|and religious beliefs. |
understand that most of us will be teaching in llipischool that is supposed to be
separate from church, however, we all know thabalmothing in this society is that
way.”

Even though there is a constitutional separatiochafch and state in this
country, laws and policies concerning many marguedl groups point to the strong
connections between the law of the land and theepiolobby of the Christian Right.
Suzanne Pharr (1996) described the Christian Riglat group of people who:

see people of color, feminists, lesbians and gay asestanding in the way of

their goal tomerge church and state order to give legislated dominance to

white Christian males who are taught that theyivectheir authority from

Biblical scriptures. (p. 61, emphasis added)

Heyward (1999) helped me distinguish members ofcthestian Right from others who

also label themselves as Christians. She suggtsttdistorically, there have been four
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images of Jesus reflected in the messages comunytfre Religious Right: “Jesus Christ
as authoritarian Lord; Jesus Christ as moralistyg€hrist as adversary against his
enemies; Jesus Christ as obedient son of his F4thelr9). These images contrast
starkly with the images put forth by liberal thegilen Marcus Borg (1994) of Jesus as
“spirit person,” “teacher of wisdom,” “social progty’ and “movement founder” (p. 30).
These conflicting images expose a fundamentalréiffee between the religious
understandings and experiences of conservativestzns like many of my students, and
more progressive Christians like me.

In the current day of mass media conglomeratesiaaithy religious
institutions—both with the money to support a pcéit lobby—media messages, legal
decisions, and Sunday sermons often mirror eadr.offs conflicts around
homosexuality arise within individual denominatiarsd churches, public religious
figures are not limited to their Sunday morning geegational pulpits. Widely viewed
television programs have given these leaders albraangregation. Jerry Falwell’s
postSeptember 11 comments on television blaming, anotimgrs, pagans, the
abortionists, the feminists, and the gays anda@hepening our country to the attacks on
the World Trade Center point to the connection leetwmass media and the church. In
his comments to CNN (2001), Falwell said,

| do believe, as a theologian, based upon manytbces and particularly

Proverbs 14:23, which says, ‘living by God’s prilels promotes a nation to

greatness, violating those principles brings aomattdo shame,’ ... [that

organizations such as the ACLU] have attempte@talarize America, [and]
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have removed our nation from its relationship v@tirist on which it was
founded. (14)
By using Biblical text to reinforce his statememts political arena, the theologian
Falwell uses the Bible to both justify his politigdnilosophies and to support those who
share his ideologies. Those who view the Bibleramallible word of God can use
Falwell as a model for their own political actions.
The influence of the Christian Right does not staihh the media; in the summer
of 2003, evidence of the Christian Right’'s powegavernmental policy came from a
member of the highest court in the land. In hiselding arguments to the United States’
Supreme Court’s recent decision that consensudbetsyxeen two men cannot be
criminalized, Justice Scalia (Lawrence et al. wa 2003) pointed to the connection
between the standards of morality put forth byGheistian Right and the state when he
wrote:
Today’s opinion is the product of a Court ... that lzagely signed on to the so
called homosexual agenda. ... It is clear from thé the Court has taken sides in
the culture war, departing from its role of assgyias neutral observer, that the
democratic rules of engagement are observed. Mangridans do not want
persons who openly engage in homosexual condymrasers in their business,
as scoutmasters for their children, as teachdtsein children’s schools, or as
boarders in their home. They view this as protgctiremselves and their families
from a lifestyle that they believe to be immoratiatestructive.
By not acknowledging that he, too, is working witla particular agenda, Scalia’s

message was that aigiay laws, unlike the new law created by the Carg,neutral. His
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nod toward Americans who find homosexual Ameridanse immoral and destructive
suggested that, like members of the Christian Righfinds homosexuality “immoral

and destructive.” By not naming his agenda, hertieelily stayed within the boundaries
set up by the separation of church and state heutihguage that he used clearly aligned
him with the Christian Right.

Likewise, after George W. Bush gave his Presidehtaugural Address in
January of 2005, his Houston minister said a praylessing the event, the president, and
all leaders. He concluded his prayer saying, “Retspg persons of all faiths, | humbly
submit this prayer in the name of Jesus Christld@all, 2005). The church, particularly
the Christian Church, and the state were explitidgt at that moment.

A Point of Resistance: Linking Sexism and Homophobi

Within mainline Protestant Christianity, there as® major conflicts around
homosexuality—marriage and ordination. These magaiflicts within individual
denominations churches began in the 1970s (Ru&t@eg) in the midst of the political
furor caused by the Religious Right. Sexism and dygmobia walked hanoh-hand as
those with power in the movement tried to mainthat power by privileging the nuclear
maleheaded family. “The norm of heterosexuality in Aroan culture today rests on the
subordination of women. ... Our traditional marriggdtern is still based on the
assumption of male dominance” (Carey, 1995, p. Pfi¢. Family Values ideal put forth
by the Christian Right to be protected for Jeswrtainly a posgospel construction. In
Luke 14:26 it is written, “If anyone comes to malaloes not hate his own father and

mother and wife and children and brothers andrsiste he cannot be my disciple.”
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Ruether (2000) reiterated that

...the family model promoted by the Christian Righs fita origins in the

ideology of Victorian white middkelass America, not in the Bible. The Bible,

comprising Hebrew Scripture and the New Testamefiects a variety of family
patterns common in its era(s), all quite differieatn the model of the Victorian

nuclear family. (p. 225)

In fact, the Christian Right’s desire for sexuahtrol through marriage contains echoes
of Foucault’'s (1976/1978) description of the thnegor codes of Victorian sexuality:
“canonical law, the Christian pastoral, and cigivl They determined, each in its own
way, the division between licit and illicit” (p. 37

Marriage as defined by the Christian Right is dmdyween a man and a woman,
and is the only place where sex is licit. Accordioghe Christian Right, “Samgender
... sex is inherently ‘disordered,’ not only personaiinful but also destructive of the
heterosexual family as the foundation of sociakordRuether, 2000, p. 173). It is this
“male and female only” construction of marriagetthldows for a maintenance of the
maleheaded household, and at the same time demonizesegaBy disallowing sex
outside of marriage, and by disallowing gay antils marriage, the Christian Right
erases the possibility of an acceptable-nelibate gay relationship.

Suzanne Pharr (1988) highlighted the connecticgerfsm and homophobia
when she wrote, “The central focus of the rightwatigick against women'’s liberation is
that women’s equality, women’s selétermination, women’s control of our own bodies
and lives will damage what they see as the cruceiesal institution, the nuclear family”

(p. 17). Women who resist the submissive familidés defined for them by the Christian
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Right are socially marginalized. “In the 1950s wogkwomen were seen as pathological
deviants from a ‘proper’ sexual destiny, and wogkmothers as the cause of divorce and
juvenile delinquency” (Ruether, 2000, p. 132). Mduaye used the label “lesbian” to
insult powerful women in the workplace and in teeinist movement. “We must know
that the institution of heterosexuality is a-ti@d custom through which male
supremacist institutions insure their own perpgtaitd control” (Clarke, 1981/1983, p.
130). Because female heterosexuality is assumeth (R®80), those who don’t comply
with this institution can be seen as troublemak&ssPharr wrote, “To be a lesbian is to
beperceivedas someone who has stepped out of line, who hasdrmut of
sexual/economic dependence on a male, who is wadesmified” (1986 p. 18, emphasis
in original).

Children are taught at an early age that a retosabnform to statuguo gender
roles is unacceptable. This sexism not only affectsen, but gay men. “Visible gay
men are the objects of extreme hatred and feaetgrésexual men because their
breaking ranks with male heterosexual solidarityeisn as a damaging rent in the very
fabric of sexism” (Pharr, 1986, p. 18). They anastseen as less than—not@al—men.
“Misogyny gets transferred to gay men ... and iseased by the fear that their sexual
identity and behavior will bring down the entiressym of male dominance and
compulsory heterosexuality” (p. 19). This reliameesexism and heterosexism to
maintain statusjuo power undergirds the Family Values messageeateld via radio,
television, print media, sermons, and brought toatassrooms by members of the

Christian Right.
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Denominational Issues

Even as the Christian Right uses a political ptatfto further its religious
message, many Protestant denominations and chuachegruggling with issues
surrounding homosexuality. The two major conflictsréination and marriage—have
caused strife both at the denominational levelianddividual churches. Congregations
have lost members and ministers, been asked te l@Evominations, and, in many cases,
survived the often bitter battles over how theyividlally and collectively feel that God
has called them to treat their gay and lesbian neesnb

In Congregations in Conflict: The Battle Over Homosity, Keith Hartman
(1996) provides case studies of nine churchesarRigsearch Triangle area of North
Carolina as they struggled with issues of homodéxudhe debates, questions, and
worries that members of these churches have aiastmthose that | was a part of at
two different Presbyterian churches during theyeanld mid90s. They reflect the larger
denominational concerns over the issues of gayiaggiand ordination. Many
denominations have both advocacy groups createdpport their gay and lesbian
members and other groups that advocate for thebefiiull membership for gay and
lesbian people. Some denominations (such as tlebyezian Church, U.S.A.) have
asked individual congregations to study the issuex a specific period of time, and other
churches (such as Pullen Baptist) have studietsues as they have been raised by their
members. Often these internal studies include sge&xamination of both church
doctrine and the few scriptural passages in wharhdsexuality is mentioned (these are
outlined clearly in Daniel Helminiak’s [199%Yhat the BibldReally Says About

Homosexuality, book discussions, and intentionatiseated Sunday School classes
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(Hartman, 1996). Complex questions about what @msdo be a Christian often lay the
groundwork for these studies:

How does one know right from wrong? Is the Bibl&ilible? To what extent

does it reflect the traditions of society? Do g@&ittistians always follow the

Church’s teachings, or are they allowed to thinkitf@mselves on moral issues?

And to what sources does one finally look to deteemvhat God wants?

(Hartman, 1996, p. ix)

The results of these studies are as differenteashhbrches themselves, and the
conversations around how to address and meen(spme cases, deny) the needs of gay
and lesbian Christians continue long after offisi@nds have been taken.

I will discuss the conflicts and actions within tWootestant denominations—the
Southern Baptists and the Presbyterian Church f).ertainly, there is much to be
said about other denominations. For the purposes/atudy, however, | think it is most
important to look at conflicts within the Presbyaer Church (U.S.A.) as my own
religious roots reside there (and some of my rascst to organized religion is a result of
my experiences with this denomination), and theastof the Southern Baptist
Convention, the denomination of many of my voc@&llyristian students.

The Presbyterian Church (U.S.A))

| renounced my membership in the Presbyterian Gh{(WcS.A.) only six years
ago when | was told, after 22 years of regulama@ce, Sunday School teaching, choir
singing, and Bible learning that | was not allowedjet married in the church in which |
was baptized. Twice | have participated in denotional “sexuality studies”™—once as a

high school student in my church in Houston, Tarabe early 90s, and one as a college



21

student and teacher of a senior high Sunday Satasd in Atlanta in the mi@0s. Both
churches consider themselves progressive (antiéarparticular contexts, this could be
true), though neither, at the time of my respeatamberships, named itself a
“Morelight Church” (Presbyterian Morelight churchaslain gay and lesbian ministers,
elders and deacons).

As a high school student in Houston, my particqgrain the sexuality study was
limited to Sunday evening Youth Group discussidmsua the importance of abstinence
before marriage. We never discussed sgeraer sexuality. The facilitator of our group
was the minister’s wife. Our discussions remaingidily separate from Sunday morning
church school—homosexuality did not, it seemed i®c¢hurch, need to be discussed by
nonadults. My parents, however, attended Sunday Satlas$es that were created with
the express intent of discussing homosexualitgmember their talking in the front seat
on our 45minute drive home from church about the fact tlesud never mentioned
homosexuality at all.

My experiences as a college student in Decaturrgieavere vastly different
from this “adultsonly” approach to discussion. | was active in tharch’s Wednesday
evening discussion groups concerning homosexuahre we discussed the upcoming
General Assembly vote on the issue of ordinatior.N&d both small and large group
discussions, and each small group was a divers@fabkler and younger adults and high
school students. Often the Wednesday night dissassvould continue on Sunday
morning in the senior high Sunday School classlthattaught.

These very different ways of exploring issues ausdity began with the 1993

call by the church’s governing body, the GeneraeAsbly, for a thregear study on
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human sexual behavior and ordination. This calbfeéd the rejection of a
commissioned report, “Keeping Body and Soul Toget8exuality, Spirituality and
Social Justice,” whose authors, among other thistgéed that “the Presbyterian Church
(U.S.A.) would be more faithful to the message amistry of Jesus if its commitment
to inclusiveness also included gay and lesbianopsras children of God and as full
members of Christ's Church” (Carey, 1995, pp-33.

In 1978, the Presbyterian Church formally “welcongegs and lesbians as
members. But they prohibited the ordination of dpd&romosexual persons. However,
they allowed all gay and lesbians who were alreadgined to remain members of the
clergy” (Ontario Consultants on Religious Tolerant@52003, p. 1, 11). After the
rejection of the sexuality report in 1991 and thbsequent denominatiemide sexuality
studies during the 1990s, there were several amenidno the Book of Order put forth
at the General Assembly. The often close margirdetéat reflect a deep split over the
issue of gay ordination in the denomination.

The Church maintains that “chastity and fidelitye anoral requirements for
ordination. Because the denomination does not rézegay marriage, this means that
only single (or dishonest) gay and lesbian peoateserve the church in the capacity of
minister. The church still does not recognize uaibatween two men or two women.
Today, there continues a ban on foatibate gay and lesbian (and roglibate single
heterosexual) ordination. Some clergy continugtmre this ban—in May, 2003, “there
[were] nearly 30 cases pending in church courtghirth clergy have been charged with
violating the Church’s constitution by knowinglydaining gay clergy” (Ontario

Consultants on Religious Tolerance, 12983, p. 2, 13 ). There is fear that further
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discussion of gay and lesbian ordination will ceeah even deeper chasm in the already
polarized denomination.

An important point, | believe, is that while | (arfdankly, many gay and lesbian
people) have left the Presbyterian Church (U. $oer these issues, | am very tied to
my own sense of Christianity. Since leaving, | hppreed a nordenominational church
that labels itself as a Feminist Christian Commuritart the draw of this congregation
for me is the intentional critique of the powettloé traditional church, of traditional
familial structures, and of traditional ways of cthYcommunity relationships that we
engage in on a regular basis.

The Southern Baptist Convention

The Baptist faith has a strong democratic and g@sts tradition. Baptists
believe in “the priesthood of the believer'—anyoa@ ¢éearn the will of God without the
help of a minister or other religious authoritylbgking to the Bible and asking God to
help in one’s search for truth. Unlike the Preshbgtes, historically Baptist
congregations, rather than governing bodies, hatedvon decisions that affect the life
of their individual churches. This sense of autopaesruniquely Baptist in the sea of
mainline Christian churches. It allows for a gré@ersity within the denomination.
(Hartman, 1996)

The Southern Baptist Convention was created irspiiein the Baptist
denomination over the issue of slavery during thél @/ar. In 1995, they acknowledged
that their stand on slavery was sinful. Howevera @g&nomination, they still maintain the

sinfulness of homosexuality. A pamphlet first pab&d in 1977 by the Southern Baptist
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organization the Christian Life Commission, “Créidssues: Homosexuality,” states
that:
The many Bible passages that are commonly quotedredemning
homosexuality are valid; people can change theinaeorientation; homosexual
orientation is not “caused” by hormonal imbalancgenetic factors, but by an
unhealthy relationship with one’s parents; ... disanation against gays and
lesbians is proper in the areas of employmentratept the family, to protect
other social institutions.
Regardless of this stance, the priesthood of belgetheoretically would allow for
individual churches to determine their own appro@achomosexuality. However, as
churches began to bless the unions and ordinatiotieir gay and lesbian members, the
priesthood of believers and the autonomy of SoutBaptist churches took a backseat to
those in charge of the Southern Baptist Convenidinen, in the early 90s, two North
Carolina Baptist churches, after many meetingsleBshudies, questieandanswer
sessions, and deliberation decided to support tioEitosexual members, the Southern
Baptist Convention expelled them from the membersblis. With this action, “the
convention ended the lorgjanding Baptist tradition of autonomous churches, issued
the denomination’s first decree of faith. From ghasnt on, all Southern Baptist churches
had to accept opposition to homosexuality as agddtteir creed” (Hartman, 1996, p.
63). Both churches have maintained ties to andhetist denomination, the American
Baptist Churches in the USA.
Today, the Southern Baptist Convention maintasmstiince on homosexuality.

This firm stand is reflected in the language arsistance of many of my former students.
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In telling their churches what they have to believerder to remain affiliated with their
wealthy and powerful organization, the SoutherntBagonvention has modeled for its
members religious exclusivity—if you don’t beliewar way, you aren’t really following
Jesus. While other denominations such as the Rersdoy Church (U.S.A.) maintain
their discriminatory stances on gay marriage awkdhation, the denominatiewide
conversations, amendments, and support by powaegrdy of gay and lesbian issues are
active and ongoing. Students who come to my classawigid understanding of the
sinfulness of homosexuality might be less williogengage in discussion of gay and
lesbian issues than students whose denominatislssions have not resulted in a final
decree, never to be revisited again (or, like theesy issue, to be revisited 100 years
down the road).
What does all of this mean for education?

One of my goals as a teacher educator is to helptaodents redefine
multicultural education. The trinity of race, claasd gender should, in my opinion, be
expanded in order to be truly inclusive and, indeedlticultural. If teachers begin to
include diverse language communities, diversetadsliand sexual orientation and other
groups that, through an expression of who theyaatethe communities that they belong
to are marginalized by the written and implied lafisnainstream culture, into their
conceptualization of what it means to teach throaghulticultural lens, the lives of
children could be changed in positive ways.

How are our children being affected?

These definitions of marriage, of gender roles, @inacceptable expressions of

love have crossed from mere expressions aboutebesrfor “family values” by
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members of the Christian Right to actual legislatizat takes away rights from members
of the gay and lesbian community. Before these |twessocialized expectations placed
on children had devastating consequences for gagidn, bisexual, and transgender
youth, as well as for children with sargender parents. Those of us involved in the
GLBT community have been inundated with the siaisibout growing up queer in
America. For example, a 2001 National School Clenadarvey published by the Gay,
Lesbian, and Straight Education Network (GLSEN)orégd that:

* 41.9% of high school students surveyed respondedhky have been harassed

because of actual or perceived sexual orientatisoleool

* 21.1% of these students have been physically dsesaul
Other surveys (Center for Disease Control and theddchusetts Department of
Education, 1997; Safe Schools Coalition of Washing1995; Vermont Department of
Health, 1997) found that:

» 97% of students in public schools have heardgaicomments from peers

* 53% of students have heard these kinds of commeadie by faculty and staff

* 80% of preservice teachers have negative attittcesrds GLBT youth

* 80% of gay and lesbian youth report feeling segeral isolation
The image drawn by young adult novelist Alex Sarzdf2005) is a powerful one, “Four
American teens today will take their lives becanfseneir fear, confusion, and séiatred
around being gay. Thirtjwo others will attempt it” (p. 47). When we thiakout those
numbers in terms of children in schools that wehea or have taught in, that looks like
a classroom a week full of students who commitideicand a classroom a day who

attempt it. This is devastating. Human Rights Waggorted in 2001 that children
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growing up with samgender parents often face the same harassmerdiagdl,
lesbian, bisexual or transgender peers. Thereraestamated 6 to 10 million children
living in families headed by sangender parents, and an additional 2 million sclageld
students grappling with issues of their own sexyalihe school experience for these
children includes threats of violence, regular naaléng, regular silence about name
calling from teachers, high rates of drug and adtalbuse, and the highest rates of
suicide among all scho@lged children.

Those of us in the GLBT community know that life’tsall about devastating
statistics. In the light of recent elections, wedéorwarded emails to friends and family,
protested in the streets and to our elected offickead quiet and not so quiet
conversations in the hallways of our places of eyplent, across the tables at our
favorite coffee shops, and over the phone lines-edisg, telling, hoping, sharing. All
because we live full and wonderful lives thatgéms, aren’t always valued by those
with political power. Most recently in our struggfearticularly if we live in one of the
eleven states with initiatives on the ballot, thoses in the GLBT community have
voted on our own lives, the lives of our childrére lives of our colleagues, or the lives
of our friends. Who we are has become alhgton issue.

All of the statistics listed above concern middbel digh school students. As
Casper and Schultz (1999) wrote,

While a movement has grown steadily around gayes#u education for

teenagers ... the field of early childhood remainssa $tronghold against the

inclusion of gay issues. Gagnd gendebased taunting can be heard from the

mouths of first and second graders in schools adtos country and is but a
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precursor to the quedashing and hate crimes that begin as early asrjhigh
school. (p.3)
What can this mean for the children whose paramt®eing held up in negative ways, or
whose families are invisible in their classroom$&How can we teach teachers to reach
out so that the devastating statistics becomedegastating?

What is the Role of Teacher Education?

| came to this study after reading comments in @@valuations like the
following: “Please stick to helping teacher (sieuin how to teach writing instead of
trying to impress your beliefs and values onto ystudents.” As | stood in front of the
class in which | conducted this study, my pregrweetly held a child that, in theory, could
be a student in the future classrooms of theseeprieg teachers. | feel very much that
my teaching about issues of diversity is integoaketaching my students how to teach
writing and how to integrate children’s literataeross the curriculum in their future
classrooms. This student missed the idea that pggeand content are tied. If students
feel that their families are invisible in the clessm or ignored by the teacher, how open
will they be to learning from and with that part@uteacher?

While | do expect my students to entertain the ithadthere are multiple ways of
understanding family, and this expectation has pemngonal roots—my son, Arden, is
one of those 6 to 10 million children of sagendered parents that will be affected by
the attitudes of his teachers—is it also basedarpthlosophy that public school teachers
should be prepared to meet the needs of all of tedents. Lipkin (2002) wrote that
“most would agree that any teacher education prodhat does not prepare its students

for the demands of a diverse classroom is failivegrt” (p. 13). | believe in multicultural
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education. | believe in preparing my students taddeurally relevant teachers to their
diverse students by helping my students redefinicualiuralism in more inclusive
ways—to add, among other things, issues of sexuatit! familial construction. In
today’s political climate, this is a struggle. Bifitwe believe in helping teachers meet the
needs of all of their students, it is also our cesbility.

My students have often said to me that the needslasires of the parents of
their students would limit them from using bookshwgay and lesbian characters, or
from addressing gay and lesbian issues in deepnaadhingful ways in their classes. A
few, including most participants in this study, Baecognized that some of those parents
might, indeed, be gay or lesbian. But recogniziveg there are students of sagender
parents in our schools and meeting the needs eétfamilies are two different things.
Casper and Schultz (1999) published their three grarographic study of the
interactions between gay and lesbian parents andahty childhood educators of their
children. This study sheds light on the challerfgesd by both parents and educators, as
well as gives suggestions for ways to ease thenpaohool relationship.

While it might be important for gay and lesbiangyds to initiate conversations
with school officials and teachers about their fgratructure, having a safe place to take
this initiative was important. One lesbian mom s@er and Shultz’'s (1999) study said,

We’ve gone to all of them and said, “You know, éamily structure is different

from the other kids’, and it may not be familiariou and there’s lots that we can

tell you about it if you have questions. When dgstans of family come up, we’'d
be happy to offer another perspective, and it'setbing that | speak on.” And we

get downcast eyes and they change the subject. Wadinst went to the schools,
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we felt very strongly that we weren’t going to g@oat school unless we had some

assurance ahead of time. ... We spoke to the prih@pd he couldn’t have

walked up those steps ahead of me faster. (p. 89)

However, when teachers said, either in initial pateacher conferences or on early open
house nights that they valued diversity, includangjversity of familial structures,
parents felt safer about being honest about thaiilies.

The Landscape in Teacher Education: How are weingettis challenge?

My experiences with preservice teachers aroundstue of homosexuality are
not rare. Lipkin (2002) pointed out, “When it conteseadying educators to deal
effectively with lesbian, gay, bisexual, and traersgered students, there is virtual
silence—few public demands and little reform of ergtaduate and graduate curricula”
(p- 13).

In Sears’ 1992 study of the attitudes and feelamgsind homosexuality of
teachers, students, preservice teachers and geidanoselors, he found that of 258
preservice teachers surveyed, eight out of terbthrad negative feelings toward lesbians
and gay men” (p. 39), and that “prospective teachearsuing certification in elementary
education were more likely to harbor homophobidifigs and express homeegative
attitudes than those planning to teach in the s#argrschools” (p. 40). He found that
preservice teachers were unaware of elementargrolas (mentor) teachers’ knowledge
about homosexuality, and thus, the preservice t&¥achere unaware of how to address it
in the classroom. “The absence of classroom digmugs all but a few classrooms may
explain why so few respondents could assess thequosf their teachers” (p. 49). My

students confirmed these statistics—my classroomoftan the first place that they’d
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been asked to talk about how and why to includeayel/lesbian issues in their
classrooms. The resistance of many stemmed fromitlea that elementary school
children are too young to be “exposed” to gay asihian issues or people.

Maney and Cain (1997) found that of the 195 praserglementary school
teachers that they surveyed, 23.3 % are “very ufmaatble talking to homosexual
parents regarding [their own] familiarity with gapd lesbian families” (table 4). They
also found that students with “stronger religiotigwades were significantly more likely
to have had a negative attitude toward mothersavbdesbians than those with weaker
religious attitudes” (Results, paragraph 8). While students said that they would treat
all students and parents equally, and would welceameegender parents at parent
teacher conferences, their homophobic attitudeshaftade me wonder if this was really
true. Casper and Shultz (1999) heard from the gdylesbian parents that they
interviewed that teachers often took a “don’t akk't tell” approach. About being out as
lesbian parents, one woman said, “It isn’t easy. e get the lowered eyes, and the
muffled clearing of throat and the battkn” (pp. 7#78). Parents in the study also
worried that the homophobia of school administratiad faculty would affect how their
children were approached.

Parents seem aware of the fact that their childresdchers may (consciously or

unconsciously) be on the lookout for some unstafstts of being raised by gay

or lesbian parents. ... ‘Yeah, | think that thereter@dency for people to look at
the kids, and for every characteristic about thieat they find questionable, to
wonder, are they that way because of who theirmai@e, instead of really

respecting the child’s individuality?’ (pp 7AL).
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I wonder if my students stated beliefs of gay assibian people would enter into their
interactions with gay and lesbian parents as MamelyCain’s (1997) statistics suggest
they would? Or if their treatment of children ofreagender parents would be as opening
or welcoming as it would be of children from moraditional families?

Robinson and Ferffd (2001) pointed to some of the problems of restgdaced
by teacher educators who raise issues of homoplhokth&ir classrooms. Some forms of
resistance that they have faced are “total dismisssistance on moral or religious
grounds, perspectives that ‘they are OK as lornhes keep away from me™ (p. 130).
Preservice teachers were often more concernedssities of classroom management and
the “mechanics’ of teaching” (p. 125), and so tesrceducators found that discussions of
social justice issues, particularly issues thatlehge students’ positions of privilege and
power (p. 124) were deemed unnecessary by therggidee had student after student
tell me this same thing in course evaluations,imgitcomments like, “This was a
Teaching of Writing Class and not one to teachhmiadiversity.” Like me, Robinson
and Ferfolja (2001) posited that “the need to asklgay and lesbian issues is paramount
in the light of the homophobic violence, vilificati, and discrimination experienced by
individuals in educational contexts in western sbes, who are perceived to be gay or
lesbian” (p. 122).

Bickmore (1999) outliné the importance of discussing homosexuality in the
elementary school classroom. “The first reasongous$s sexuality in elementary school
is that it is already present in students’ livgs’15). She pointed to censorship around
homosexuality by both administration and teachensdents did not have the opportunity

to think about multiple ways of expressing gendet sexuality because only one way of
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expression ever makes it into the classroom. Teaahere not prepared to help students
think outside of a heterosexual norm. Bickmore'dine of how heterosexuality and
traditional gender roles were taught through cufim shows ways to expand that
curriculum into more inclusionary discussions ofisaity. Cahill and Theilheimer

(1999) also pointed to the heterosexism of earigbbod classrooms. “The materials
teachers select and the words they use may acteatynunicate a norm of
heterosexuality. Whereas some teachers affirmenld experiences and help children
advocate for themselves and a fair society, othensal” (p. 43). When teachers enter the
classroom without having been exposed to, or talightto address issues of
homophobia, heterosexism, and homosexuality i ti@ssrooms as preservice teachers,
the likelihood that they will be teachers who helfildren of gay and lesbian parents, or
students who identify as gay or lesbian advocat¢éhfemselves seems slim in our current
social climate.

How have elementary teacher educators approachmddaxuality?

As an out lesbian teacher educator who well remesrithe sting of “lesbo” and
“dyke” during elementary recesses in the 1980s,raock recently hearing a fellow
teacher in a 2001 graduate multicultural childrdiésature class say about using books
with gay or lesbian characters in elementary schadll, if you put garbage in, you get
garbage out,” | know that the homophobia of preserteachers is being ignored,
unchallenged, or unproblematized in many teachecatbn programs. When such

homophobia is addressed, it is often met with tascse.
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When Janine Schall was a graduate student teachiltyen’s literature courses
she brought examples of children’s books with galesbian characters to share with her
preservice students. Schall and Kauffmann (2003)dahat many of Schall’s students:

were willing to read the books, [but] some wouldeven look at them. The

majority of preservice teachers rejected the ideznibddren’s reading these books
in the classroom, saying that books with gay astié characters were

inappropriate because the children couldn’t dett Wwooks “like that.” (p. 36)

The students in Schall’'s class had a desire teprelementary students’ innocence, and
this was a theme that ran through her discussibpsequdice, racism, and identity. There
is no further exploration of how Schall approactteslliterature with her preservice
students, but she joined 4/8" grade classroom teacher to see if, indeed, element
studentsould“deal with books ‘like that.™

Schall and Kauffmann (2003) moved their study Weuffmann’s fourth/fifth
grade multiage class where Kauffmann tied the repdf picture books with gay and
lesbian characters to the name calling on the ptaygl. Students had a variety of
responses to the books, and were given the optinatgarticipating in the readings or
discussions. All but five participated, and papamnts came to the conclusion that being
gay was just another kind of love. Interestinghe students wondered “why they weren’t
told about the reality of gays and lesbians” (p. #itheir discussions the students taught
the teacher/researchers not to approach thesesissparately from other issues, but
“emphasized that gay and lesbian issues would aituntegrate into themes of family,
identity, stereotyping, survival, relationshipsemse of belonging, or discrimination” (p.

43),
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Another professor of children’s literature, Patiapgel Swartz (2003) found “the
children’s literature classroom to be a place whikgseussion of [gay and lesbian] issues
can reach prospective elementary school teachger8§2). She used both children’s
literature and Deborah Chasnoff’s (1995) fil's Elementary: Talking About Gay Issues
in Schoolsas a springboard for discussion of homophobizihwogls, and “to provide
methods of discussing homophobia, gender, and Bgximeelementary and middie
grade classrooms” (p. 52). Swartz (2003) wrote ithast students in elementary
education programs care about the vbeling of all children, but have yet to think about
the effects of homophobia on students who miglet liakentify as queer, or who have
samegender parents.

Like my own students, Swartz’s (2003) students weostly white and from rural
towns with deeply held religious beliefs. Also likgy students, Swartz’s students were
hesitant to integrate literature that discussesdsexuality into their curricula and doubt
that elementary school students are even awarenafeg and sexuality differences.
Viewing Chasnoff’s (1995) video helped Swartz's@3pstudents to see both how this
integration could help them achieve their goalludihg there” forall of their students
and that their students may, because of media thad cultural influences, be fully
aware of how GLBT people are seen as different.r&@wacilitated discussions in which
her students used the film and children’s literattar “[explore] the diversity of family
structures” (p. 59). Students wrote about thegnmalized homophobia, and Swartz
described one student recognizing that, in ordéretach all children, her religious
beliefs or personal prejudices must be set asple3q). Swartz provided examples of the

picture books she used, and reviewed extensivehs@iff's film, but never delved into
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how her initially homophobic students simply set agtukr religious beliefs. The model
that she provided for other teacher educatorstefjnating film, children’s literature, and
other texts in which elementary teachers descrive they address gay and lesbian
issues with elementary students is incredibly Malkeigbut it still falls short of addressing
how to work within the strong religious bias thaésttributes to her students, and that |
saw reflected in my own classroom.

Shawyn Williams (2002) is an African American teackducator who felt that
“it is [her] obligation to make students aware of only the United States’ growing

racial diversity, but also to challenge their pmreo@ived notions of teaching ‘others™ (p.
231). In order to do this, she asked her studenpsesent information about controversy
and diversity in the field. One week, she choderiiog the controversy herself by sharing
Willhoit’s (1991) Daddy’s Roommatas her enaf-class read aloud. She asked her
students to write initial responses as she wasngdle text, and then opened the class
discussion by asking students if they would usebthak in their own classrooms. After
the discussion, she asked students to write felipwesponses. Williams’ (2002)
summary of their opposition could describe theifgms of many of my own students: “I
think having teachers use this book in class maypwerstepping’ boundaries” (p. 233).
Likewise, the words of one of her students coulehaeen written by any number of my
own past students.

How did we get to this point? How is it that in ArGtian nation, we have people

ready to step right over parents’ responsibiliiad take their children’s own

beliefs into their own hands. If we are banned fpmaying, reading the Bible, or
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even referencing God, then this book and otheesitikeed to be banned also.

Homosexuality is a religious topic. (p. 235)
Some of Williams’ students were worried about tlesedmindedness of the families in
their schools, or the policies of the administnatiand thus would not bring this kind of
literature into their classrooms.

Co-Creations of Meaning Through Dialogue

My hope, through this study, is that | have fourays/to add texture and
complexity to the fabric of teacher education. é&ssaf religion are often officially left
out of the classroom, even though teachers ane@stsidise their religious ideologies to
help them interpret texts and to guide how theyr@g@gh classroom issues. As my
students have told me and other researchers hawd,fd is the rare teacher educator
who broaches the subject of homosexuality and educady bringing these issues
together in this study, | hope that teachers aadhter educators can learn ways to
facilitate discussions with each other and in tbiissrooms in ways that are respectful

of all members of their learning communities.
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CHAPTER 2
JUMPING IN AND LISTENING TO STUDENTS: TRYING TO SHRE MY
PRACTICE TO FIT MY THEORY
Students gather in groups of four to discuss tlgaired reading for the dayJ.

K. Rowling’s_Harry Potter and the Sorcerer’s Stolremy fourth year of teaching

Children’s Literature at my southeastern universégd of requiring this as the first text
of the semester, | am somewhat prepared for a kitl of student resistaneeself

identified conservative Christians make up a m&oof my students, and many have
heard about the evils of the witchcraft and wizgrdf Harry Potter from the pulpit.

More students now than ever have read the texéen she movie before entering my
class, but there were still those who raised tegebrows as they perused the syllabus on
the first day of class.

On this fourth day of class, | know little aboug flour students gathered tightly at
their table so that they can hear each other okerrtsing din of five other literature
circles. The relationships that will be created arg@ variety of texts, writings,
conferences, conversations and around ideologretijious, and educational
differences or similarities during our two semestergether are yet to be discovered.
Jianna sits quietly as her peers share their entsiiE responses to Harry Potter.
They’ve brought the articles I've asked them td fabout the controversy surrounding

this fantastical character, and words like, “ridilcws,” “stupid,” and “unbelievable”
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punctuate the air as Jianna’s group becomes exaspemwith the idea of a parent
censoring a book that they loved so much.

“Well ...” Jianna gently attempts to join the convatien. “I actually agree with
..." “What?” Though she is immediately cut off, Jiais body remains engaged in the
dialogue, but she doesn’t attempt to yell overdiassmates to get a word in edgewise. |
watch her eyes widen as the other three studertterigroup try to show Jianna the
error in her thinking, devaluing what she obvioufdgls strongly about. Remembering
what it feels like to have my own voice silencexliad unpopular issues that are close to
my heart—white privilege, gay rights, gendered teachidg groups that look and sound
like the demographic (white, middle class, educktieat | belong to, | step in. “Jianna,
why don’t you explain what you're trying to sayi@nber, everyone’s ideas are
important to the discussion.” As her eyes look ghalty at me, | think, “I wonder if this
student, so sure in her beliefs, will participatea study with a teacher, also sure in her
beliefs, if words like gay and lesbian rights anari€tianity are central to the

discussion? | wonder if we'll listen to each otHer?

| want to understand the world—I want to feel thatlerstanding tangibly—in a
way that is hinted at through the passion in voafatose who have long been silenced
when they speak their truths. | want to touch thtterstanding with my life, to pass it on
to my students, and for them to pass it on to tsteidents. This is self and cultural
critique, and | believe it can—eventually—changewlugld. Reflection and action are
what Freire (1970/1993) called teachers to, antdawit the reflection, the action might
never come. Greene (1995) wrote that “the actitfaing requires an authentic self

reflectiveness, a thoughtfulness that informs kmgwn the many contexts of everyday
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life” (p. 61). | want to figure out how my own thg intertwine with others’ truths,
creating the complex fabric that is conversation.

| believe that understanding comes from informedadjue. Informed dialogue
requires selunderstanding, seéxamination, and sef&flection. For me, this
understanding is best achieved through memoirpgiad, writing, reading, and constant
rethinking of experiences based on new experieBresier (1986) wrote, “Society
provides a tool kit of concepts and ideas and teedhat permit one to get to higher
ground mentally ... This is, of course, the mindeefing on itself’ (p. 73). The theory in
which | ground not only my teaching but my life pelme constantly renew and re/vise
my classroom practice. | have had to learn hovisten to voices that often silence my
own, while | simultaneously recognize that thosaea&oices perceive me as silencing.
This study has taken me on a whirlwind where H&w¥ter, Paulo Freire, Christopher
Columbus, my many students and | collide, intevatt and challenge each other. Some
of us even learned to trust each other. Greene&|Mfbte, “Neither my self nor my
narrative can have ... a single strand. | standeattbssing point of too many social and
cultural forces” (p. 1). Join me on this intermiingl of strands as | explore the woven
fabric that they have created in the classroom.

My Classroom Theories

Students walk around the room with markers, chgttis they look at their papers
and occasionall-and anonymoushrwrite words or phrases on the brown butcher
paper that hangs on the walls. Scratched in myeahgland at the top of each large piece
of paper are words like “Race/White Privilege” o6&xual Orientation” or “Gender

Stereotypes.” These and other concepts related@thcles that we’ve read for the day.
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As students reconvene in their cliqued groups, yeg ecan the words they’ve
written on the walls. Phrases such as: “I'm tirefitalking about this;” “I don’t feel
oppressed because of my gender;” “Men SHOULD beharge;” and “I don’t believe
that [homophobia] fits in the same category as sati’ intermingle with “I think white
people get defensive about this issue. Why?” “Dalidw torment and discrimination
about [gay and lesbian] issues [in your classrodmefause you're afraid to address it;”
and “It is easy to fall into gender stereotypesafftioesn’t mean we should.”

Before | ask students to talk in their four to getson groups about why we’d
read these articles in a Language Arts methodsscdasl to explore their own responses
to the texts based on their experiences in lodabsls, as students of privilege, or as
future public school teachers, | read aloud altloé words on the butcher paper, and ask
them to use those words as an initial text. “Whiy,id ask, “that you're tired of reading
about issues that affect the students you talk tilpogour teaching journals? Why is it
that I'm asking you to read about these particutsues? What don’t you like about it,
and why? We obviously know that | think they angartant issues or | wouldn’t have
asked you to read about theavhy might that be? How could we address the iskaes
in ways that don'’t feel so repetitive? ” And, lilvays, | tell them that | don’t expect us
all to have the same opinions, and that gradeswatedetermined by who thinks most like
the teacher. The classroom begins to buzz with o heated, sometimes forced, and
sometimes bored conversation.

Little did 1 know, when | first rea@edagogy of the Oppressftteire,

1970/1993) for an independent study as an undasgtadgtudent, how many struggles,

questions, teaching blunders, and student resiestathcs work would help me grapple
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with in my search for ways to live in my classroanat | taught my students to live in
their future classrooms. Intertwining with Freir&'®ory for me are the ideas of both bell
hooks and Maxine Greene. Freire’s work, develapdgrazilian communities of

poverty, centers on his call for dialogic actionvizeen the oppressed and the oppressor,
and hooks and Greene bring this idea into Ameratassrooms where the privileges and
oppressions of race and class mingle.

In traditional American classrooms, the “bankingoept” (Freire, 1970/1993, p.
53) of education is at work, with students as readps for the information that the
teacher is depositing, the teacher is the oneartidssroom with the most power, and the
students mere objects in the capitalist exchangeludol. Freire wrote that “education
must begin with the solution of the teaciséudent contradiction, by reconciling the poles
of the contradiction so that both are simultaneptesichersand students” (p. 53;
emphasis in original). This pedagogy is similamtwat hooks (1994) termed engaged
pedagogy.

Hooks (1994) wrote of engaged pedagogy that “tegameist be actively
committed to a process of sa@lftualization that promotes their own wadling if they are
to teach in a manner that empowers students” (p Albstudents and teachers reflect on
their own privileges and oppressions in open diadogach learns how their
subjectivities lean on, inform, change, oppressntrance the lives of other members of
the community. Likewise, Greene’s (1988) questiéDsies not one have to act upon
one’s freedom along with others—to take the init@tto break through some boundary?
Does not one have to claim what are called ‘hungints’ to incarnate them in the life of

community?” (p. 3) both invite and require studegdcher dialogue, shared challenging,
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and shared learning. In the description of my cta®® above, where students’ words on
the butcher paper become the text from which wénbegr discussion, student resistance
to challenging issues did not cut off discussiothee important topics, but neither was
it silenced. It becomes a part of the classroorntteke critiqued, along with the ideas
brought forth by our course readings.

If as teachers we are striving to create a commuvith the possibility of
freedom in our classrooms, we cannot be the omlyscbom member working towards
that freedom. This means that voices of dissemn é&that dissent could be perceived as
oppressive to marginalized people, must be alloseethat it can be analyzed by students
and teacher alike. In order to become an autheatiamunity, teachers must provide
spaces, share power, and anticipate resistanceén  work with students to create a
classroom with a common goal. This resistance, lvhiave experienced both as a
teacher and learner from and with the same studesmsbe seeas a door opening the
possibilities for dialogue, rather than as a silegof the authentically engaged
educational process.

One of the most challenging parts of teaching ferhas been to actively talk
about my teaching agenda with my students—to noamemeutral as I'd been taught
teachers are supposed to do. I've struggled to pyself to explore my own resistances,
ideas, and opinions along with my students. My etiisi know where | stand on most
issues because of the spaces for equal dialogtuibvioak to create in my classroom. If |
am asking my students to explore critically idead beliefs that drive them, I, too, must
engage in this critical exploration. Likewise, haqit994) does not expect that her

students reflect and act alone:
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Engaged pedagogy does not seek simply to empouaersis. Any classroom
that employs a holistic model of learning will alse a place where teachers
grow, and are empowered by the process. ... | doxpea students to take any

risks that | would not take, to share in any waat thwould not share. (p. 21)

As a teacher, she expects students to engagestigos about power with her and she
with them. She invites and expects critique ofdlassroom and larger communities in
terms of voice: “Who speaks? Who listens? And whig?'40). Engaged pedagogy is a
continual learning process, and it is from thidadmbrative and dialogical learning that
action stems. Education can only escape the bamkétgod in hooks’ eyes “when
everyone claims knowledge as a field in which wdadlor” (p. 15). In my classroom,
this means that | must be willing to push my stagéo think in new ways, and invite
them to push me.

The dichotomy identified by Freire, hooks, and Geebetween teachas
oppressor and studeasoppressed in traditional classrooms is blurredasds of race,
class, gender, sexual orientation, and religionrdareduced to the equation. Recognizing
the multiple places of privilege and oppression teacher and students bring into the
class is both an initial space for dialogic conaéomn to begin and for the dichotomy to
lose power. For, while the African American or lesbteacher might have perceived
authority over students’ grades or the course conghe could be facing multiple
obstacles from racist or homophobic administratmarents or students who strip that
power both inside and outside of the classroomewike, the whiteness of poor white
students might blind teachers to the ways in wkhehclassroom is inaccessible to them.

Open dialogue among teachers and students abaet ith@onsistencies in privilege or



45

oppression and how they present themselves in &choold help to equalize classroom
power.

This dialogue is necessary because “the teactienking is authenticated only
by the authenticity of the students’ thinking” (FFeg 1970/1993, p. 58). In order to create
a liberatory classroom, the teacher must work taldish spaces for authentic dialogue
where all voices are valued. Freire (1998) wrog thachers must “create the
possibilities for the production or constructionkobwledge” (p. 30). There must be a
recognition that each participant in the dialoguads value, new knowledge, and
expertise to the collaborative learning effort.

Part of the teacher’s purpose is the facilitatibonanstructive dialogue and
learning. The social and historical constructionthaf roles of teachers and students
reproduces the banking method over and over bynmathe teacher as the expert,
placing her at the front of the room, depositinigimation to the receptacle students who
will regurgitate the information when a withdravikequired on a standardized test or
elsewhere. To break this pattern, the teacher bukt, through dialogue, trusting
relationships with students in which they find {hather than mere objects, they, like the
teacher, are the subjects of their own educatipraaess. Freire (1998) clarified,

It is essential therefore, from the very beginnafighe process, that the following

principle be clear: namely, that although the teaslor the students are not the

same, the person in charge of education is beimgefd or reformed as he/she
teaches, and the person who is being taught forn#hérself in this process. ...

There is, in fact, no teaching without learninge®@aquires the other. ...
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Whoever teaches learns in the act of teachingwdnmver learns teaches in the

act of learning. (pp. 3G1)

In my classroom of late, that has meant using stierds and work to help us think
about how oppressive and liberatory language afffettt those with privilege and those
on the margins.

Freire’s words have been helpful to me in reconeaing the possible
relationships between knower and learner. It i whits reconceptualization of teacher
and student, not in an oppressppressed relationship, but in a bathd relationship of
constantly learning and teaching that is the Hasithe kind of teaching/learning
environment that | strive to establish with my snt$ in our classroom.

Classroom Practice—Guided by Theory

During my graduate studies, | have taught two undelgpte classes a year—
Children’s Literature in the fall, and a writing theds course in the spring. At our
university, Elementary Education undergraduateesitsimove through the program with
the same cohort of students for several semestetisgach year | have looped with the
same cohort through both the fall and spring sesn@sEach semester is cut into three
one month segments—the first “before the field” thothe second “in the field” month,
and the final “postield” month. During their time in the field, studls are supposed to
connect the theory and ideas that they are leaatitige university with actual-&
teaching practice. Upon returning from the fieltg students’ experiences often shape
our classroom discussion. The structure of cortfruteaching students for two full

semesters in a row—has given my students and napgp@tunity for leisurely
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introduction. Our knowledge of each other’s expeate, work styles, and mannerisms
is important as we will work closely together for entire academic year.

This 186month relationship also serves my own teaching @ge looking at the
Language Arts through a critically multiculturahke(McLaren, 1998). Students are
asked to examine, some for the first time, issdigsigilege and oppression, consider the
historical experiences of marginalized people, itk about their responsibilities as
future teachers around these issues using literato writing experiences as the
medium for thought. | place a decided emphasisoerakjustice education, which is
embraced by some students, resisted by many, drndhduejected by others. Because
we are together for two semesters, students cathseabfference between a “diversity
day” and teacher who uses a multicultural lensitorm teaching and learning.

In the Fall—Children’s Literature ThroughMulticultural Lens

A goal for my children’s literature classes thaegan identifying on the first day of
fall semester with my students was that we begimtderstand the ideologies from which
we read literature, and in turn, from which we read students. | explained to my
students that | wanted us to begin to identifyittemlogies present in the texts we read,
and to understand how those ideologies have shapealvn learning and thinking, and
how they would shape who we were and are as teachePerry Nodelman (1996)
explained, literary texts are “expressions of dawreland a significant way of embedding
readers in those values and assumptions” (p. G8).pkesent in every text is the
ideology of the author whose “perspectives [arejp&d and conditioned by their times”

(Cal, 1997, p. 204). My understanding of the tedeoiogy is taken from Nodelman
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(1996) who defined it as “the body of ideas thattoals how we view the world and
understand our place within it” (p. 65).

“Even though there is considerable disagreementgmotheorists about the
precise social and ideological function of the siteomost of them agree that educational
institutions are active agents of cultural and @coic reproduction” (Taxel, 1981, p.
207). The literature that teachers bring into tiessrooms usually reflects the values
held by the teacher, and typically held by thedargulture. “The richness of the readings
in the classroom [appear] to be influenced hedwlyhe kinds of readings the teacher
values” (Hade, 1997, p. 238). These readings|/iteimture, and how it is privileged in
the classroom help to define the acceptable knayeléa that classroom. Taxel (1981)
wrote,

School knowledge is seen as the knowledge, culture tradition of specific

cultural groups. Those groups or social classeswhave historically been able

to definetheir knowledge athe knowledge have been the dominant groups in
society, while those unable to do so have tendéactopower and influence in
society. This relation between culture and power-wbeh knowledge and
control—is readily apparent one recognizes thattbké documented
minimization, distortion, and outright exclusionwwdmen, blacks, and other
racial and ethnic minorities in curricular matesiéd both a reflection and a cause
of the relative powerlessness of these groupsanaityer society. Thus, an
important point to recognize is that a group’sisibtb confer cultural legitimacy
to its knowledge is intimately related to its powethe larger political and

economical arena. (p. 208; emphasis in original)
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This school knowledge is a selective tradition wkedi as “an intentionally
selective version of a shaping past and aspiaped present, which is then powerfully
operative in the process of social and culturainitedn and identification” (Williams in
Taxel, 1981, p. 208). These issues of ideologyaamdlability in children’s literature
“come together to make fewer books, and fewer kofdsoks, available to children.
The books that remain tend to be the ones thdikatg to sell widely to people with
mainstream tastes and values. ... The scope of Wizl [get to choose from ... tends to
encourage conformity to the most popular ideas &vbat it means to be human”
(Nodelman, 1996, p. 96).

In my pursuit of engaged pedagogy with my studdrtiaye been aided by the
fact that | will teach them for two semesters. im pursuit of figuring out “what it means
to be human” (Nodelman, 1996, p. 96), we seeméeedicsafer with each other given our
extended time together. We were able to enter gvetsial conversations gently—
beginning first with the fantasticelarry Potter and the Sorcerer’s StoflRowling,
date), turning to more recent and realistic issueh as racially charged read alouds such
asThe FriendshigTaylor, 1987), examining our own indoctrinatedrl@ng around
Christopher Columbus with articles by Yolen (1992bjlingberger (1992)as well as
books likeMorning Girl (Dorris, 1992) andncounter(Yolen, 1992a), and rounding out
our semester with books with gay or lesbian thefwésodson, 1997; Garden, 2000;
Howe, 2001). Our discussions were mediated by ditethture circles (Daniels, 2002)
which flowed into whole class discussions arounidiigg questions that | listed on the
board at the beginning of each class session. Stsideought their responses to texts,

either written reflections or responses in a moeative format to guide their
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discussions. Along with the children’s literatuegjuired for each session, there were
often a group of readings that we called “profasaiseadings” which students were
expected to respond to in a quick one page reapaper. The themes from these often
politically charged readings occasionally weavednd out of the discussions of the
literature, or were the impetus for the guiding gfiens that I listed on the board.

In the spring—Culturally Relevaiteaching Through the Language Arts

Spring semester | taught “Language and Literadyl@mentary Schools.” |
introduced students to the concept of Writer's Vébidp (Calkins, 1994, Fletcher, 1993,
Harwayne, 2001, Fletcher and Portupuli, 2001), weadliscussed multiple concepts of
the meaning of literacy. Because the studentsdsdltlasses had me as their teacher
already for a semester of Children’s Literatureythad encountered my requirement that
they read about and discuss groups of marginapeegle. Much of this language and
literacy class was taught as a writing workshopretstudents became a part of a
community of writers, engaging in regular persarad academic writing, and
establishing a strong tie between what they weading about teaching writing to
children and what they were experiencing as writers

The theories that have guided my understandingraattiods of teaching writing
workshop stem mostly from Calkins (1994) and Fletqidi993). In particular, Calkins’
ideas about writing parallel Greene’s (1995) regmient that teachers and students look
closely at themselves in order to establish classsowhere equality and democracy
matter. Calkins (1994) said that “writing mattdre tost when it is personal ... and
when it is interpersonal” (p. 14) and that “writexsed to be heard” (p. 15). Looking

closely at practice, Greene (1988) drew a pictfinghat it might mean to imagine the
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boundaries of classrooms as more fluid. “We mightk of freedom as an opening of
spaces as well as perspectives, with everythingriipg on the actions we undertake in
the course of our quest, theaxiswe learn to devise” (p. 5; emphasis in original).
Greene’s (1995) assessment of unimaginative barddngation is that it ignores
students at the heart of the classroom. Teachessenter classrooms with new eyes,
focused on learning the needs of their particubanmunity. In a classroom where there
is a community of writers—established through aevi$ workshop—where students and
teachers are, through writing, imagining and crepsipaces where multiple ideas and
experiences are shared and valued, there becompsdhibility for aritically engaged
community where students and teachers evaluatdiaodss multiple ways of
experiencing the world. As Greene (1995) wrote:

To ask for intensified realization is to see thatleperson’s reality must be

understood to be interpreted experience—and thaerabuohterpretation depends

on his or her situation and location in the woHdlepends as well on the number
of vantage points a person is able or enableckistdhe number of perspectives

that will disclose multiple aspects of a continggrit a selexistent) world. (p.

19)

In my own writing classroom, I've used multiple tnetls within the context of
writer's workshop to help my students and | seetiplel contexts and multiple
experiences. One is through the Cultural Memoisggasnent (Allen& Labbo, 2001) in
which students explore how their different cultudantities shape how they see the
world, read texts, understand each other and tHeesseand, culminating with, how they

will approach their students. To prepare for tlEsignment each spring semester, |
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invited my students to participate in a “Power Walkth me. We all stood on one side
of the room, and | read statements such as, “glu've ever lived outside of Georgia”
or “walk if you or your family has ever been on tbstamps” or “walk if you consider
yourself a reader.”. When debriefing the experiesfterwards, students often described
inner turmoil. As they contemplated for a few setothe “go” or “stay” of walking, they
felt the desire to explain. When | read, “walk dtb of your parents have college
degrees” for example, | remember a student sayimganted to explain that Vietnam
happened, that there were other circumstancesteddo explain away the shame that |
felt as soon as | saw my classmates looking at firf@s is the smaller picture of
education—where the individual experience is exgpee one that “screens out the
faces and gestures of individuals, of actual liyiegsons” (Greene, 1995, p. 11). These
activities and assignments in a writing contexéofyave voice to parts of students’ lives
that had been silenced in traditional schooling,aiso helped them to see where more
marginalized students in their future classroonghtibe silenced.

Our writing time afforded us the opportunity to éqe one small, perhaps even
insignificant idea about our lives, and imaginagtit might be imagined by others. |
hoped that my students understood the power tigatthuld have in their own lives, as
well as in the lives of their students—that writiwghout constraints can help to, in
Greene’s (1995) words, release the imaginatiortalles imagination to break with
ordinary classifications and come in touch withuattyoung people in their variously
lived situations. It takes imagination on the pHrthe young people to perceive openings

through which they can move” (p. 14).
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| tried to teach my students (and in turn, gleaeatgr understanding of my own
teaching, living and activist self) that if we verithe everydayness of our lives as Calkins
(1994) and Fletcher (1993) suggest, we can begieéahe need for change, and we can
begin to understand how who we are is shaped bynpasts, by how our own norms are
silenced or silencing, and how writing providesansopportunity to imagine things
differently. Greene (1995) wrote that “the act ofiquing requires an authentic self
reflectiveness, a thoughtfulness that informs kmgwn the many contexts of everyday
life” (p. 61). In order to change our lives, todibetter lives, to revise our living, we have
to think about and critique the most normed aspafoteirselves. We have to put
ourselves on paper, and reread our lives in oalbetter understand them. | don’t think
that we can create life communities and certaiolyalessroom communities if we don’t
dare to learn who we need to be within those conitnesnlIt is not until we tell our own
stories to ourselves that we can share our stori@Scontext of solidarity” (Greene,
1995, p. 62) with would be community members. “Reapust become aware of the
ways they construct their realities as they livgetber” (65).

Theory and Practice—How Well Did They Mix?

The lofty goals of my syllabus and lesson planmmn’t always result in the
kind of engaged dialogue that | hoped it would. 8ster by semester, | tweaked, pulled,
revised and researched both my syllabus and mgselfteacher. Each cohort of students,
unique in their interactions with me, the courbe, texts and each other, profoundly
influenced my teaching of the subsequent cohorteeWthe time came to begin year four

of teaching—and to begin the study that | will diss in the following chapters—course
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evaluations, irclass feedback, letters from students, and amlstudy informed not
only my stance in the class, but my expectatiorstudents and of myself.

Beqginnings: Stepping Into th&'aters

My first year in graduate school, | entered my t@agihole fresh from the elementary
school classroom. As a 25 year old first time teadi college students, | was unsure,
inexperienced and apprehensive. | followed theabyl$ and timeline set by previous
instructors of the courses that | taught, and éselt was a series of trial and error
mistakes and successes around particular assigainhénew that | wanted to be
intentional about teaching from a critical and pedil standpoint, and that | wanted to
enact with my students the democratic educationviieaalked about in our discussions
of multicultural children’s literature in the fadhd culturally relevant teaching of
language arts in the spring. However, | wantedot¢his without revealing too much
about myself. So, while | kept the previously usealdings about race and education on
the syllabus, | failed to include any texts thatildopoint a finger at my own
marginalization—there was no book with gay or lasliharacters or text dealing with
how best to meet the needs of students with sgegnder parents or who might eventually
come out as GLBT themselves. | was fearful thatutlents, many who openly resisted
Harry Potter (one even drawing links between theavdry in this fantasy book with the
horrific murders at Columbine High School a fewngelaefore), desired prayer in
schools, and seemed hesitant to challenge the ctable status quo, “discovered” my
sexual orientation, any chance that we had of dsog challenging issues would be

squashed.
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By the spring semester and the Language Arts metblads, | felt that I'd developed
enough of a rapport with my students to share mmbreyself with them. | chose to
complete the Cultural Memoir assignment (Al&rLabbo, 2001) with the class, and in
my memoir, included pictures of and writing abowt wedding to my female partner.
For my weddingenamored female students, the pictures with flowacscake and
dresses seemed the opening to conversation. TWweimemoirs were filled with glowing
writing about their loving families and close kamall towns, and failed to address the
social and political contexts that had shaped ther’d hoped (see Alle& Hermann
Wilmarth, 2004 for further explanation). But, whilee deeper conversations and
understandings of the intersections of race, ctgmsder and education failed to occur
within the context of this particular assignmehg tomfort level that was created
between my female students and me carried us am@smes challenging articles that
asked them to look closely at issues of race, ctass gender. Resistance to these topics
was surely a part of class discussion, but seenasstted by our easy conversation. | felt
confident that, although I'd not met my goals gforious critique by students of status
quo educational practices, | had opened the doftaoe thinking. | felt like | had
listened to my students, and met them where theg \vitesen if we’d not engaged
completely in aritically democratic classroom, we had enacted democrata¢ion.

My one male student was not so sure.

Anthony (his and all other names are pseudonyns)jdent who often challenged
my patience through his consistently late arrivalslass, his half completed
assignments, and his frequent failure to read $sigyaed texts for class, informed me in a

letter at the end of our two semesters togethen’thaot lived up to my claim that |
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wanted to listen to the needs of all of my studéiHeymanaWilmarth, 2002). He'd
skipped the day that our Cultural Memoirs were doehe wasn’'t aware that | am a
lesbian. His challenge to me in class to discusséhationship that | had with my
husband made him uncomfortable (particularly whigridrmed him that | didn’t have a
husband because | am, indeed, a lesbian), anatirgyrof my inconsistencies—
expecting students to fully reveal themselves drallenge longheld ideas while | kept
myself to myself—forced me to reevaluate my starsckath a teacher and a graduate
student. How could | ask my students to engagg,ftditake risks, to think about their
cultural and political positionalities if, indeddyas not willing to do that with them? |
was ignoring hooks’ (1994) modeling of engagedheag: “I do not expect students to
take any risks that | would not take, to shareny way that | would not share” (p. 21).
Writing about Anthony immediately after our clasgled and after | received his emailed
letter about my nowemocratic teaching really helped me to underskenvd | had not
been the teacher or student that | claimed to iaslready to change.

Lessons Realized arthacted

| began to realize the lessons of Anthony the sunafter our two semesters
together ended. Leaving my role as “instructort fedeing as | entered the classroom,
ready to experience the thrill of new ideas anddlye of graduate studies. | felt so
comfortable in that classroom that summer. | kne& toom—it was where | taught. |
understood the ways that groups could pull togedhérnot be noticed by the other
students in the vastness of the “U” shaped tablesstbng rows of students didn’t have
to see each other’s faces. | had privilege in ¢kegs, “Culturally Diverse Children’s

Literature” : 1 was the only doctoral student; firefessor and knew of each other;
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much of the theory that was new to many of therothedents was old hat to me; | taught
children’s literature using some of the books thatie, our teacher, had included on her
syllabus. | spoke with confidence in that classrobtiy voice was often heard—probably
because | used it too much, but mostly becauses Ireally comfortable with the
discourse of a graduate level class.

Because my morning class met in the same rooms lavaady seated when
Sylvia entered that mornin&ylvia placed herself right in front, on the same as me,
directly under the teacher’s nose.

The first activity assigned in our three hour class to answer some questions
on paper about who we are—claim our identities, akwar histories, think about our
biases. Fresh from my Anthony writing experienagedided to share when the instructor
asked if anyone would like to. | talked about mygigion as both a lesbian and an
elementary school teacher—the fears of losing rbybmsed on an identity that is natural
and real to me—and how it feels to have family mersldleny you the rights that they
have. This was a huge risk for me on the very @lest of class, but, | felt, really
important—particularly keeping in mind that | halat my next group of students
would enrich my classes with their truths. SilMeaged how her Christianity guided her
parenting, and how she couldn’t believe that bdidesHarry Potter were making it into
school libraries. In fact, on the first day, sheoatook a risk in a room full of literature
loving teachers, and said, “If we have to read yRotter I'm skipping that day.” |
remember thinking, “Hmm. This might be an intemnegtihree weeks.”

Our class readings were divided by culture—we speveral days on African

American literature, for example, and Latino litera. We read challenging books like
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Mildred Taylor’s (1987)I'he Friendshipand our discussions were interspersed with
ideas from the scholarly and theoretical artickest tve’'d read, as well as with personal
experiences as teachers, readers, and people @lge@erally struggling to be the kinds
of teachers who invite students marginalized byucalinto comfortable places in our
classrooms.

Then, it happened. It was about half way throughstemester. | don’t remember
the texts that we were discussing, or the cultiiae was in the spotlight, but during a
whole group discussion of classrooms, literatuid\asice, Silvia spoke. Because of our
self-selected seating arrangement, she couldn’t seaoey but our teacher could, as
could about half of the 30 students in the classiculd treat the child of gay parents just
like I would treat a child whose father was in fait drugs or whatever. With sensitivity.”
| think my eyes bugged out. | know that the worcté&fi sarcastically slid from my lips.
The friend sitting to my left broke her pencil been her shocked fingers. Our instructor
challenged her on her words as she looked cawyi@aiishe, a person who at the same
time was her student, colleague, and friend. Spvesached to the class about the evils of
homosexuality for a good ten minutes as two braweents along with the professor,
struggling to maintain a sense of conttakd to help her see the bigotry in her words,
and how harmful this way of thinking could potefiyide to her students.

[, on the other hand, sat stunned. | heard sontteeahings that Silvia said like,
“I've counted, and four times in this class havegle said that living that way is OK,
and it should be fine for me to say that it isn*Ebur times?” | thought. “What does she
think thateverydayis like for me? How does she think it feels toHes after law

passed to deny me the same rights that she hapeasuh after person be hunted down
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by someone and beat up because they are gayyaftauslur be thrown at students,
unchallenged by those teachers who are suppogesltteir advocates?” When Janie
asked if she could see the similarities between &ibwa had previously described the
racism that she felt and that is constantly dirdetieher as a Latina woman and the words
that she was directing at an entire group of pedileia replied, “There is no

similarity.” As | both listened and tried not todrel kept thinking, “Where am | going to
send my future children to school? How will | kndwheir teachers harbor an inward (or
not so inward) hatred of them because of the ailtbiwhich they will belong?” It was a
horrible 15 minutes.

Finally, our teacher said that we needed to tadiesak. | fled the room and went
to my office across the hall. Janie followed mee 8kked me if | was alright, and | asked
if she was kidding. | also said that | had heandlshts grumbling that Silvia shouldn’t
have been challenged the way that she was, anththapproach that the other two
students and she had taken of questioning herteotiyn wasn’t acceptable. | asked my
teacher and friend if she thought that the sileidents in the class were thinking,
“Thank God Silvia has finally said what | was thimg” | was not okay. | wanted to
leave. | had just sat in a classroom where somemsigg religion as a rationalization, had
freely spoken reasons to hate me. | was not.okay

The class’ conversation about thisaaled issue—and my reality—continued for
two days, culminating with Silvia asking me to ey and tell her that she and | would
just have to agree to disagree. | said, “No” antkechaway. She didn't come the day we
talked about gay and lesbian literature. Latersshé, “I don’t hate homosexuals, but |

don’t see why | would have to read this,” followleg “if you put garbage in, you get
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garbage out™—she completely missed the contradidtidier words. While | think that
the conversations opened new ways of thinking fanyrclass members, Silvia’s mind
was so closed that she left the class with the deatred that she entered with. | wonder
if she even remembers?

| do. Janie and | talked about the difficultiessafuing the voice and experience
of every student, even if a student is causing gadh to her colleagues. As a teacher
with a student like Silvia, how would | respond? @seene (1995) wrote, “It seems clear
that the more continuous and authentic personaerters can be, the less likely will it
be that categorizing and distancing take placel§d). In a way, it was nice to hear her
hatred so that it could be countered. Silvia andcbihier colleagues in the class were able
to see how words and attitudes can affect a studeotdoes not remain silent. What
kinds of responses, however, would have been agptegor me—as a lesbian—had |
been the teacher in that class? | know that stgd#ten silence themselves in classrooms
where their ideology differs from the professoWhen this happens, growth around
issues is stymied.

| continuel to struggle in other graduate classes with stisdehbse legalistic
approach to religion, as Bruce Bawer (1997) wrodeised them to accept the idea that
they should “view their fellow Americans not as lmaybeen ‘created equal,” as the
Declaration of Independence would have it” and thate is no need to “respect those
most different from themselves but to regard thertha enemy, to resist their influence,
and to seek to restrict their rights” (p. 10). Belh was a painful topic for me in those
classes—that summer and beyond. As that summedemdkthe fall sensier of 2001

began, my life as a deeply spiritual person whasg feeing was openly labeled by Jerry
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Falwell (2001) in his posBeptember 11 comments as unholy and dangerousidipue
leaders and followers who believe as Silvia doéss Pprovided me with an example of
how certain religious dogma can inspire the kinthatfed that ended the lives of
Matthew Shepard, a young gay man who was lynch&dyioming and Brandon Teena, a
transgendered woman who was mistreated by polimedehe was gang raped and
murdered.

This balance between silencing and silenced, stuadehteacher, facilitator of
learning and advocate for social justice is oné¢ lthalieve | will always struggle with.
Would an outright racist statement go unchallengethé as a teacher? Probably not.
Why, then, should a homophobic one be ignored?élaes questions | pondered. Bruner
(1986) wrote, “Silence is interpretable, has a nmegin(p. 84). If | don’t challenge
students on homophobia, | am encouraging it. thlcut as a lesbian to my students will
they refuse to speak honestly in class, therefiboavimg their silences, and their
ideological truths about issues of homophobia faetsm and sexism) to go
unchallenged? How will this affect my teaching? ©lassroom dialogue?

Bruner (1986) wrote that “language can never béraku.. it imposes a point of
view not only about the world to which it referstboward the use of mind in respect of
this world” (p. 121). | want to help my studentsdenstand that each of us comes with a
language and ideology that, no matter how accaptedn the larger culture, is not
neutral—it is loaded, and each of us must be vgltm challenge that ideology, that
language. | entered my second year of undergradeatfing focused on issues of
cultural diversity—and not just safer diversitibgt those often left out of the

conversation. The pain that | felt in class that dél never leave me. My fears for
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students struggling with their own sexuality issw@svho love their gay parents, but
whose society doesn’t, were made very real that ldaggan to teach with those fears in
mind.

Year 2: Initial Risks

| began the fall semest€hildren’s Literature class full of the inspiratitnom
my summer writing about Anthony. | initiated a-kGnute Monday morning ritual with
this cohort that entailed bringing a “cultural atit.” We discussed in small groups of
five how that artifact represented a part of us laod the culture that it represents is
portrayed in public school and in children’s litena. This beginning of class time was
intended to provide a bridge to our commonalitied diversities. My cultural artifact—
my wedding invitation—represented my class privilegg familial ties, and my lesbian
identity. | was met with surprise and interest ugbaring this with my students
(HermannWilmarth, 2003). This ritual, | believe, aided ailiass’ conversations around
issues of diversity, as we were all aware of sigaift parts of each others’ lives from the
beginning of our time together. Also bringing ussdr together were the horrifying
events of September 11, 2001. Sharing a crisisteauis, our anger, our fear made us
more human to each other. These students actinglyged in discussions of race, gender
and class in children’s literature. Our conversatiaround a book with gay or lesbian
characters were lively and engaged. While stud#idtaot always agree with me or feel
comfortable with the idea of bringing the literaunto their future classrooms, they were
willing to talk about the text without shutting downerely because of the topic. This
dynamic was a shift from the Year One cohort agifeper conversations were present,

alive, and engaged where before they were statieif even occurred at all.
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Feeling confident from the positive response tkyrigterature that | received
from my students in the fall and from the rappbé#ttwe’d created through our
comfortable conversations both before class altmutiétails of our lives and during class
about our responses to literature, | included ledirom such publications &ethinking
Schoolgowards the end of the spring semester Languagj&.itaracy syllabus. We read
them after the students had read Lucy Calkins’ 419%e Art of Teaching Writing
Ralph Fletcher’'s (1993)hat a Writer Needsind returned from a montbng field
experience in an elementary school classroom. Byithe the students returned from
their classrooms, they were already in-seliected email groups of four to five students
created to discuss course readings and issuesstigpus that arose in their field
experiences. | was ready to dive with them intoatieles that address issues of race,
class, gender, and sexual orientation.

Each “issue” only occupied one day on the syllabus, | was very clear (or so |
thought) with my students that we were readingdlaticles so that they would be better
prepared to respond with respect and compassithe tpersonal writings of their future
students. | tried to tell my students that knowamgl learning about different people
would be central to developing a trusting classr@mvironment where their students
would share, through writing, their lives and expeces in the ways that the students in
Calkins’ and Fletcher’s books did.

Because | received a copy of every group email teediscuss these articles, |
thought | was informed about the students’ respeits¢he various issues. | repeatedly
told my students that | would not grade them orir tyginions, and that | merely

expected them to engage in dialogue about thesetsoes challenging topics. | would
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use the responses to group students fatass discussions, prepare guiding questions for
the small groups to address, or to determine my aézud for the next class meeting.
Our class schedule began with a radalid (sometimes children’s literature and
sometimes selections from other teacher reseanthasibits from Karen Hankins’
[2003] Teaching through the Stojrand response, followed by small group discussions
of readings with me moving in and out of groupshiattening and joining in with
comments or to answer and ask questions, and endling wholeclass discussion of
the issues raised. Sometimes, students remainbdheitr email groups to continue the
discussions that began-tine, but occasionally, | created smghoups based on
information | gleaned from the email responses.éx@mple, when one white student’s
response to an article about race was particutdfnsive—she wrote that she felt
nervous about getting on airplanes with anyone nathwhite skin—I recreated groups
so that the Korean member of her email group waoldbe put in an awkward position,
and so that | could put the white student in a greith other white students who might
challenge her thinking.

By the end of the semester, | could feel the rascs# that my students had, not
only to the articles that we were reading, but toas their teacher. | wondered if it was a
case of Spring Fever, a general weariness withigaa discuss such challenging issues,
or a mixture of the two. When | received my anonysioourse evaluations later in the
summer, | realized how, despite my intentions &ate spaces for students to discuss
challenging but important issues, | had not madarany purposes for including the
readings that | had. The anger and frustrationrhastudents felt with the requirement

to discuss sensitive issues reads clearly frometbealuations:



65

[We had to read] articles that had nothing to dihweaching writing, the whole
focus of the course. The articles we read had twittohow white people are evil
and all are racist, rich people suck, homosexualgadhshould be taught in the

classroom, and how our country was “founded” byawaiful, villainous man.

Had | been in a culture class focusing on gender,amnd lesbian, and racial

iIssues, these articles would have served a purpose.

| cannot see how the articles we were assignecghypdelation to children’s
writing. | feel like it was very much the teacheaigenda to push all of this

information on us.

| feel the articles were not really necessary ler ¢ourse, but were more along

Jill's crusade for multiculturalism in the classnoo

Other students acknowledged correctly that | hatemehing agenda, but never mention
the agenda that we often discussed in class oétwbs push for standardized writing
tests, and how that agenda is often harmful t@direnarginalized students. | recognize
now that, as one student wrote in their evaluatimnmatter how much | want my
students to be open and honest, my position abg¢e&threatening.
We didn’t really share our true views on the issbesause we copied every one
to Jill. While I’'m comfortable sharing my views Wwitny email buddies, | don't

feel so comfortable with Jill because | know shilaaonuch different views from
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myself. In her support, she said that we wererdtigd on our opinions and that

we could say whatever we wanted. ... No matter whpba says, we write and

respond for (and to) the teacher. If the teachkeves one thing, I'm much more

likely to temper my response to more closely métets.

| believe that all education courses should betlatigough a multicultural lens,
so those students who complained that my couselgss “that is not devoted to
multicultural or social issues,” so the discussiomese “pointless,” or that “This was a
Teaching of Writing Class and not one to teachhaiadiversity” merely pushed me to
continue asking future students to discuss raesschjender and sexual orientation and
how these issues are played out in schools andtgotlowever, | was quite concerned
that so many students did not see the connectibvelea the articles and the teaching of
language arts. While a very few students respotititd had helped them to make the
connection, “Jil's major strength was in conveyingportance of all the issues and
topics we talked about,” to most students it seethatll was wasting their time. |
wanted to figure out a way to both discuss thegwmant issueand show students how
they would be relevant to their future teachingév

Year 3: A TesStudy

As | tried to negotiate these complex and someticoesroversial issues in my
classroom, | was working on the proposal for thislg. | entered this third year of
undergraduate teaching discouraged but determiitexdtlae attacks my students had
issued in their course evaluations. | wanted tdinae to teach from a critical place, but
was reminded by a professor and mentor, Bob Febho| could only meet students

where they were. Pushing students to confront ssand engage in discussions about
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topics that for years had been silenced both im gegsonal lives and institutionally
before they were ready would result in the closadresistance that characterized the end
of Year Two. | searched for places to begin.

| taught the Children’s Literature class in veryahuahe same way that | had in
the previous year with one exception: | pushed mhyse our first day together in the
fall, to come out as a lesbian during a discuseidmw our subjectivities affect our
reading of texts. That course was characterizeghieygetically engaged small group
literature circles around high quality childrentetature. My students rolled their eyes
in “OK, I'll play along with this” protest, but pacipated whole heartedly in discussions
of sexism, racism, and representation in the btiwkiswe read for class. Our
perspectives often clashed, but | believe that atedsense of trust in each other,
evidenced by our open challenging of each othassures that did or did not belong in
the classroom, ideas about teaching, and rigorattsgr than silent, classroom
discussions. | repeated often that students wegeaded on their opinions, but their
critique of why they held those opinions, and hbase opinions informed their reading
of the literature. The frustration that | oftentfat their resistance was tempered by their
eventual recognition that the readings and disonssivere indeed valuable to their
understanding of culturally relevant teaching.

This reluctant admission about issues of race and&r was not so forthcoming
from as many students when it came to the isshemisexuality. There was some
vocalized grumbling to the requirement that theadrene of three books with gay or
lesbian characters (Garden’s [20@{dlly’s SecretHowe’s [2001]The Misfits or

Woodson’s [1997The House You Pass on the Waynd members of some discussion
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groups reported the rampant homophobia runningutiiraheir classmates’ critiques.
When asked for a quick written reflection on thattgular class session, students who
regularly vocalized both their religious beliefdaheir annoyance with my focus on
racism and sexism gave little response. “It was.fifi don’t see the necessity of reading
this kind of literature.” Other students reportbdttthey’d never been asked to think
about issues of homophobia and heterosexism befodethanked me for opening the
discussion.

The anonymous course evaluations suggested thdist@mfort students voiced
in class would carry over to their teaching—*Jilbsiidn’t have made us talk about
homosexuality. It made everyone uncomfortable,aedvouldn’t talk about it in
elementary school anyway.” As they had in the pastuations and resistance like this
had encouraged me to continue conversations witstogents about issues of
homosexuality that might arise in their future palsichool classrooms. If my classroom
was the first time my students had been requiretisicuss homosexuality, | couldn’t
expect them to embrace it fully. Their discomftiwever, continued to make it
apparent that these conversations were importahetopreservice teacher education.
This discomfort certainly wasn’t going to cause tmerase the relevant texts from the
syllabus in order to improve my evaluations, bgtéad helped me to realize that the
conversation about gay and lesbian issues in #esi@om had to start somewhere, and |
was happy to initiate it. More important than glagzicomments, in my view, is some
discomfort that could lead to eventual change.

When we returned to class in the spring, | camesdrwith a research agenda. As

a feminist teacher educator, | wanted to learn teorespect the religious beliefs of my
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students, as | taught my students how to respedlittersity of familial and sexual
identities of their future students. Because religiidentities and beliefs continually
transact with our understandings of our own anésticultural identities, understanding
how to value sometimes seemingly oppositional vigws is important for teacher
educators and preservice teachers alike. | wasusihow our class readings and
discussions around issues of homophobia and heteésos would shift or create new
understandings about the importance of these issueaching and teacher education.

| hoped to talk with my students who regularly eqaebBiblical text in their
writing and talking about how their constructiorizemacher and religious identities
intersect with each other, and then with issudsofiosexuality that might come up in
their future classrooms. | invited, during the setaveek of class, participation in my
study. | was, admittedly, quite nervous as | expdithe premise of my research. As |
looked at the class, | wondered who would resp®he.front and back tables filled
every class with students who concluded every etmaile with a Bible verse, and who
were usually silent during whole group discussiarmind social justice issues. These
students furiously scribbled in their notes dunmyg plea for participants. The students at
the other back table nodded at me as | explainedessarch topic—Ilively debate during
class and comfortable conversations before and @dftaacterized my relationship with
this group. They were not afraid to tell me howytfet—especially if they thought I'd
disagree. To my right was an impenetrable cliqustwdients whose comfortable
confidence during every class discussion, perfestilied hair, expensive clothing and
accessories, and ability to change the flow of wiggbup exchanges pointed to the

power they had in this class. Their knowledge af/lsghools, classrooms and teachers
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work came from years of parents with power on sthoards and PTAs. Finally, at the
middle table sat a group of students whose smallgdiscussions were always quietly
intense, and whose individual writing was filledkvquestioning of their own privileges,
frustration with status quo teaching, and questionse about how, when, and in what
ways they could change lotgld social ideas about teaching. This vigor witthie
confines of their group rarely made it into whotewp discussion. Regardless of clique,
most students in this class had, at some pointtenror talked about the importance of
church in their lives.

As | finished explaining my study, and asked thgtame interested let me know
after class, one student asked how many peopledete

“Three.”

“And, will you be graded on this project?” anotlséudent asked.

When | responded in the affirmative, the studenhtheafirst two tables |
described—students usually silent during discussids®cial justice, whose writing
reflects their religious resistance to readingsudlgay and lesbian issues, and the
students with whom | was most interested in spegkiremained silent. But,
immediately all other students said that they weandehelp me in any way that they
could. They volunteered to pass around a sign aptso that | would be able to pick any
three students | wanted. | was stunned by thigigesiesponse from most of my
students, but frustrated that those students wiadiggous beliefs most differed from
mine and from whom | felt | could learn the most dbot offer their participation.

As | mulled over the “why” of silence in my claser, | thought about the text

that | create as an out lesbian teacher. Evermasd explicitly pushed myself into the
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stated position of “lesbian” in my classroom, | edgund that this textreated as my
identity intersects with the course readings andstagents’ beliefs, experiences, and
multiple identities has sometimes silenced students, sometimes r@sulstrong verbal,
written, or future classroom resistance from thaiknced students, and sometimes
enhanced dialogue, understanding, and connectighther students. Why did those
same, usually sileraroundissues-of-homophobia students, look away when | asked for
participantshere could be multiple reasons for this—lack of timerry about the
effect of talking with a lesbian about one’s owmiophobia when that lesbian is your
teacher, lack of desire to discuss an issue tegtdbn’t believe should be discussed. |
wondered if those same students would have offer@drticipate in a similar study,
conducted by a teacher with the same commitmesddal justice teaching who
happened to be heterosexual or who was not exphetway or another about her
sexuality.

The response of my silently resisting studentsyaequest for interview
participants sent me into a quandary around hdaiincand perform my lesbian identity
in my classroom. | explicitly labeled my lesbiarf s a position from which | read and
think on the first day of class with this cohortstfidents. Reflection made me wonder if
this explicit outing of my lesbian identity merelifies the function of the closet in gay
and lesbian oppression. Judith Butler (1996) wrote,

For it is a production, usually in response toquest, to come out or write in the

name of an identity which, once produced, sometifmestions as a politically

efficacious phantasm. ... [l]identity categories témdbe instruments of

regulatory regimes, whether as the normalizinggaies of oppressive structures
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or as the rallying points for a liberatory contéistaof that very oppression. (p.

371)

Likewise, Honeychurch (2000) wrote that “in ordepblice and enforce its own
predications, the dominant culture has fabricabedctoset—a unique and ugly place in
which to hold and hide homosexuals—or to insist lmahosexuals hold and hide
themselves(p. 177). By the act of naming my lesbian identityny classroom, while a
heterosexual teacher in my position or studentyrclass does not, because of our
heterosexist culture, have the same need to prb&rdseterosexuality, am | saying that
the closet is a necessary place? That, in ordéretoa lesbian teacher in my classroom, |
have to come out of it? | know that, even if | dactme out to my students, | am still
their lesbian teacher.

Butler (1996) asked, “What remains permanently eafed by the very linguistic
act that offers up the promise of a transparerglagon of sexuality?” (p. 373What if,
by the act of coming out, | was essentializing,rfor students, the category of lesbian?
Was | telling them, “This is what a lesbian is, gogays, looks liKe Instead, could |
have taught and talked and questioned and assagrktbad discussion in the same way,
in my lesbian bodygiving voice to my lesbian self, without utteritige words, “l am a
lesbian”? By coming out, did | expect, and indeedftm, my students’ homophobia,
because they have another essentialized concéphat a lesbian is/looks like/talks
like” that | don't fit into? Did that explicit agmplicitly say, “I understand your
heterosexism, and I’'m going to play along withyittblling you that, although you
assume I'm heterosexual, I’'m not™? Could | liveaind teach from an identity category

without verbally naming it?
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More Lessons Frorivly Students

| entered the interviews with my three participamith questions that | hoped
would lead to insight into my initial questions abdow our readings about gay and
lesbian issues in children’s literature and languags helped them to think about their
future teaching. But, | found that the processliaming participants had sent me into a
deeper quandary. Was my verbally claimed lesbiantity not only preventing me from
obtaining the kinds of participants that | desif@dmy study, but more importantly,
preventing dialogue around issues of homophobial ttienk are so important? | had a
friend interview me with my questions, and evenamyn answers revealed that | was,
regardless of past insight into the importancesathing from a nokloseted position,
wondering about how my position as lesbian teaalzesr affecting my position as teacher
working for social justice. | said:

As | think about [teaching] a new group of studemit® don’t know me, | wonder

if those conversations around the tables of my sitemt students would be as

silent if | was not out? | think that there woule imore discussion. | don’t know.

That is my quandary right now. Would there be ntseussion if | was closeted?

Or, if I just wasn’t as out. | mean, I'm not goitglie to anybody. But if | just

wasn’t as out, | wonder if these conversations wdnd different, if my more

resistant students would be more willing to talk@homophobia.

When | took my questions to my participants, theedssions that began revealed
that my students could provide important insigit imy quandary. Our interviews
turned into conversations guided by our own undedstays of the class. Although |

initially set these discussions up as interviewg stadents and | wandered through the
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preset questions into conversational realms thauld not have previously imagined.

We navigated around our different understandingb®importance of antiomophobic

teaching, to try to understand how our religioud apiritual beliefs inform that

understanding. These navigations felt very conviensal, and the transcripts of these

conversations show how central the students’ questire to our shared understandings.

At one point, a participant, Veronica, said,
| feel like, does that offend you when we talk ahings? Like | know that my
grade would never be affected by what | say, atbiv that | can really trust you
to try to understand where I'm coming from, buelik know that this is so
personal to you. It’'s like, | don’t know if whersay, “I don’t know how | feel
about homosexuality.” | feel like that would offente so much if | were in your
shoes. | just wonder.

This led to an extended conversation about howredath learning to be better teachers

to students who look differently or believe diffetly or construct their families

differently than we do. Because | was attemptongdtablish a sense of equal and mutual

respect between myself and my students, | seéntieisyiew turned conversation as a

place for growth and learning for both myself aodrhy students.

Does My Disclosure Help or Hurt?

Returning to the question, can | live in and tefiom an identity category
without verbally naming it? Like me, others hawautsled this notion of outness in the
classroom (Mittler & Blumenthal, 1994; Adams & Emeit994; Beck, 1994; Gregory,
2004; Lipkin, 2004). The answer | came to that yweas, | can and | can’t. In trying to

learn how to better address issues of homopholifareligious students, | discovered
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that the beliefs of those students might inhibénthfrom speaking honestly with me
because | haveld them that | am a lesbian. When this is the cageasearch questions
about how to engage with religious students alssutas of homosexuality, as important
as they may be, could be in vain.

On the other hand, the three students in my stwidynbe how important it was
for them to hear about my experiences as a lesarahio be able to ask me questions
about what would feel respectful to me as a stuntetiiteir class. When asked how my
being out as a lesbian affected their learning alssues of homophobia, Lori responded,

| think that your being out as a lesbian has madenore aware of how | feel

about teaching about homophobia, homosexuality haterosexism in my
classroom. ... 1think that it has made me moreousiand comfortable in some
ways and made me want to ask and know more abaattitil like to be
homosexual and how that affects your teaching é&d I think that your ouhess
will help me to be more willing to address homopladh my classroom and to be
aware of differences of my students and their fi@nidnd how to respect and
support each person as an individual.

Another participant, Rebecca, said that she, “firb@lieve[s] that your being out
as a lesbian has benefited my learning because hbla to hear another person's
perspective on a topic that | had never even censttd” Each of the three participants
addressed the comfort and safety that they felt mi¢, and how that sense of safety led
them to ask questions that they might not havecaska different teacher, lesbian or not.
| feel my honesty with students led to reciprogagioness around this issue. Because

students felt that | trusted them, and that theydtrust me, they were willing to engage
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with issues—the intersection of their religiousiéfsl with homosexuality—that they
would not have had | not shown my willingness tthitake risks and listen to ideas that
were different from mine.

Of my three participants, Veronica seemed the mmosbnflict about the
intersection of homophobia and her religious bslighe dialogue that began with our
interview continued with our casual conversatioaefle and after class. She told me that
she’d never known an openly gay or lesbian pergdorb, and that even though she was
confused about what she is supposed to believdekhbat this has been an important
process for her. She wrote about her confusiom iemaail:

In some ways the readings contradict my religioeigels because | believe the

Bible as truth and God's word and the Bible sagslomosexuality is sin. At the

same time, my religion is about love and havingllcovered by Christ's

crucifixion, so | do not feel that homosexuals ang more sinful than myself (or
anyone else) and homophobia or mistreatment afidimidual because of their
sexual preferences would also definitely contraitigtreligious beliefs. At the
same time, if | believe that homosexual acts aretsn | do not feel right about
condoning that sin (which is something | am stilggling with and that is really
hard for me to take a firm stand on either way)oshbf the readings were about
being respectful and tolerant of different lifestyMhich does not contradict my
religious beliefs, but | guess they also presemdsexuality to be a pure and
right choice which does contradict my religiousidfsl Ahh, its so confusing to

me.
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| feel certain that Veronica might never have thHauapout the experiences of her future
students who could have same gender parents ibdebt addressed these issues in
class. | feel even more certain that, had | nohlmeé in class, she would not have
engaged in a continual reevaluation of the functibhomophobia in her religious
beliefs. This seems to me a powerful statementtaheumportance of out gay and
lesbian teachers.

Likewise, towards the end of the class sessionhichwve talked about gay and
lesbian issues, Rebecca asked if | would lead dentlass question and answer session.
This led to questions about how | felt as a leslgacher in elementary school, how |
would feel if my own children were in elementarjsol, and what responses to student
homophobia I would find respectful. Emailed studefliection about this class session
was mixed—some students felt that we talk abouessd race and homosexuality too
much, and should just move on. But most studetitthigt the question and answer
session combined with a text based discussion esinformative and helpful. Without
my disclosed lesbian identity, | don’t believe thas kind of learning or dialogue could
have taken place.

By focusing on issues of social justice and multigalism in my classroom,
including equal focus on homophobia, racism, sexemd classism, | was pointing to
multiple parts of my identity. Students read myeragender, and class without my
explicitly telling them. The students in this stualyagreed that | should wait until |
know my next group of students well before | corneto them. As | will describe in
Chapter 2, the choice of when to reveal my leskdantity with that group was not

always completely my own. | decided, however, atéhd of Year 3 that | would wait
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until Cohort 4 and | had established a classrocaeesphat felt safe on a variety of levels
before coming out to them. The process of Yeart3nmuin a place of active
contemplation about how my teaching, researchimliémintersect in complex and
shifting ways. | believe that thinking about myrstea, intentionally using my own
classroom structure to identify that stance wilph@ae learn how to be a better teacher to
my conservative students—respecting their religlmelgefs, and at the same time,

pushing them to think about how homophobia affdetschildren that they will teach.
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CHAPTER 3
LOOKING FOR ANSWERS: FORMING AN INQUIRY GROUP

| entered Year 4 with a strong desire to addresgjtiestions that lingered
unanswered from my study the previous year. Basadyown experiences in an
inquiry group (Aaron, Bauer, Commeyras, Danielljdkl, Fecho, HermankVilmarth,
Pinatone, Siegal, &aughn, in press) where kindergarten through usityeteachers
came together to discuss classroom issues, pedagaiggritical inquiry, and to help
each other explore how theory and practice couldtmelecided to create a ydang
inquiry group of interested students in my own staem. In planning the study, |
designed the group so that the work that we woaltbdether would be collaborative
action research. Like the-KIniversity group, | hoped that this group would be
characterized by a sense of collaboration aroundtoared inquiry, open dialogue, and
moments where our personal beliefs were clarifibd)lenged, or reaffirmed. While |
chose the question that would guide the group, “ldovour culturally held beliefs affect
our teaching of diverse students through the lagg@aits?” | hoped that inquiry group
members would delve into issues that they’d beaubled by and wanted new insights
into how to resolve before they enter their futclesssrooms as elementary school
teachers. At the same time, | hoped they’d begthittk about themselves as teacher

researchers.
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An Introduction to Collaborative Action Research

The concept of collaborative action research casitbated within the realm of
emancipatory pedagogy. Conceptualizing participasind collaboration simultaneously
with teaching and research as exemplified in thekwad my previously introduced
theoretical mentors, Paulo Freire, Maxine Greend,lzell hooks, points to how praxis
can come to life in classrooms through collaboeag#ietion researchThe work of these
theorists builds on each other in a kind of collation of its own, setting the stage for
other teachers and students to negotiate theirtamsforming action together within and
among their cacreated classrooms. Hansen, Ramstead, Richer, S&mdiStratton
(2001) identified the often interchangeable languaged to describe what | have called
collaborative action research as “action resegatticipatory research, collaborative
research, collaborative intervention researchsfaamative research, activist research,
advocacy research, critical action research, anitjpatory action research” (p. 301).
The common elements that they saw amongst alleskthabels are “a social actifmtus
a transformativebjective and a participatorgrocess”(p. 301; emphasis in original).
They found, as | have found in my reading of stadieled “collaborative action
research” and “participatory action research” acteer education, that not all research so
called is particularly transformative or participat.

Both Freire (1998) and Shor (1992) defined reseasca natural occurrence
within liberatory classrooms. As Freire (1998) te;d[T]here is no such thing as
teaching without research and research withouhtegt (p.35). Though there is a
continual grappling with the studetgacher dichotomy, as discussed by Shor, this

statement suggests that every member of a leacoimgnunity, because they are all
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teachers, are also all researchers. “l teach bedaearch, because | question, and
because | submit myself to questioning. | resebettause | notice things, take
cognizance of them” (Freire, 1998, p. 35).

Because Shor (1992) placed student culture andiexjge at the center of the
curriculum, research by both teacher and studesdrhes a necessary part of the
collaborative learning process. He described theosvering education and the critical
classroom as a “research center” (p. 169). Withessarch and vigorous questioning by
students and teachers, education could fall bathketdess educative methods of the
banking model of teaching. If students are engageesearching questions and ideas
that are important to who they are in the communmityheir jobs, and in the country, the
role of education could change from producing eitig who reproduce status quo
oppression to creating opportunities for more etz to actively participate in a just
society.

In trying to teach my students to be teachers asdarchers, | have found it most
productive to begin with the self. In our writintass, we wrote about the everydayness
of our lives, and through this sedfudy, this research, some began to see the need fo
change. When students take this kind of writing elementary school classrooms, some
begin to, like Hankins (2003) has, contrast theindives with the lives of their students.
This research can feed us as teachers in poweafgd WVith the Cultural Memoirs
assignment, students and | began to understandvhavwve are is shaped by past norms,
by how our own norms silenced or are silenced. THaming provides us an opportunity
to imagine things differently“The act of critiquing requires an authentic self

reflectiveness, a thoughtfulness that informs kmgwn the many contexts of everyday
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life” (Greene, 1995, p. 61). This goal of teachiefiécting/researching/learning by all
members of the classroom community is certainlydaal, and not all classroom
members are willing to engage in it. Students hanten in course evaluations and
journals that they often write because it is amgassent to complete, that they are going
through the motions of class because they havE®authenticity of my classroom
community is something that | can’t take for grahter assume is real. Setting up the
structures for collaborative research, as I'll latiscuss in terms of the inquiry group,
doesn’t always result in engaged learning and dsou.

Although there are occasional instances of collatian action research among
university teachers and their preservice teachesits (West, Wilmarth, Crumley,
Dickerson, &Francis, 1999; Graham & Huds®toss, 1998), they are rare. This kind of
collaboration between university teacher and studemost often found between
instructors and their graduate students who aeadyr inservice teachers. Often,
especially in studies involving preservice teactiassopposed to inservice teachers), the
collaboration is between mentor teacher and preseteacher but written about by
teacher educators, keeping those involved in tHalmration as objects of the study
(Rock & Levin, 2002; Levin &Rock, 2003). The research questions in these Stadee
created by the collaborative team, and while tloei$as on better ways to teach
struggling students, systemic reasons that thoskests might be struggling are often
ignored. There is not an intentional focus on dquitice or emancipation. Other
collaborative action research studies discuss aheevof collaboration among preservice
teachers as a place for growth for these stud&ntskover, Shepardson, Adams,

Eichinger, & Nakhleh, 2002), or the value of research skillsdfeginning teachers
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(Keating, DiazGreenberg, Baldwin, &housand, 1998). The preservice teachers remain
the objects of these studies, written about by {i@ifessors. None of these collaborative
action research studies addresses the unequatbalapower between professor and
student as they are all focused on the relatiossdmpongstudents, or between student
and mentor teacher. The ultimate power remains thighprofessor.

The collaborative action research studies in teagtiecation that | have found
most reflective of the emancipatory and democnadgizlement called for by Freire,
Greene, hooks, and Shor are in graduate educattbnnaservice teachers or of research
groups that consist only of teacher educators stgdyeir practice together. Zollers,
Albert, and Cochra#smith (2000) studied the conversations held byoagoof teacher
educators and administrators (to which they beldhgtidying the meaning of social
justice in their teacher education classrooms.diilgic nature—with participants of
multiple understandings listening to and learnimgf each other—of this study reflects
what is considered central in Freire’s philosoptyrtie learning. McKernan and Powers
(2000) examined how action and reflection in a denatic teacher education learning
environment model a pedagogy that can be takerpimttic and private school
classrooms. Using a critical theoretical lens autldy their professor Andrew Gitlin,
teachers Bringhurst, Burns, Cooley, Myers, Priagsdell, and Tiess (1992)
systematically studied their individual school @it and raised questions in their
research in order to initiate school change. Thay, struggled with issues of power
within the group.

In thinking about what | wanted the collaborativti@n research to look like in

my own teacher education classroom, | plannedutiirahe inquiry group, to be both
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teaching and learning the methodological practiitk my students. Guided by feminist
research where “the features of the [research] odedine at least as important as the
method itself” (Hollingsworth, 1992, p. 376), | foed a question that would hopefully
lead participants and myself to create “social fgjeg in oppressed conditions,” and in
which | would be equally vulnerabie the work that we would do (1992, p. 376). |
hoped we would explore our own questions about twiturally formed beliefs affect

the teaching and learning of diverse students ugmgdar methods, analyze our data
together, and return to our questions to revispaed, and further explore them based on
our collaborative dialogue. The students woulddaening from me about the process of
teacher research as well as about how to betterthee@eeds of their future diverse
students, and | would be learning from them abloeit tquestions, what processes
worked and didn’t work in collaborative action rasgh in teacher education, and about
my own questions about the intersections of refigleeterosexism and homophobia in
teacher education classes. This collaborativeatsfie and action is Freire’s (1998)
definition of “true learning” (p. 33). By workinditough this process as students and
teachers together, we would have a more autherdgeps for understanding the
knowledge that we wenrgorking to obtain.

This knowledge—how to be better teachers to relgjiguacially,
socioeconomically, and familially diverse studentalls under Freire’s (1998) definition
of “thinking correctly” (p. 42). This way of thinkg, of working towards justice and
freedom, is “not something transferred but somethirat belongs essentially to the
process of coparticipation” (p. 42). This copapation is the heart of classroom

collaborative action research. For this equal pgdition to occur, the teachstudent
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dichotomy must be resolved. The power of this ngsmh challenges the norm of the
banking model of education. As Greene (1988) wresieh time students and teachers are
with others—in dialogue, in teachifigarning situations, in mutual pursuit of a
project—additional new perspectives open; languaga® possibilities of seeing,
hearing, understanding. Multiple interpretationastdaute multiple realities; the
‘common’ itself becomes multiplex and endlesslyli&mging, as each person
reaches outfrom his/her own ground toward what tagh should be, is not yet.
(p. 21)
Reaching for powerful possibilities for ourselvesr students, our communities, and our
world is my interpretation of the goal of emanc@stpedagogy.
The Class/The Inquiry Group
My own inquiry question, “How do issues of religiand homosexuality intersect
around readings, classroom talk, and written ags&gs in a preservice Language
Education classroom?” came with a set of-gubstions:

* What are characteristics of dialogue (for examleguage, silences, body
language) about how religious beliefs intersechwitr beliefs and understanding
of sexual orientation, homophobia and heterosexisanlanguage arts preservice
education classroom?

* How are the religious beliefs of preservice studamtd their teacher brought to
bear in written and oral reflections trose with different privileges and

oppressions than our own in the classroom?
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» What preservice classroom structures and learratigitees enable us to talk
about how our diverse religious positions influence thought and language

(talk) about gay and lesbian students, and studettisgay and lesbian parents?

* In what ways do preservice education students lagid teacher express changes
in their thinking about their religious beliefs alb@ay and lesbian people after
reading and discussing children’s literature deguith homosexuality, exploring
their own cultural influences through constructgitural Memoirs, and
engaging in open dialogue about issues of homoplat heterosexism in whole
class, small group, and cio@-one conversations with their instructor?

As | stood in front of my class on the first ddyes$e questions floating in my
mind, | felt the same internal tension that | hatew asking for participants in the
previous year’s study. | felt certain that the jutogparticipate by my Year 3 students
was influenced by our semester and a half reldtipnshere trust and openness had
characterized our classroom conversations, my ggaaliocedures, and their ability to
challenge me on any number of issues. | decidadahiing until | knew my students a
little bit to invite participation in this study wid be the best option.

By the fourth class period (we met for 2 hoursceva week), students were
engaged in the classroom text and structure.Haury Potterdiscussion had enlivened
students, and helped them realize that many diffgrerspectives could be taken on the
same text. During the first two weeks of class,dvead and discussed reasons to include
high quality children’s literature in elementanhsol classrooms (Short, 1997) and had
quick lessons on reader response from our childrgerature textbook (Russell, 2001)

and learned about and practiced using literatuotesi (Daniels, 2002). While this group
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of students was not characterized by the same vdfede enthusiasm as previous classes,
nor were they as forthcoming in conversations aulamge group discussions, | chalked
this up to beginning of the year jitters, and endecHarry Potterdiscussion ten minutes
before the end of class.

On the board, | wrote the group question, “How do ailturally held beliefs
affect our teaching of diverse students throughHdahguage arts?” and proceeded to
invite any students interested in investigating tiuestion to stay after class to talk about
how we might do that together over the course oftwo semesters together. | told them
that coming to this informative meeting would notdthem to participation, and that
our investigation would be a collaborative one hwite taking on a question as well. As
class was dismissed and | turned around to gathenatgrials from the day’s work, |
heard the usual eraf-class bustle, and imagined the #i@e that all students must be
making for the door. Much to my delight, elevendemts stayed to learn about how they
could investigate the question with me.

An Outline of theStudy

As students gathered a circle of chairs in the tridfithe room, | thanked them
for staying and asked them, as a group, what hedueaged them to do so. Little did |
realize that the blank looks and neerbal responses that | received would characterize
almost all inquiry group and whole class discussithrat we would have all year.
“‘Anyone?”

“l guess | was just curious,” Maggie replied.

With no other offers or attempts at conversatiam\ve into the purpose and

structure of the study. I told them that my goaltfee group would be for us to look at
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how our own race, class, gender, sexual orientateigion, or any other closely held
identity informs how we look at teaching and studeAll inquiries under this broad
guestion would be welcome, | told them, but eadugmmember must commit to
engaging with everyone else’s question. | inforrtieam of my own question, hoping
that the shaking in my voice was only obvious tq arel that my topic wouldn’t send
students running from the room. When it didn’tekdribed how | envisioned the group,
our collaborative inquiries, and our responsil@itto each other.

Participation in this group would include tapedupaliscussions, taped
discussions of classroom talk around texts withayad lesbian themes, and analysis of
the transcripts of those classroom discussionsyriéing and exploration of the
intersection of religious identities and homosekyahnd permission for writing done as
a part of the course to be analyzed and used asldatd students that | would meet with
group members individually twice a semester to &di&ut their personal responses to the
classroom texts, as well as to answer questiongragage in discussion about their own
inquiry questions. Group meetings would occur tvacemester so that we could share
our inquiries, ask each other for help, and loalkways to inquire into our chosen topics
more deeply. Students who participated fully ithbgemesters of the inquiry could use
their work for the group as their course final fioe spring’s Language and Literacy class
by writing up what they’d learned during their iy or as a part of the collaborative
inquiry group.

As | finished describing the study, my students bsidred at each other. The flat
looks on their faces unnerved me as my heart paunleuld no one join my study?

Was this a futile effort? | later learned, when theo of this class’ instructors brought it
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up in an email discussion, that the other fourhees of this cohort struggled with the
same silent responses that | did. This particulang of students lacked an ability or
desire to engage in large group discussions iclaglkes, not just mine. Because | didn’t
know this at the time, | wondered what they cowddtinking—did they not ask
guestions because they didn’t want to seem tooreéagkeir classmates? Did my
guestion make them uncomfortable? Did they thinkauld be too much extra work?
Not knowing what else to do, | pulled out consemifs and asked that anyone who was
interested in joining pick one up. | asked if weilkcbmeet the following week to discuss
topics of interest to them so that we could dive wur work together. | fully expected to
pick up a full stack of blank consent forms as etid left the room. Instead, all students
in attendance wandered to the table where the farans sitting, read it over, and signed
their names. Stunned, | said, “Okay! Great. Lettetragain next week. If you have any
guestions before then, just email me

Thelnquiry Group GetsStarted

As the eleven new inquriy group members and | putler chairs into a circle for
our first official meeting, | asked if anyone hdaaght about ideas for their inquiry
guestions.

Ten second silence.

“Hmm.” | wrote the guiding question, “How do ourlturally held beliefs affect
our teaching of diverse students?” back up on ted

“Any ideas?”

Eight second silence.

Cindy ventured, “I don’t know.”
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“You don’t know? Does anyone have ideas about wiet want to look at?”

Nine second silence.

“What we could do is brainstorm on the board. ... Weld think about some
issues that we think are prevalent in school. @rwe don't talk about. For example, one
thing that I've noticed is that we pretend thaigieh is not a part of our lives or our
students’ lives, and it really is. And who | amaaeligious or spiritual person is going to
affect how | choose to teach, and what | choogedoh, and how | choose to have
discussions about things. Even though we don’tdalbut it, for me, it is bound up in
how | see myself as a religious person.”
| looked at the group for a response.

Six second silence.

“So, that's important to me, and why religion isluded in my question.”

Four second silence.

“Like Jianna, for example. She was raised in arratbantry, so you could think
about how did your national origin affect your olgarning, and how might it come into
play in your future teaching.”

Three and a half second silence.

“Or you could think about if you're a southern Giian. If you were raised in the
south as a Christian, how is that going to intdragih your culturally diverse students?
And if you want to focus on race, or focus on geratesomething.”

Finally, Maggie jumped in. “I think it's interestywhen teachers are um, like,
from very different backgrounds than a majoritythedir students. Like, with race. Where

a teacher is one race, and her students are eediffeace or a different religion or a
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different, from a different place. And, like mogther class is made up of one
background, but it's completely different from hershis. And how they handle that.
Because | think there’s a lot of, like, prejuditieat she or he has or that a lot of our
students have. How does she deal with lines thathere already before she knows
them? ... it's hard for you to know where they’re ¢ogifrom, and it’'s hard for them to
know where you’re coming from.”

| could barely contain my excitement at the paikisi participation. “Yes! That
would be a fascinating question to investigate! Ot help others think of ideas?”

It was as though the flood gates had opened. Wieikgzhinto conversations
about social class, levels of education, languagedrs. Students threw out ideas that
built as much upon the concept as upon their pelecgling to share.

June began speaking softly, but her confidence grighveach word. “I think
mine was race and region. Because, you know, whethant to admit it or not, it affects
how I’'m gonna teach. It affects how I live. It'stremmething that we all want to be, like,
‘Oh, well, | was raised in a white Southern Baptistne, and | have the white Southern
Baptist thoughts.” You know.”

Attempting to probe her to think about her questiother, | questioned, “Would
it be interesting to you to look at what you'll ddnven you have people thinking
differently than you?”

“Mm hmm.”

Sue ventured, “I'm interested in race because dtislgoing on at this time
because almost all of the teachers are white,Imds all of the students are black. Or,

Mexican Americans. So it would be really interegtio ...”
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Interrupting, Cindy added, “And, | guess, the ecuius of it. Because you're
gonna have ... because, obviously, someone whodbiteawho has that education is
gonna have had, like, some monetary way to betalget that education. And then you
come into schools, and some schools are poor. hithey have barely any resources. So.
And, most of the time, those schools are in, ldteas that are not economically wealthy.
You know? Whatever. But then you can go to a schare there are all kinds of
resources, and these kids have more than you Bave.

Alexa questioned, “So, economic differences, Itketween the teacher and
student?” and students nodded.

“I think that family structure, too. Like, if youdve a really stable family ...”
Maggie attempted to further the conversation.

“Yeah,” the group agreed.

As Maggie finished her thought, “and you aren’tigepulled in and out of foster
homes. Or. Um. Just really crazy lives,” less pagyétory members joined in.

Mae shared, “I teach piano lessons to a littleayid, um like they have to get
their practice card signed, and | can always theictv weekend she went to her mom’s
cause it's never signed cause there’s never arg/ttiere, and her mom just ...”

Probing again, Alexa asked, “Does that make yowehike, a different attitude
toward her mom?”

“Well, and then I think, well, her mom probably @o& know about it because
the little girl is kind of like, whatever. It migmot be her mom, it might just be the fact of

her going away.”
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Andrea suggested, “Well, at least you don’t jusuase that it's her mom just
being irresponsible.”

“Right,” Mae agreed.

Ginger added her own experience, “l have a thoagbtit what Mae just said. I,
um, taught the last two weeks of school tolgréAnd one of those little girls, her parents
were divorced, and her mom, you know she had adddpnd everything. But you could
tell when she went to her dad’s house comparechenvghe went to stay with her mom.
And it was amazing because, | mean, her mom wauslddring her back, you know, hair
everywhere, not really dressed nicely. Her dad didwing her in and talk to the teacher,
was there right when school ended, and had cledhed on. It was just a big
difference.”

Mae fleshed out her thinking, “And like | said, nb&yit’s just the child, but then |
think, well her being the mom, she should ask thillavhat do you have to do for school
or piano.”

Alexa concluded, “I think that if a parent isn’'vimlved, it isn’t always the
parent’s fault, and like we automatically assunag the parent doesn’t care. Or that there
are other circumstances if kids aren’t on timethangs aren’t turned in, or whatever.”

The conversation continued with Andrea bringing<apen Hankins’ (2003)
work—teacher research that took place in an asraeitary school—that she’d read for
another class. She commented on how well Karenedowkith the parents in her class,
even when it was difficult, and then posed the tjoes“What if the parents aren’t, um, |
guess going along with your class? And aren’t Imgighe children because they don’t

want them to be like you?”
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Maggie interjected, “But, maybe they’re just intttated. You know, like if they
didn’t do well in school, or if they didn’t havedlopportunity to go on and get a good
education and work in a job that you really enjoy.”

“Yeah,” Annie added, “especially if you’re youngean them, fresh out of
school, and they’re, you know, ten years older §y@nand you have got it together.
Could we look at that?

I commented on the wide range of interests, andjtbep decided that, over an
email list, we'd continue to discuss their indivadguestions. Delighted, | asked, “Does
anyone have any other questions for me before axesltoday?”

Apprehensively as she looked at her hands, Giragdr 4 really want to know
why you picked your question.”

Unsure if | was ready to come out to this group aat have that moment with
the entire class, | took what could be considenedsafe way out. | didn’t notice what
Sue and Maggie later told me during individual nmegt—most of them already knew of
my sexual orientation because they had friends lvatbbeen in my class the previous
year, or they had read a piece that I'd writtenr(hEnrWilmarth, 2003) in which |
discussed how being an out teacher was a riskyogrpn.

“Um. Because, first thing is that statistics shbnattthe incidents of suicide and
violence against gay and lesbian kids in rsghool is overwhelming. The greatest
amount of violence is directed towards kids whaeaitdentify that way or don’t, but are
perceived that way. Um. And | think that startingelementary school is a way to stop
that cycle of violence. So, we read in this class ia the next class—children’s books

with gay and lesbian characters in them. ... And uswijrig taught elementary school,
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the most common—after “you’re so dumb”—thing to saanother child is “you’re so
gay.” To put each other down. So, kids know thatdyand they know that it is there,
and they think that it is a negative thing. Soanivto talk to teachers about how to
confront that. So, and it is hard, | think in tleaith where there’s a lot of um, religious,
um, slamming up against each other with those ssss®@ um. | strongly believe that,
um, if a kid used the “n” word against another stutdn their class that we would not
allow it, or you would talk about why it's not oltind | think that the same privilege
needs to be given to other issues and it's not.”

Sue stepped in, “So you want to help teachers {wréegared ...”

“Yeah. And if we don’t talk about it in preserviclassrooms, then when will we?
And | have an interest in teacher education bechiisek, um, we don’t prepare
teachers for the tough issues. | mean, | left tagscoom! And I think it's because |
didn’t feel ready to confront issues of diversitynean, | read all the multicultural stuff,
but I went into this school, and I didn’t know whatdo. So | wanted to provide a space
where we talk about well, what do you do when Kmisl of stuff that you don’t know
what to do with comes up? And so, to provide aglahere we could talk about what
you do. So. That's a main drive behind the largestjon, the group, and my own
guestion.”

There was more silence as the students looked akpezrtantly. | continued,
“And, there’s lots of other reasons that will coope I'm sure, as we continue talking,
and as you get to know me better. So.”

Another short silence was followed by the beginrohgvhat was to be a year

long dialogue between Jianna and myself. The athelents watched as our poorly
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articulated language—stops, starts, repeated woedpesed the care we were taking to
remain open to each other during this initial forap an issue this usually silenced issue.

Jianna ventured, “I think my question is going éodomething about how do |
teach a student who challenges my religious beligtfis. And | just wanted to ask you
about what you just mentioned. So is it more tloat want to help teachers know how to
confront the name calling against homosexuality.i©it, like make it OK to talk about.
Like, in other words, um, bringing up the issueedily. Like, it's OK or it's not OK. |
mean like. Do you know what | mean?”

| replied, “Yeah. Yeah, | think those are two diffet issues, certainly, and um,
the first. First, um, | want to talk about how tkars can address it when kids use-anti
gay slurs in their speech. Because, we either @it@s teachers, or we say it's OK.
Which, ignoring it is saying it's OK, too. Or wenpaipate in it as teachers. And | don't
think any of those things are OK. And | want t&ktabout how we can address that. But
the other thing that | think is important is thiatreasingly there are children with gay
and lesbian parents in our classrooms and we nestdike we need to reflect African
American families in our lit and in how we’re learg, we need to include all families,
and not say that those families are bad. And saritwo figure out how to do that in ways
that respect all people. So, not just respectindetiefs in saying that, | think that's an
OK way to be. But respecting someone else who tbegghat isn’'t an OK way to be but
can they have that belief and at the same timegdamtage that child? So, do you see how
they’re two different things kind of?”

“Yeah, but it's more challenging. It's somethingreally think about. Because,

yeah, but, really can you really say that racelammdosexuals are the same thing? You
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know what | mean, like, that’s a hard thing for tnghink about and it might take me a
while.”

“That's OK.”

“I guess that’s one of those things. Can you egtltse as being the same thing?
| really don’t understand.”

“Well, | think that people believe different thingbout that. And, while we might
not agree on that, | don't, like | don’t want tonee across to you guys like, ‘You're
wrong and you're going to be a bad teacher becauselon’t agree with me.” So, this is
a great start to that conversation because I'mdryo figure out how to bring gay and
lesbian issues into class, but you should not Beesito bring up conversations like
you’'re bringing up.”

“I still want to ask what causes people to be gaye-s it a choice or is it not?
And | think that determines how | can approachkint.just curious.”

“And that can be part of how you look at the quast-if you believe something
about gay and lesbian people that is based ontaralhspect of your life, you could use
this study to think about what that might meanyfou as a teacher.”

“OK.” As Jianna and | conversed, she’d left hert sedhe circle and wandered up
to the table that | was sitting on. Students hattied gathering their belongings and
were heading together to their next class. We ld@teeach other awkwardly and each
sighed a not comfortable sigh.

“Thanks for staying and exploring these issuesinl think this will be such an

interesting study.
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Jianna smiled and gently adjusted her bag ovestmaulder. “I'll see you next
week.”

Initial Members of the Group

Over the course of the two semesters, through wréing, participation in
discussions, and my observations of some of thetimeiffield, | got to know most of the
inquiry group members quite well. Figure 1 providegraphic of how they sat during the
gay and lesbian literature class, Figure 2 providese description of the main characters
in the group, and Figure 3 gives details aboug@up members. Below | have grouped
the students according to who they sat with oraded with when given the choice. |
also include a more rich description of the foujonalayers that | began to describe in
Chapter 1.

Alexa, June, Mae, and Annie

As they would at each subsequent meeting, Alexse,Mae, and Annie gathered
their chairs together for the first meeting. Onheanember of their “itlass” clique had
not joined the group, and like they did in clabss group kept conversation low and to
themselves as other students pulled their chamsnak The social confidence of these
women came through regularly in their sr@bup discussions in class—references to
their sorority experiences, expensive vacationd,veeekend shopping trips were
frequent, peppering the din of the rest of theldscussion with squeals or laughter as
they peered over personal pictures, journals, amgbaine pages.

Of this clique, June was the only member who padied in the inquiry group
through the final meeting. Always grinning, preghfer class, and worried about her

grades, June was not afraid to push her classittagdaborate on their ideas or opinions
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during small group discussions. She later told ma¢ listening to others helped her
evaluate her own stance on issues that she wasaitabout. She described herself as a
family-oriented Southern Baptist southern belle. Her CaltMemoir was filled with
pictures of a loving family, accolades about heseknit small town, and her love of her
church and of God. She seemed genuinely inter@st@timembers of the class, and was
the one member of this clique who moved easily aoversations with her peers before
and during class. She regularly asked me questibost my teaching, my studies, and
after reading my Cultural Memoir, what it was likebe a lesbian elementary school
teacher.

The remaining seven students in the inquiry groepew't as “clique identified”
as the first four. While they certainly groupedrtiselves with their closer friends for
discussions, sat together in class, or spent totass breaks with the same people they
seemed to move amongst each other with more eag¢hay welcomed other class
members into their conversations with more regtyldhan the first group.
Lucy, Andrea, and Sue

Lucy, Andrea, and Sue rarely, if ever, spoke dudlags discussions. All three
students, however, wrote prolifically in their Vénits Notebooks, found thoughtful and
creative ways to respond to children’s literatamed seemed to take seriously each
assignment or reading for class. All three of thesdents stayed with the Inquiry Group
through May; unfortunately, Andrea was unable tmedo the final meeting and

interview due to her work schedule.
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Figurel Class Arrangement during
Gay and Lesbian Literature
Discussion
: : Andrea Student
Jianna* Maggie*
_ Student Sue
Cindy Student
Student
Student
Lucy Student
Ginger* Alexa
Student Student
Mae Student .
Annie Student
Student
Student June*
Student
Figure2

*Main Characters

Jianna— Is a conscientious student who is very concerned withngehsiteacher (Jilvhen careless errors are noted on her
written work, she emails Jill to apologize for unprofessiovaik. English is her second language. She enters clask abtalt
gay and lesbian children's literature with her Bible in hand.ir8tialy denies the possibility of ever teaching students who
have samgender parents, claiming that this issue will never levaelt to her. At the beginning of the year, she is always
sitting with Ginger (with whom she also carpools to school)thigtchanges by October. Eventually, she poses the inquiry
question: How will | teach students whose families and loheglenge my religious beliefs?

Maggie— Serves as a mediator in most group work. She worksiimamncity after school program and wants to teach in the
same kind of school. She is best friends with Cindy. Sbg, tansuccessfully to get peers to look at issues of privilegeiryn
Question: How have other White teachers been successfujantynAfrican American schools?

Ginger— Aligns herself with Jianna, and sits with her exehlgiat the beginning of the year. Living at home, she has tb rea
Harry Potter secretiper father doesn't want the book in the house. She struggles azatieimithe class. Ginger challenges
assertions made in Columbus articles about the role that Colantduss men played in the destruction of Native American
culture, and sends Jill email questioning Jill's sexual orientaefore the class in which we discuss gay and lesbiaatlite.
Initially she shares Jianna's inquiry group question beforephgput of the study when she gets a new job in January.

June— Is more “cliquédentified” than any of the other major players, but wijlinmoves in and out of this clique for small
group work, and during casual conversation before and after Skesgalls herself "smatibwn Southern Baptist" after a guest
speaker to the class uses those words in a derogatory wayellsid@l that oppression of opinions and beliefs "comes from
both sides.” Inquiry question: How do White teachers suftdgsgeach noAWhite students. She is also interested in
interactions between teachers and parents, and wantsherfinvestigate how issues of class and education complaytin
these relationships.
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Figure3
Other Inquiry Group Members

Cindy—English is her second language. She is vocal about het [odital views. Cindy often pushes classmates o
their ideas, and often in ways that end conversations. Lovesdtimg in the Children’s Literature class, but hates to
write—most of her assignments are completed in a creatiweaf rather than as more traditional written responseas. H
best friend is Maggie. Cindy’s inquiry group question concerned haheesof a different race or ethnicity than the
majority of their students taught successfully in culturallgwaht ways.

Alexa—Easily one of the most prolific and thoughtful writers indlass, Alexa knew how to play the game of educat
well. She often talked in class and wrote in her writedebook about her experiences of having a sister with Downg
Syndrome, and how that had pushed her to always be the perfeat.studer Cultural Memoir, the identities that she
assigned herself paint a picture of a stereotypical whitdheoutvoman depicted in movies and literature: lady, white,
Christian, upper middle class, and southern. Alexa dropped cu ofduiry group without ever identifying a research
question.

Mae—One of the married students in the class, Mae joinegtthep after her friends did, telling me that she “might ag
well.” The daughter of a minister and the wife of a man warkinbecome a member of the clergy, Mae regularly spqg
and wrote about her Christianity. Her Cultural Memoir weesstory of a mission trip to Honduras where she highlight
her pride in being American, her status as middle clas&diief in traditional gender roles, and her enduring faith—
made deeper by the lessons that she learned from the woeyeserved in Honduras. She rarely participated in whole
class discussions, but was active in small groups. Hecipation and opinions were often peppered with references
the bible and to church. She dropped out of the group in latehtaiting me that her job as a piano teacher combine
with the work for school was too time consuming.

Annie—Annie rarely contributed to class or inquiry group dismrss. | didn’t get to know her very well before she
stopped coming to the Inquiry Group meetings in April. Annie taddthat she wanted to do creative writing for her fin
project instead of investigating an inquiry question.

Lucy—Lucy was very quiet both during class discussions and inguaup meetings. It wasn’t until our final coe-

one inquiry group meeting that she finally opened up, talking alesutreams for her teaching career, her fears abo
job search, and the deep learning that she felt had occurreerfduring thénquiry investigation. In her memoir, she
described her love of family, her smt&dwn youth, and her American, white, Southern Baptist lggitAs much as she
enjoyed the “big city life” of our college town, for Lucy, “homenkere the heart is,” and her plans for teaching inclu
returning to her small two elementary school county after gtamu For her inquiry group research, Lucy looked at
class issues, comparing her experiences at two area schools

Andrea— The semester before she came to my Children’stiiterclass, Andrea took an introductory education cou
in which she described reading texts by Vivian Paley, Ka@rkids, and Jonathan Kozol. The discussions that she
participated in for that course fed her writing and talking dutiire two semesters of the inquiry study. She regularly
referred to these authors during small groups and in her wikitdrea was deeply involved in the campus’ Christian
fellowship, and in her Cultural Memoir, wrote about the shiftfiher eversSundaychurchgoing as a middle and high
school student to her views and experiences as a college stuttiewbvship and fellowship happening in diverse way:
Andrea’s inquiry group question centered on socioeconomic isseeksication.

Sue—Sue’s silence during class discussion was usually mediatetidyygatful look passing over her face and a pen
scrawling in her notebook. When | observed her during her timeifth gifade elementary school class, our post
observation discussions were filled with her questions about g research has shown that +icaditional ways of
teaching work, teachers continue to lecture, use workbooks, anddisiteant rows of obedient elementary school
students. One afternoon, she said, “I know that a workshop metghtibm harder, but we don’t go into teaching
because it's easy.” Sue talked in our interviews and wrdteriCultural Memoir about feeling very different from her
traditional southern, white, Protestant family, even thouglskhees their identity. Like Lucy, she looked at classeiss
for her inquiry research, and compared her experience® &dtal schools.
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Cindy and Maggie

Cindy and Maggie were two of the most outspoken bemof the class and of
the inquiry group. Never afraid to confront a peh whom she disagreed, Cindy
sometimes polarized class discussions. Maggie lysstapped in to soften Cindy’s
words with often more balanced language that idvétteidents back into the
conversation. The confidence that they felt insldisl not spill into Cindy’s writing—
she bemoaned the writing heavy assignments in dases. Maggie, however,
prolifically scrawled in her Writer's Notebook, @ding her experiences in classrooms,
comparing texts from her different classes, andaekm events in her personal life. Both
of these students participated actively in all aspef the inquiry group.

Maggie described herself as a “natloeing, opeaminded, smaitown white
woman.” While she frequently took an active roldgading the class both in whole and
small group discussions, she took just as an antieeas a listener. In her Cultural
Memoir, she described a family experience thatdelder compassion and desire to find
humanity in all people. When her cousin becamenaegby an African American man
without being married to him, the racism that ratkieeir family drove people apart.
Maggie was horrified, and learned a valuable lesson

| have never been one to hold racist beliefs, aseg like this are exactly why.

This has been a real life example to me of howrdeste and demonstrative

prejudice can be. It has taught me a lot abougatiing caught up in your own

image. It is very important to me to live a godd kknd make good decisions
according to my own standards, not everyone else’sdo my best to treat

others the way | want to be treated. ... When largéesssues confront me, | try
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to take a step back and think about what is realportant to me. Then | decide

on a course of action.
Ginger and Jianna

My relationships with the final two inquiry groupembers became more and

more complex as the school year progressed, ayditiidbe detailed in later chapters.
Ginger and Jianna carpooled to school togetherjratially sat together in every class,
and Ginger’s opinions or ideas frequently echoadn’s. Jianna, however, was much
more likely to join hesitatingly large group dissisn while most of Ginger’s
participation in class was during small group tifBecause of her work schedule, Ginger
stopped participating in the inquiry group earlthe spring semester. Ginana
participated fully through the end of the schodye

Ginger chose to identify herself in her Culturalrivt@r by race, geographical
background, religious and political affiliation,camiddle class socioeconomic status.
Her analysis of her own beliefs and of issues nfilpge often remained on the surface.
Because she grew up in the north, she felt thaviglveed race differently than her
southern peers:

| think that growing up in the north and being vehieally helped me to see that

skin color is that, nothing more than skin coldneTcolor of skin does not

determine the person and who they are. If you thindut it, everyone is

different, even if they are the same skin color—gon’t have the same nose, or

eyes as anyone else. | mean we even have diffenees and shades than all of

the other people in the world—even your parent®n’t look at skin color and

prejudge anyone.
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In describing her religious affiliation and sharithg time that she was saved during a
church revival, Ginger wrote about how affiliatiorluences all of the decisions that she
makes, including political decisions:

Since | am foremost a Baptist, even more than gh&tristian. In knowing this, |

began to see that being a Christian would leadonlve ttonservative. This step in

my life would now define my politics. | have taken a Republican stance, since

I have many of the standards as they do.

Likewise, Jianna strongly and regularly spoke al@utChristian identity in class
and in her writing. When we spoke about the rofesamen, she often pointed to the
roles Biblical women played in taking care of themwho were always the leaders. She
strived to emulate these women in a contemporamyeso. In her Cultural Memoir, she
defined her roles as wife, daughter, and daughtéaw in terms of both her Italian
heritage and her religious beliefs. In questiorhieg competence as a new wife, she
wrote,

My mother always made sure her family was well fedzen dinners were

definitely out of the question. My mother-law was the same, and not only did

she fix incredible meals and keep a house spotéssalso looked beautiful all

the time and has always been a godly woman.
Jianna was never afraid to speak her convictioraiss, even when they were
unpopular. She had no qualms in disagreeing witlbatle in and outside of class.
And, We’'re Off!
And so our collaborative study began. | had no mfgae challenges, the

learning, and the personal exploration that layadHer my students and me. Our shared
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inquiries would take us to uncomfortable placesmtvee found new insights or where
we avoided eye contact and further conversatioredtigation of our own systems of
belief in light of who we were or would be as teachwas harder for some than it was
for others, and we each took our own paths. Sonus oéached the goal together, and
some of us didn’t. Those of us who made it to threctusion of the study together didn’t

feel that it was the end, but spoke of the hopeootinued inquiry.
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CHAPTER 4
“IT COMES FROM BOTH SIDES”: FINDING THE BOTH/AND INDIALOGUE
AMONG AND BETWEEN STUDENTS AND TEACHERS

“I don’t know. | mean, she handled the situatiorthaher students calling each
other‘gay really well. But Jill, when she said, ‘and | greyp small town Southern
Baptist,” she said it like it was something she wetter than now. And honestly, | almost
got up and left class. But, | decided, no, thatide. But really, | wanted to raise my hand
and say, ‘well, I'm still small town Southern Bagpti | mean, if you want someone to
listen to how you’re open to everyone in your alassi,you really should be open to
everyone, too. It was like, she wanted to tellas hespectful she is, but didn’t think
about her level of respect for others. It just fefpocritical.”

“So, what did you do?”

“Honestly, Jill, | just stopped listening.”

There was a long pause in our conversation. | tevedy ventured, “It’s just like
when | hear someone call a gay person a fag. bngér want to hear anything they
have to say.”

“Yeah.” June looked at me thoughtfully and tookesep breath. “It comes from
both sides.”

Toward the end of our two semesters together, litngted a colleague to come
and talk to my students about how she has hansiée@s of race, class, bilingualism, and

the rampant use of “gay” as a put down in her kigdgen class. I'd hoped that as a
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white, middleclass, heterosexual woman she would be someonmthstudents could
identify with, and likewise, would be willing toslien to as she talked about issues that
they often resist. | was hoping, too, that hentpesand engaging experiences with
students whose complex young lives and-ndiite skin often seem to scare my white
smalktown students right back to their home town schtmteach would help them to
rethink their opinions about teaching in culturaliyerse classrooms.

As June recounted the moment in my colleague’svialkkre she qualified her
stories with her background, | imagined the langele that we had pulled our chairs
into. | knew that while June’s arc of that circiedmost likely leaned back in their
chairs, crossing their arms against any future weoaming from this teacher, another arc
had leaned forward, ready to hear more.

“It comes from both sides.” That magical comple that I'd felt myself
working against all year long.

“It comes from both sides.”

Is “it” resistance, silencing, ignorance, exclugi?il came to this study wanting,
mostly, to learn from my “small town Southern Baptistudents about how to engage in
dialogue around homosexuality and students withesgender parents in ways that
would help them address or at least acknowledgelwmophobic language affects
students. I'd also come with a history of “it"—ofsisting or silencing, of being silenced
or being the silencer, or excluding or being exellid-either oppressing or privileging
me in dialogue, depending on my context.

“It comes from both sides.”
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And, while I'd sometimes actively used “it” to makepoint, to guide my
activism, to find allies, in the classroom this' ig often the wall that prevents the
possibility of learning or growth or change aroamy issue. Indeed “it,” whatever the
definition, comes from both sides.

| struggled to find ways of conversing with manynay students around any
multitude of sociopolitical issues. However, witinge of my students, | succeeded.
Something about the context of these particuldodiges with these particular students
allowed us to accept the pieces of our identities $hape and inform how we hear words
like “fag” or “small-town Southern Baptist.” We remembered how thosegsidiave
invited us in or left us at the door. June, as enber of the inquiry group, had committed
to listening to the questions and research offalh@® other members and to engaging in
informational exchanges with each of us regardimgidividual inquiries, even if that
engagement meant stepping out on a philosophioal IShe and other members of the
group brought this commitment into their relatioipshwith me, each other, and their
fellow students into classroom exchanges, occalfjoinfdluencing norinquiry group
members of class to engage in the same kindsfefeftdction and belief interrogation
that were a part of their own studies.

After reading in my Cultural Memoir about the pairhomophobic language I'd
experienced as a student, seeing pictures of mygiwgdo my female partner, and
learning of my pregnancy, June asked out of the bhe day how my “wife” (her word
choice) and | had decided which one of us wouldycawr child. She seemed genuinely
interested in the reply. She had led her fall s¢éendiserature circle in many directions as

they discussed Woodson’s (199%e House you Pass on the Wayook about a young
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girl struggling to understand her own sexualitynitan, all she was looking for was
acceptance. | don't really know how | feel abogirhthat young saying she’s gay. And |
know | wouldn’t have this book on the shelf in mgssroom. But, you know, don’t we
owe all of our students acceptance? Isn’t thajawis public school teachers?” Even in
her confusion, June had taken a risky step infigeintry points into a dialogue that
might otherwise rub up against her “small town Seut Baptist” beliefs. She
transgressed her normative discourse by even anwidthe issue. How, in the context
of a class, education program, school, and uniyerdiere many students look alike,
believe alike, and come from similar privilegesd Ishe found the courage to do so? And
would anyone else find this same courage?

What Doedt Take?

A key question for me in this study concerns howremate the space for dialogue
to occur within the context of my classroom. Bwiem as | attempted to create this space,
resistance continued to stymie dialogue and legrduring class discussions. In this
chapter, with the help of my eesearchers Maggie and Jianna, | explore charsiitsri
that need to be present for dialogic conversataoctur, places where those qualities
were either problematic or missing, and in what svélypse qualities were successful in
my classroom and in my inquiry group.

The Call forDialogue

Freire’s (1970/1993) call to dialogue within classms bears repeating here: “the
teacher’s thinking is authenticated only by théhaaticity of the students’ thinking” (p.
58). This authenticity is not possible when studdeél required to repeat the values and

beliefs espoused by their teachers. That meetexgepdf ideas where my students and |
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all feel welcome is one of the greatest challermygsnost important goals of my
teaching. While there are many reasons—both persongpolitical—that | embarked on
a study of how my students’ stated religious bsliefersect with issues of
homosexuality in education, that question of irdet®ns has really become a facilitator
for, | think, even deeper questions. The impetusfeating an inquiry group as a part of
the study in the first place came from my beligfttlialogue was the best way to answer
the original question. How can teachers and stgdestén to, value, and learn from each
other without giving up pieces of our identitiesoarr stronglyheld beliefs? How can we
come to the table without leaving the marginalinedppressive parts of ourselves at the
door? Or can we?

During my first year of teaching undergraduatesas faced with a student who
questioned my stated stance as a believer in tiimyrand democratic education by
telling me in an end of the year email that | hatllistened to him or valued him as a
student (HermandVilmarth, 2002). While his comments failed to tak® accounhis
responsibility in participating in the classroonitate and community, they did bring to
light for me the ways in which | privileged voicisthe class that made me comfortable
and that reflected my own beliefs. In short, itreed that | was using my power as the
teacher to give voice to ideas and beliefs tradl#tily silenced in our conservative, white,
southern climate at the expense of and in ordsiléace students who did not agree with
me. Like June later said, “It comes from both sitles

Dialogic Structures in a Liberatory Classroom

Once | became aware of the need to create spacak ¥oices, even those who

had traditionally marginalized my own, in my classm, | began to struggle with the
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tension between the theory and the practice obdisd. What could a dialogic teacher
education classroom look like, particularly whenstnaf my students are the products of
a public school system dedicated to decidedly-@atogic education where the silencing
of dissenting voices is much more the norm tharcation as a practice of freedom
(hooks, 1994)7?
As Michelle Fine (1992) described, the
practices of silencing in the public schools ... presehe ideology of equal
opportunity and access while obscuring the unedigédibution of resources and
outcomes, create within a system of severe asynmpetwer relations the
impression of democracy and collaboration amon@fgk..., quiet student
voices of difference and dissent so that such goideen they burst forth, are
rendered deviant and dangerous, [and] remove fiadstiqodiscourse the tensions
between ... explicit claims to democracy and implieinforcement of power
asymmetries ... and the dominant language of equalatidnal opportunity
versus the undeniable evidence of failure as anibagxperience for lowncome
adolescents. (p. 116)
When | asked my students to engage in discussloms anarginalized people after they
had been indoctrinated for their entire educaticaaters with the idea that the United
States provides equal opportunitiesdtirpeople, it was natural that resistance and
silence was often their first response. MichelleeHi1992) again: “Silencing signifies a
terror of words, a fear of talk” (p. 115). Simikarbell hooks (2003) argued that
when contemporary progressive educators all artimdation challenged the

way institutionalized systems of domination (rase, nationalist imperialism)
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have, since the origin of public education, usdteting to reinforce dominator

values, a pedagogical revolution began in collégescooms. Exposing the covert

conservative political underpinnings shaping theteot of material in the
classroom, as well as the ways in which ideologfedomination informed the
ways thinkers teach and act in the classroom, aparspace where educators
could begin to take seriously what it would lodkelito teach from a standpoint

aimed at liberating the minds of our students natih@n indoctrinating them. (p.

1)

My aim as an educator is certainly not to indoetrgnmy students into my way of
thinking, but without a structure in place to h#ipm see this, the contrast between their
years of education as described by hooks (2003)are(1992) and the kinds of texts
and discussions that they are required to parteipefor my classes could lead them to
the conclusion that, indeed, indoctrinatiemy goal.

Freire (1998b) claimed that

if teachers are consistently authoritarian, they re always the initiators of

talk, while the students are continually subjedtetheir discourse. They speak to,

for, and about the learners. ... And even when thlywith the learners, it is as

if they were doing them a favor, underlining theoortance and power of their

own voices. (p. 64)

Some teachers invite student voice and dissenthetalassroom, perhaps telling them
like Maria C. Gonzalez (1994) that “you have a tighhold any opinion. Just know why
you hold it, and be prepared to respond when laskwhat concepts that opinion is

based on” (p.60). However, words are not enoughitiate dialogue rather than debate.
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Actions that show students that the teacher carukted to both value student positions
and allow for reciprocal challenging of teacheriposs must somehow be in place.
Gonzalez’'s many MexicaAmerican students initially resisted her bringingegr texts
into their MexicarAmerican literature class, but once she helped tinederstand that
she “[did] not expect to change opinions or minbist “[expected her] students to learn
to acknowledge and understand their assumption81p dialogue became more
possible.

Reflecting on her own college teaching practiced,imoks (1994) wrote of the
experience of “learning when one’s experiencegsgeized as central and significant”
(p. 37) and suggested that “to listen to one ampih@n exercise in recognition” (p. 41).
Freire (1998a) insisted that this listening is aiséto dialogic teaching: “I must open
myself to the world of these students with whorhdre my pedagogical adventure. |
must become acquainted with their way of beindhenworld ... [or] at least become less
of a stranger to it” (p. 123). This listening t@thiversity of our students’ experiences, as
Greene (1988) suggested, is the momentum behirgibp@$earning and growth:
“Multiple interpretations constitute multiple reiédis; the ‘common’ itself becomes
multiplex and endlessly challenging, as each persaoches out from his/her own ground
to what might be, should be, is not yet” (p. 21ani2l G. Solozano (2000) employed this
listening to student experience in order to creptce for teacher/student dialogue from
the first meeting of his community college socigl@nd Chicano studies classes: “I
began the semester by engaging the students alayde about social issues of concern
to them and discussing how these issues affeate¢beimunities” (p. 17). When her

students resisted her feminist politics in the slasm, Magda Lewis (2000) “[shifted]
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[the class’] focus from the topic of discussion ..dgrefocused] on the dynamics in the
classroom” (p. 92) helping students see how their experiences outside the classroom
were guiding the kinds of discussions that thegm into as a classroom community.
Bringing student experience into the classroomdiy lacknowledging and validating
that experience is the key component to dialogichang.

Ira Shor (1992) provided a powerful example of Hewhas negotiated his power
as the classroom teacher with his students toesgrtces for dialogue, even in the midst
of resistance. Following Freire’s (1970/1993, Skdtreire, 1987) lead, Shor (1992)
focused on the studetgacher relationship in his quest to create classsovhere
empowering education occurs. He defined empowezthgation as “a critical
democratic pedagogy for self and social change.dtstudententered program for
multicultural democracy in school and society.dpeoaches individual growth as an
active, cooperative, and social process, becaesgeifhand society create each other”
(1992, p. 15). Empowering education implied for Stmoich more than merely individual
agency. It did not “teach students to seek-seiftered gain while ignoring public
welfare” (p. 16), but looked at how systems of @ggsion are at work inside and outside
the classroom, continually recreating the societains that privilege a select few.
Empowering education is a problgmnsing pedagogy where students and teacher focus
on “power relations in the classroom, in the insi@n, in the formation of standard
canons of knowledge, and in society at large” 9. Students were encouraged to resist,
through active participation, traditional teachangl texts through questioning, engaged

dialogue, and direct action.
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The students in Shor’s college English classes wswally nortraditional in that
they were older and from workirgjass backgrounds, and were often students who were
not successful at the banking method of teachingl@rning employed throughout their
educational careers. Students don’t come to hgsekalooking for “self and social
change,” (Shor, 1992, p. 15) but ready to succkisditne at the deposit and withdrawal
of information. They knew at this point that theged to play the game of school in order
to access the opportunities that have privileged thealthier peers. Thus, they resisted
any last minute rule changes instituted by thedfgssor.

He described a typical first day of class when siisl file into his classroom,
already knowing who he is and how he will teachaose he fills the role of teacher.
“The students watched me with expectant gazes axeblnsomplexion, waiting for the
professor to do education to them” (1996, p. 1(9tdad of meeting those expectations of
prescribed syllabus, long lectures, and paperseMiigmmar counts more than ideas,
Shor begins his classes by asking students whgubject is or is not important to them,
and what they already know and understand aboubfie to be studied. He
continuously learns about the lives of his studemsg their ideas, curiosities, needs,
and experiences to guide the readings and clasgsdisns.

How classrooms look and sound—where students sitdueth students talk—can
be political issues in classrooms where studert®gpected to participate. When
students have become accustomed to silently sittitige corners of rooms and only
speaking after their raised hand has been ackngetkd shift from rows into circles
and more freely flowing discussions can feel matgridating than empowering. Shor

often opens discussion on the first day of clask students about how they want to sit,
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and how they want to talk. Students vote on rowa arcle, raised hands or mutual
consent. What works with one group of students tmgh work with another. “Choices
and outcomes are apparently situated and localgredp specific, not uniform or
universal” (1996, p. 70). While some classes praferore traditional learning context,
their power and decision making are central to toatext in classes geared toward
empowering education than they could ever be ikipgnmethod classrooms. Students
are not expected to conform to an either/or clasardut to negotiate their learning
experiences through engaged dialogue.

Shor acknowledges that the authority that he, @saicher, brings into the
classroom upsets any balance of power:

As the teacher, | amviting and allowingthe students to practice democracy

rather than they having won this right themselvesThe experiment in

negotiation is the result of my political initiaéiynot theirs, representing my leng

term social development into such an agenda, eatsth(1996, p. 74; emphasis in

original)
Understanding that there is a political naturevadrg action taken by a teacher in a
classroom is central to developing a trusting retesthip between teachers and students.
Regardless of how differently a classroom feelsreliee teacher claims an
emancipatory pedagogy, students (and teachers) #miyjust like in a traditional
classroom, the teacher has the final word aboutseotontent and grades.
Acknowledging this power, talking about it with dants, and creating opportunities to
balance it (by using grading contracts anetoeating reading lists or assignments, for

example) helps students to see new possibilitiessdriof the classroom. Students
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can experience the class as a laboratory for altieenselfdevelopment, which is

a political opening afforded by an alternative te&xdo develop the students’ (and

teachers’) democratic arts and critical thougherkwithin these obvious limits

and contradictions, once a process goes in motiomhatever means, it can take

on an unpredictable life of its own. (p. 75)
Teachers hoping to create spaces for empoweringaéida can use these contradictions
as opportunities for dialogue about the larger diorl

Looking at the Data: Analysis

Because the purpose of my study was to find waysdate dialogic
conversations around my particular inquiry topeweall as to create a successful inquiry
group among interested students, | used the litexaif liberatory pedagogy to guide the
analysis of my data. Betty Shockley Bisplinghof®99) wrote that by reading fiction as
she wrote up her research data, she was “collebbtiyinformation and developing
sensitivities while under the influence of guidimgoccupations” (p. 172). She also
wrote that “we read with selective attention, oubor own experiences and from our
own questions” (p. 176). While Bisplinghoff wrotbaut fiction writers as her mentors, |
saw Freire’s work as a mentor to me both throughwmientire study and during analysis.
| found other scholars along the way who helpedamefine my understanding of
dialogue, particularly within the context of thisidy.

My data analysis began with the transcription petafrom inquiry group
meetings, class sessions, and-on@ne interviews with my participants. As |
transcribed, | bolded text that stood out to managyuing because of how students

spoke to each other, or the ways that they usedsaxtorexpress their opinions. After the
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initial transcription, | gathered the written détam student assignments and email
exchanges. After reading through all of them togethreturned to the texts of my
mentors to help me define dialogue. In my tellibgat the study in this chapter and the
next two, | have attempted to draw a picture ofadjae as it twisted and turned through
the interactions of my students and myself. | lagesur experiences on top of the words
of Freire, Shor, hooks and Greene to find wherditvand missed, and to try to make
sense of how and why. | brought hooks’ (1994) gaastto our interchanges, “Who
speaks? Who listens? And why?” (p. 40) | lookethindata for places where my
students and | reflected Freire’s (1970/1993) negment that the studetgacher
hierarchy was dismantled, and where | relied ohatso looked for places where
students became teachers of each other and ofhah@f @laces where students used
power afforded to them by internal classroom peigds or by external societal privileges
to determine whose voice mattered more.

| looked at my data for ways that our talk and mgtmirrored my definitions of
dialogic conversation. | returned to the bolded feom my initial transcription, and
listened to the tapes again with the transcriftant of me, and the definitions of
dialogue that I'd found in the literature and thdtcreated for this study in my head. |
wrote my understandings and analysis of the intena& among participants with the
data and definitions close at hand. (To see an pbeaaf a bolded transcript with notes
about dialogue, see Figure 4.)

Singh (2002) defined dialogue as “a relation weseimtto, get caught up in, get
carried away by, or are changed by” (p. 215). LilsewFreire (in Shor & Freire, 1987)

wrote that “dialogue is a moment where humans neeedflect on their reality as they
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Figure4 Analysis Sample

Jianna: But, it is their belief still, | mean, yenow what | mean? Like, we’re not allowed to comeand impose our beliefs to
influence at all, I don't think those beliefs shabble brought in.

Cindy: When it comes to homosexuality, there isnsh religion that comes into it, and | understtrat it is written in the
Bible and all, but isn't, like, isn’t a part, isrbeing Christian not judging?

Jianna: | ...

Cindy: I'm not saying be acceptable, be a goodyaherg, but just the fact that, you know, not judigianybody. You know, |
mean, be like, | don’t know that person, | don’blinwhat they do, and accept it as that.

Maggie: | mean, you're going to have all kinds tfdents in your classroom that may be facing tiiggon through their
parents, or through themselves, and so you beimigt@m is not going to change their lifestyle. Anfeeel like, by you having
such beliefs and not being able to separate thiosedealing with your students, you're going teakte that child.

Jiannal think, OK, | think you guys, OK maybe I'm jumping to conclusions, but | think you guys are saying t, like

that | would automatically just discriminate againg those children and like hate them and treat thendifferently than |
would anyone else in the classroonThat’s not what I'm saying. What I'm saying is thiedon’t agree with that, and there are
lot of people that don't agree with that but thera’lot of people that agree with that. And sdrkhhat bringing it into the
classroom is like, to show, or to influence somebelde to think that way. And I think you just cado that. Because if | can’t
bring my religious beliefs into the class to infiee with what | believe, then ...”

Cindy: So, you just don’t address those kids at all ...

Jiannal would, well, if someone was to like to do somethg hateful or hurtful, | would address it to say, yu know, there
are different people that agree that it's right thee’s some people that agree that it's wrong.

Cindy: See | wouldn't do that. | wouldn't give right or wrongness to something into a classroom.

JiannaBut, | am addressing it.

Cindy: But, who is saying it's right, and who is saying I wrong? Me? You? Like, | don't have the authorityto say,
“you’re right” or “you’re wrong.”

JiannaBut | think you deal with things like that ... Let's say something like that was brought up, in @&urrent event. Bring

that into your classroom, talk about it. Talk aboutwhy those types of behaviors aren’t right. ... I'm ot afraid of it, | just
think it's wrong. And that's my belief. And I'm ent itled to that belief, just like someone entitled tdave the belief that it's
OK.

Cindy: What would you say to a student who saig tino moms or two dads?

Jiannal would just say that that's the way the world is That there is that out there, and some people thk it's OK, and
some people don't think it's OK. That's where | wodd leave it. ... Because for me to say it's OK goegainst what |
believe, and that's wrong. Like, | can't talk aboutthat. ... And | don’t think that I'm doing anyone any injustice by saying
that | think that's wrong. I'm not saying, ‘I hate you.’ I'm not saying, ‘You're awful for feeling that way.’ I'm not saying
anything like that. I'm just saying that, that's out there and some people think it's OK and some ped@don’t. But for me
to start teaching it like it's OK, that's what | have a problem with.

Cindy: | guess that’s where the confusion was. | thought you just didn’t want to address it at al. Like you just saying
that, yes, that’'s someone’s choice, and that theege many people who have chosen that path, and treds many people
who haven’t chosen that path, who have gone the ahway, then, | mean. | understand your view on tha | guess |
misunderstood that you were just like, ‘No, I'm notgoing to talk about it.” ... But just saying that there are a lot of choices
life and some people choose this and some peoplesetthat, ... doesn’t devalue you as a human being.

Jill's notes: At the beginning of this exchangendj and Jianna seem to be arguing, 1
trying to provethat they are right. Once Jianna realized thainstgebeing misunderstor
she clarified her position. Cindy listened, askadhfer questions, and her questions
helped Jianna move from her original position dfwanting to address this at all in the
classroom to addressing it in a particular way. @indght think it needs to be addressq
further, but she states at the end of the exchdrageshe understands Jianna’s position
That there had been a misunderstanding.

A

d
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make and remake it,” and that dialogue occurs Whenreflect together on what we
know and don’'t know” (pp 989). In my analysis, | looked for places where stud and
| appeared to be listening to one another, refigatin our own positions, gaining new
understanding about our own ideas and the ideathefs, and strengthening our ideas
about an issue, even if we didn’t change to a new @f thinking. This, | saw as
dialogue. When participants revisited positiong thay’d held at the beginning of the
conversation, using each other’s words or the etasts to clarify their ideas or when
participants pushed each other to clarify eachretip@sitions so that they could better
understand their differences, | labeled this diatag

Other interactions among participants were convierssfilled with the mere
exchange of ideas. As Freire (1970/1993) wrotdpdige cannot “become a simple
exchange of ideas to be ‘consumed’ by the discessgm 70). The perspectives from
which the students were speaking were so simikrrib growth or reflection was
necessary to continue the conversation; therefalid, not label these conversations
dialogue. The other kinds of exchanges | labeledetste. Freire (1970/1993) wrote that
dialogue is not a “hostile, polemical argument betwéhose who are committed neither
to the naming of the world, nor to the search ffotit, but rather to the imposition of their
own truth” (p. 70). When participants would notméror acknowledge that the feelings
or ideas of others were valid, when they were peinato new ways of thinking, or to the
possibility that their positions could be change@xpanded, and when participants
privileged their ideas over all other ideas, | ladehese exchanges debate.

During analysis, | tried to find places where fggpants met in dialogic

conversation, creating places where we grew becaaseere both listened to and
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challenged. | found that writing about these plataped me to make meaning and
understand them within the larger context of mylgtand my teaching. As Laurel
Richardson (2000) wrote, “writing is a way of ‘knmg’—a method of discovery and
analysis” (p. 923). She continued, “writing as amoe of inquiry ... provides a research
practice through which we can investigate how westict the world, ourselves, and
others” (p. 924).
Failure to Dialogue

Even as | see a liberatory and dialogic classrogoace as a goal of my teaching,
the authenticity, even the true possibility, ofi@ague among equals is questioned and
critiqued by others. Burbules (2000) suggested that

the insistence that a dialogue is somehowsalfective, that if there are

unresolved power differentials or unexamined sisn@nd omissions within a

dialogue, simply persisting with the same formsliafogical exchange can bring

them to light, seems not only counterproductiveitseif a form of hegemony: if

dialogue fails, the solution to the problem is mof¢he same. (p. 252)
Maggie, one of the inquiry group members, descrieeting this tension during small
group discussion in class. On the same day thatatyague had come to speak with our
class, the students and | had read articles cagten issues of race and white privilege
(MclIntosh, 1998), class (Kellogg, 1998), gendemfiay, 2000), bilingualism (Krashen,
2000), and homosexuality (Rofes, 1997) within etiocaBefore discussion began, |
hung butcher paper around the room with the theneach article labeled at the top and

asked students to write anonymous reactions ttettie on the community paper. Hoping
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to include all student voices in a common classroexty | then read the comments to the
class before they broke up into small groups toudis the readings.

Maggie’s small group of five focused most of thdiscussion time on issues of
white privilege, and many of the members of heugreeemed to reflect the beliefs
written on the “Race/White Privilege” butcher papbout Peggy Mcintosh’s (date)
“White Privilege: Unpacking the Invisible KnapsackKit is even harder to be poor and
white than poor and black.” “Black people get madvantages than white people
today.” “Racism doesn’t just come from white people

As Maggie entered conversation with her peersfelhalone at the table:

| was in a group with people, like four other pegpiho did not share the same

view points that | did. ... One person was talkingatthow white privilege

doesn't exist because she’s been poor, and shetsnoav because she’s in
college. And | was like, “But you're in college. Anthat’'s a huge privilege. There
are a whole lot of people who don't ever get thetnce, and if you were really in
poverty, you would be working, you know 40 hourseek, or you know, two
jobs, and you would be trying to support your famiil mean, you don’t. | mean,
| have no idea what that would be like becausesélrever been there, but | do
know that there are people my age and youngerriewho have to deal with
that. ... And so at the beginning | tried to, you Wnsay these kinds of things,
and they were all just like, they just kind of situdown. And | was like, OK.

Like I kind of gave up. You know? I'm just going forget about it with this ...

Because | didn’t have anybody else who was likealy, | know what you

mean.” And supporting me, and so | just kind of éelerwhelmed. And | was
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like, “alright, this isn’t going anywhere.” You kg this would take a lot more
than the time that we have. And so, um, | don’tinbjust, it was kind of eye
opening for me.
Even as she tried to enter into dialogue with ositledents, the resistance she felt to
conversation shut Maggie down. Burbules (2000) edgu
while some may view dialogue as a benefit, or @pidl benefit, others may
regard it as a threat, and others as an imposgibilne rejection of dialogue, or
the refusal to submit one’s views to questionir@mpromise, or renegotiation, is
not always a mark of irrationality. The very aimdiflogue to speak and
understand across differences is not an unallogeeéfit to all potential parties to
such dialogue. (p. 259)
Maggie and her peers all had beliefs that they wgneg both to protect and promote.
Perhaps Maggie’s peers found the directions thajgiéawas trying to push the
conversation as detrimental and intrusive to tivalys of thinking. As Maggie and her
peers both stepped away from the seemingly implesgialogue, they might have been
moving away from the threat that this subject nmattehis particular context placed
them under. There was no likelihood of “[undersiagflacross differences.” And while
my goal of dialogue among my students around sotiiogal issues—Iistening to one
another, reflection on one’s own position, gainmegv understanding, but not necessarily
changing that position—may have failed, | don’ti&et that this moment (or the many
other moments) of failure outweigh the benefitatdémpted dialogic conversation

among people with fundamentally diverging beliefsdentities.
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The possibility for learning from and with each @tlis, in my mind, reliant on a
dialogic goal. Freire (1970/1993) argued that ‘@ctand reflection cannot proceed
without the action and reflection of others” (p710And while to both Maggie and me
this attempt at dialogue was utterly unsuccesafud, in fact was not dialogue at all, it
might not have seemed that way to the four othenbses of Maggie’s small group:
They successfully resisted talking about an iskaethey disagreed with. However, had |
stepped into this attempted dialogue as the teaeittethe classroom power to do so, or
had Maggie, as a student whose ideas might beipedcas privileged because they were
aligned with the teacher’s, attempted to forcecirversation with her resisting peers
further, we would have been acting as who Frebeltas the dominator, “[denying]
them their own right to say their own word and khiiheir own thoughts” (p. 107). On the
slippery slope of teaching with or teaching to ahdy students, of opening the
possibility for dialogue or reverting to the bardimodel of education (Freire,
1970/1993) where | know that my ideas and voiceld/be privileged, | would rather
slide to an occasional failure. But the questianaims, why does dialogue work among
some who have strongly differing positions andatbers? Under what conditions do
students trust the dialogic process?

A Student/Teacher Dialogue: We Come Together frathEbides

Of all of the inquiry group members, Jianna anddmed most divergent in our
ways of understanding the world. Of any participset thinking most influenced my
own, not only because we had the longest philosapfourney to travel in order to meet
each other, but because her commitment to engagthgne asotha student and a

teacher constantly challenged me to-seffect and evaluate my teaching practices. We’'d
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each had a Road to Damascus conversion experieacghifted us to deeper
understandings of our own spirituality. These imdinal religious and spiritual
commitments had been lHghanging. Jianna wrote in her Cultural Memoir aldeating
her Catholic roots as a teenager to join an evaaeongregation, severing for a time
her relationship with her mother. When | embarkedny Religious Studies major in
college and tried to share some of my new undedstgs and thoughts about
Christianity with my own mother, her response vessIthan receptive. As | cut ties with
my Presbyterian roots my mother lamented, “Youtlreveing me that you don’t believe
anything | taught you as a child.” Both Jianna anekisted familial norms, risking
relationships along the way, as we claimed ourdfian identities. It was from these
religious positions that we approached each otlspitstual understandings, and in my
view, our harefought struggles make our ability to dialogue ewere compelling.

Staking OutOur Positions

Peeking around the door to my cramped graduateestudffice, Jianna asked,
“Are you ready?” As | invited her to sit down, | timed that she was carrying a
children’s Bible. “You came armed!” Jianna laughédleft mine at home, so | checked
this one out from the library. I'm ready to keejkiag about scripture with you!”

With a Bible in her hand, it seemed that this faseon-one interview of the
inquiry study between Jianna and me would be amaation of the emailed scripture
swap we’d begun shortly after the class reading piece of gay and lesbian children’s
literature This emailed colloquy occurred from the safetyngfhome, with texts from
that long ago undergraduate Religious Studies nmjony side for aid as my graduate

studies have slowed my Biblical memory. We eaclivdrem what seemed to be our
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favorite passages—me citing images of Jesus asldresf the marginalized (Matt. 20:
16, New Revised Standard Version), implorer of éhw#h privilege to use that privilege
in ways that help the oppressed (Luke 14143 and disrupter of the establishment
(Matt. 12:914), and Jianna referring to the Leviticus codesthe story of Sodom and
Gomorrah.

This exchange was the result of a comment | madbBayma’s response to
Woodson’s (1997The House You Pass on the \Magsement’s (2002) “Breaking the
silence: The stories of gay and lesbian peoplédildien’s literaturg’ and Lewison,
Leland, Flint, and Mdller’s (2002) “Dangerous Discses: Using Controversial Books to
Support Engagement, Diversity, and Democracy.’dnresponse, Jianna contended that
she could not accept the argument that gay andalesterature should be included in
the elementary school classroom because she wassti&h, and Christians believe that
homosexuality is a sin. She wrote:

Both these articles promote the inclusion of homoatliterature in classrooms

and curriculum and | am not okay with that. | a@kaistian and for me

homosexuality is a sin not because | say it isdeguse my God says it ik.
homosexuals do not like that then that is theinaidut | love God and cannot
accept something that grieves his heart.
My comment that was a Christian and didn’t believe that homoséa®ualas a sin, and
neither did many other Christians that | knew, igdiJianna’s emailed question—"Is this
just somebody’s opinion, or can you find scripttirat supports your stance?”
As I've said, this question began our emailed ergleaof scriptural texts. Jianna

later asked if she could borrow some of the bob&s ltd read that helped me to interpret
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the scriptures the way that | did. When | did |&d@na book(Furnish, 1994 she read
them before she took them to her minister to sest Wl thought about them. Although
our interview included much scriptural discussiang much discussion about how we
read the Bible differently, just like we all realildren’s literature differently, ultimately,
Jianna took the words of her minister as Truth, tieddeas expressed in my books and
by me during our interview as mere interpretatibaaipture, and a flawed interpretation
at that.

One ldentity, Many Positions

While religious dialogue might not be recommendetiieen teacher educators
and their students, this extended exchange betdiaena and me laid the groundwork
for our inquiry into how we could better meet theeeds of students who challenge us.
Jianna’s inquiry study question was, “How can pexg students who challenge my
religious beliefs without, at the same time, compiging those beliefs?” As we entered
into that first interview, we seemed to be feeloug one another’s claims to Christianity.
Jianna’s belief system matched that of studentsyipast three cohorts of
undergraduates: Those who were most vocal aboutGheistianity typically held
beliefs that fall under what Bruce Bawer (1997 eleld “legalistic Christianity,” where
there is a focus “on law, doctrine, and author{{y.’5).

Carter Heyward (1999) posed the question, “Whais desus whom people like
me and unlike me claim to have met as a friendrothler, a lover or savior?” (p. 2). She
described the “variety of double images—simultanemagyes of power as well as
vulnerability ... a powerful presence and a suffetangther” (p. 9) that reflect Jesus the

man. Heyward noticed, however, that this doublegenia missing from the political
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platform of the Christian Right, where Jianna ltdd tne that she situates herself. That
Jesus is a socially and historically constructgdrie (Pelikan, 1985) and the literal
actions that he took as a human being are two thap$ieyward (1999) saw in the
message of conservative Christianity. One reasothi® is

that Jesus of Nazareth must be kept in the backgrptecisely so that Jesus

Christ as Lord and King of All can be fashioned addred by those who are

right. This Jesus Christ becomes thereby an icdmunfan aspiration for

economic, intellectual, gender, racial, and otlemt of social, political, and

psychological control. (p. 18)

In both our interview and in classroom conversatibanna readily called on
messages that she heard projected from her predtéyarvard (1999) has suggested that,
historically, there have been four images of Jesflscted from the Sunday morning
pulpit by conservative Christians: “Jesus Chrishathoritarian Lord; Jesus Christ as
moralist; Jesus Christ as adversary against hisiese Jesus Christ as obedient son of
his Father” (p. 19). These images contrast stamitly the images put forth by Marcus
Borg (1994) of Jesus as “spirit person,” “teachfavisdom,” “social prophet,” and
“movement founder” (p. 30). These conflicting imagxpose a fundamental difference
between the religious understandings and expersenfceonservative Christians like
Jianna, and more progressive Christians like mey Gavid Comstock (1993) captured
the manifestation of these divergent understandit@wistian Scripture and tradition are
not authorities from which | seek approval; rathley are resources from which | seek
guidance and learn lessons as well as institutizaus! seek to interpret, shape, and

change” (p. 4). Because the central and commaof terr religious beliefs is so
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differently constructed and experienced, it is dassee how Jianna and | can express our
similarly-labeled religious beliefs in such contradictory way

Moving Toward Both/And

Settling into the cloistered office environment foat first interview, Jianna
seemed initially hesitant, worried that our prew@&mails had started her off on the
wrong foot:

“Yeah, | mean | guess with all of that | wrote dgwmvanted to tell you that |

don’t want you to feel, like offended, because h’'tlavant to come across that

way, but | guess it’s just defending how | feel abthings, but | don’t want to
come across ...”

| tried to reassure her: “Yeah, well we're bothrdpthe same thing. We’re both
defending where we’re coming from.”

“OK,” she ventured. “Yeah. We’re just explaining @k we’re coming from. ...

So for me the biggest thing is that | as a Chmisteel like | need to share the

truth of the Bible and salvation of people. Ancbh& want to come across in a

way, you know like | said, that is going to pushgien down somebody’s throat.

I mean, that's just not cool. | mean, that's noetod does. So, but | do feel

like we need to talk about and share. So when sep®thing that contradicts

what the word of God is saying, like, | want to toyclarify that because | mean, |
don’t want anyone to be led in the wrong directiorbe led astray or, you know.

That'’s just where | come from.
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And this began our first faem-face dialogue about how we could, from our own
particular religious positionings, address the segdstudents for whom gay and lesbian
issues are pertinent. We first meandered througlidfideas about slavery:
Jianna: “OK. | can see where you’re coming from ktithe same time, it doesn’t
come right out to me and say, OK. Let’'s have shaviethink he was just
addressing a present issue that was around atdliatnd age.”
concepts of reader response as it applies todbuldiren’s literature and Biblical text:
Jianna: “I know especially, like withhe Devil’s Arithmetiave definitely have a
lot of interpretation of it, even within our clagsd | think that even with the
Bible, yes, because there is historical contextlyave to take consideration.”
and the meaning of “Jewishness” during Hebrew Biiinhes and today:
Jill: “I think that we don’t live by the LeviticaCodes anymore, even though
Judaism is a part of Christian heritage. Peopleslegitfish and mix their fibers,
you know? And part of the essence of being Jewesh tivat you didn’t do those
things.”
This relaxed, giveandtake conversation stands in stark contrast to diarearlier
written and spoken language surrounding her relgjmositioning. At the time that our
children’s literature class read texts about gaylaabian children’s literature, Jianna had
not yet begun her own inquiry research. In her kgraup’s discussion about the
previously mentioned articles there were no trateBalogic conversation. Some
participants in the discussion seemed to align sedves with another group member,

and then against Jianna. Defensiveness ruled thescsation:
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Jianna: Like to me this [homosexuality], this in mgw is, that | think it's wrong,
but in somebody else’s view is that it’s right. Ridhere, there’s two different
beliefs. And so my problem and issue with it isttifathey can come in and talk
about that as being a belief that they can talluali@nd teach about it, then why
can't other religions come in and talk about thaliefs?

Cindy: Because you're bringing religion into whaiybelieve. Like, that’s not a
religion. If someone is gay, that's not their redig. Just like being heterosexual is
not your religion.

Jianna: But, it is their belief still, | mean, ygoow what | mean? Like, we’re not
allowed to come in and impose our beliefs to infleeat all, 1 don’t think those
beliefs should be brought in.

Cindy: When it comes to homosexuality, there ismsh religion that comes into
it, and | understand that it is written in the Rilsind all, but isn’t, like, isn’t a part,
isn’t being Christian not judging?

Jianna: I ...

Cindy: I'm not saying be acceptable, be a goodygherg, but just the fact that,
you know, not judging anybody. You know, | mean]ike, | don’'t know that
person, | don't know what they do, and accept thas.

Maggie: | mean, you're going to have all kinds wfdents in your classroom that
may be facing this situation through their pareatghrough themselves, and so
you being Christian is not going to change théaslyle. And | feel like, by you
having such beliefs and not being able to sepénate from dealing with your

students, you’re going to alienate that child.
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By the time the class was moving away from smailgs, Jianna had clearly stated that
homosexuality was not something she was willinggal with in her classroom,
regardless of whether or not she had studentssaitie gender parents or not:

Jianna: | don’t have a problem with saying thatehere different types of

families, but that’s where | would leave it. | wdalt go into same sex families,

because, you know, then | feel like | am promotimat belief system and | am

talking about it. And another reason that | woudddna problem with the

literature is because it does go into detail peomeald feel, and it and it brings

all these emotions out and | think that could seadfluence children and you

know, lead them in the wrong way. | just, | jushddhink that’s something that

needs to be brought into the classroom. I’'m noirggyHey, you know, don’t be

that. Don't ... whatever.” I'm not. I'm just sayingdbn’t want to deal with it in

my classroom. | don’t think it needs to be in theessroom.
As we moved into a large, whole class circle torgdlbhe small group conversations,
Jianna remained fairly silent. Other members ofclass repeated some of the assertions
she’d made in her small group, and Maggie and Cjauied in the lively discussion. |
felt myself watching, not interjecting, wanting thariety of students to control the
conversation. My voice, | thought, had already bleeard through the choosing of the
texts. Discussion continued in groups of two, thesel four as students filed out of class
together.

Along with the other members of the inquiry grod@nna received the
transcripts of all five of the small group discuss—we had a gathering planned for a

week and a half after the “gay and lesbian” clasthat we could share what we’d
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noticed in our talk with each other. | was curial®ut how Jianna would react to the
differences in group discussion, and if she’d jjgi@rsome of our scriptural banter.
Arriving a little late, Jianna joined the group anal the large conference room table in
my department’s meeting room. As she sat downadh@tted apologetically that she
had only read two of the five transcripts. As merslzg the group discussed the
differences among the five small group discussidiana listened intently. In every
other group aside from hers, there had been margecsus. Either students had agreed
on whether or not homosexuality was an approptaie for elementary school
students, or students discussed at what age amlatioextent a discussion around gay
and lesbian issues would be appropriate. In onemrihere appeared to be more
consensus because the dominant voice in the grecgnie the prevailing opinion, not
allowing for divergent opinions to be voiced likevas in Jianna, Maggie and Cindy’s
group. Jianna, Maggie, and Cindy’s discussionntleenbers of the inquiry group agreed,
was the most polemic of the five.

At Jianna’s next words, | think that my mouth ploadly dropped open. “Well, if
we hadn’t read this and talked about it, | wouldibw to address it in my classroom.
Seeing how other people might approach it helps@eehow | might.” Not only had
there been a shift from, “I don’t want to deal wittin my classroom,” but she seemed to
be genuinely glad thathad chosen to deal with issues of homosexualitgyislassroom.

Later that week at our interview, the change inthaking was even more
apparent. However, she maintained her scriptuaalcgt about the sin of homosexuality:

Well, how do | put this? Um. It's not that | waetindermine you or anyone else,
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it's just that | believe that if you are to be imight relationship with God, we do
our best not to sin. And if we do sin, we needdio far forgiveness so that we can
still be in right with God. And | think that basezhd I'll say, based on the way
thatl've read the Bible and th#ite understood it, um, | feel that anybody that
chooses to walk in what | see as sin um you know,day will go before God’s,
you know, throne and you know, God will say, “Dadasm me you who live in
iniquity. | don’t know you.” Because we choose tayhe disregard some things
in the word that he did consider sin. And when Wwease to live in disregard of
that sin, then we’re not really making him the lofdur life because we’re
saying, “OK God, I'm going to all this, but justinibis.” And it's not just
homosexuality, it can be a lot of other things. juit makes me sad because |
don’t want anyone to get before God and then natdeepted into heaven
because they didn’t make Christ the lord of thi&¥: ISo, that’s kind of where |
come from.

Jianna also expressed an understanding that héiopagas not the only position to be

valued in her future classroom:
Well, | always believed that | didn’t want my stundie using any kind of
derogatory um terminology with one another. Sthat were to come up, | would
definitely address it, and just be like, you kn6¥ou don’t say that. It's not
right.” And | would explain why. So that hasn’t hgachanged because | already
felt that way before the readings. Whaischanged is that, um, before hand |
never really thought about the need to have toesddt at all in the classroom in

regards to, you know, if | had a family who hasguas that were homosexual, or
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if there was a kid that was. | never really thougihdut having to address it. Now,

| see that it could be a prevalent issue, so ledrio address it. But | think that

I've come to the conclusion that | would just sggu know, “There are people

out there who believe it's OK to practice it. Arfeete’s people who don’t agree

with that and, you know.” | think | would just kiraf leave it at that. | mean. |

wouldn’t feel comfortable bringing a book in likdve House You Pass on the

Waybecause | just feel like that is much more interatd shedding much more

cultural light on that, and | just don't feel likéhave an obligation to that, so. And

| have to be honest, because | don’t know if | veaehing a family, if | would

necessarily just talk about that kind of a famihjass | knew that there was a

student in my classroom that, you know, could identith it, or if their family

was that way or whatever ... cause | wouldn’'t waetiho feel singled out.

That's one thing I've learned from readings andrfrour class discussions is to

talk about that there are families like that. Yoww. Um. | don’t think I'd have

to go into much more detail. Because | wouldn’trgo much more detail about

other families either. So.

“It comes from both sides”: FindinQur Way Out of the “it” Bind

As our first semester of inquiry, learning, teachiand dialogue came to a close,
Jianna dove head first into her personal inquirgsgion. She wasn’t sure where to begin,
so | hesitatingly offered her several reading s&las about how teachers had addressed
issues of homosexuality with their students. | vaarthat the selections that | had chosen

would appear too orgided. | wasn't sure, | told her, if any of whdtdd to offer was
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written from her theological perspective. She sgadyand told me that she’d pick and
choose.

| still marvel over the beginnings of our engagadatjue. How had we gone
from incompatible approaches to an issue to a gli@lconversation even as we
maintained our firm stances in our original posii®@ That original “it” of resistance,
silencing, ignorance, and exclusivity coming froatle of our sides was shifting. Or, at
least our sides were shifting. It seemed that weewe longer occupying binary space,
but finding common ground within our established &irmly maintained dichotomous
positions. At what moment had we moved from defegdo questioning? More
specifically, when did Jianna trust that a) | wontit abuse my power as the teacher to
penalize her for her stance, and b) we could acledye and actively participate in this
collaborative learning from each other?

Freire (1970/1993) wrote that “education must begih the solution of the
teacherstudent contradiction, by reconciling the poleshaf contradiction so that both
are simultaneously teachemsd students” (p. 53). Maxine Greene (1988) posedethes
guestions: “Does not one have to act upon one&lfse along with others—to take the
initiative, to break through some boundary? Dodsone have to claim what are called
‘human rights’ to incarnate them in the life of amemity?” (p. 3). If as teachers we are
striving to create a community with the possibilitfyfreedom in our classrooms, we
cannot be the only classroom member working towtrasfreedom. Clearly, Jianna
wants to learn how to value all students in heureitlass—over the course of that first
semester, she recognized how ignoring an issuedmitadicted her strongly held

religious beliefs could be damaging to children.she was learning to break through this
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boundary issue, | was having to learn how to heatlinking between the lines of
religious language that has previously marginalimedwith its accusatory tones. We had
to “act upon [our] freedom along with [each] otHer.

In order to become an authentic community, teacmerst provide spaces, share
power, and anticipate resistance so that they @ak with students to create a classroom
with a common goal. Looking closely at practicege&@re (1988) drew a picture of what it
might mean to imagine the boundaries of classramsmsore fluid: “We might think of
freedom as an opening of spaces as well as persgeatith everything depending on
the actions we undertake in the course of our gtlespraxiswe learn to devise” (p. 5;
emphasis in original). Greene (1995) argued thaareecalled as teachers to “find ways
of creating situations in which persons will chotsengage in cooperative or collective
action in order to bring about societal repairs"@@) within our teaching and learning
communities. In order to change our lives, to lhedter lives, to revise our living, we
have to think about and critique the most normgxbets of ourselves. This is not a solo
act. The ideals of freedom from oppression mustibeovered collaboratively. “They
have to be realized within the transactions areramanges of community life. Moreover,
they have to behosenby living individuals in the light of the individis’ shared life
with others” (Greene, 1995, p. 66; emphasis inivaky. In a classroom community, the
collaboration of the students and teacher to fiagsmo create a more just society must
be based on the lives of all members of the comiyamd take into consideration how
those lives affect each other.

Without having the benefit of course readings omecipatory pedagogy, Jianna

put her faith in the process. Her courage in askiagoriginal question over email, “Is
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this just somebody’s opinion, or can you find steip that supports your stance?” was
the beginning of our dialogic space. Challengirgytéacher’s position can be a
dangerous act. She, as Greene (1995) imploredrgtudied teachers to do, actively chose
to engage in the “transactions and interchangestiokexperiences “in the light of [our]
shared [lives]” (p. 66). Perhaps the high gradé@enpaper, even though | clearly stated
that | disagreed with her position, helped herdsttthat we could build a relationship
around the issue of homosexuality. Or, perhapsihst began during that first book
group around Harry Potter when | helped createespaa hostile setting for her
dissenting voice. Regardless of when it occurrezlhad found a place where a challenge
was not a threat, but an opportunity for understand

Reciprocal Learning

Once our dialogue began, Jianna and | never lobkek. She took seriously my
claim that | situated myself as a student of mygshis. She borrowed a page from Shor
(1992, 1996) when, repeatedly over the course thf demesters, she offered advice for
making our class a more dialogic placedtrstudents. | was frustrated by the frequent
lack of conversation in class, especially in costtta the rich engagements among the
members of the inquiry group and me (which willdigcussed in the next chapter).
Reminded by Shor (1992) that in critical commumitistudents are invited to join the
teacher in studying their community and conditiassceresearchers of their own
culture” (p. 169), | took advantage of the emeone interview sessions to ask members
of the inquiry group for their suggestions on hovbting elements of our dialogue into

the classroom setting.
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Like Maggie and me, Jianna had noticed the resistahmany members of our
class to discussion about sociopolitical issuesefMasked her specifically how | could
alter the structure of the class so that studergbtfeel the level of ease and safety that
she felt in dealing with issues of sexual orieotaiin particular, she theorized, based on
her own experiences and struggles with the toply, ivhadn’t worked:

| don’t know because, like I've said, with us I'pest kind of felt really

comfortable and not just in the inquiry group butlass, you know? | mean, |

haven’t felt threatened at all, and | don’t knowywdgther people in the class have.

... | know when we had our first discussion in clasglos issue, | was worried. |

wasn’t sure how you were going to come acrosd, lovas going to be attacked

for believing what | did. And maybe other studefiets that, too.
McLaughlin (2000) described the challenges of djaamong students and teachers
and found that students felt silenced when thectteris so consumed with the control
issues in the lesson that listening is not poss{iplel9). My power to write the syllabus,
choose the texts, and require that students bata amd talk about issues that already
felt threatening and uncomfortable to them mightehled to underlying assumption that
I wouldn’t be able to hear any student critiquehaf difficult topics. Or worse, students
might fear that | would hear only their negativepenses to the texts and not their
rational for critique. These assumptions could Hadeo resistance.

Or, maybe they just don’t even want to approachybe they're afraid. ... It

seems like it might be something on their pamight be something that can’t be

fixed until they’rewilling to open up and just talk about it. | me&don’t know.
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Jianna’s critique of her classmates brings to minoks’ (1994) assertion that “education
can only be liberatory when everyone claims knogéenh a field in which we all labor”
(p. 14). She recognized what | suspected—I coulidnde students to discuss issues that
they weren’t willing to think about. However, Jiansoftened her critique with her
deeper understanding of who her classmates were:
One thing | was thinking about was that, when yad asked me if | felt
threatened. | think one big struggle with me ig) kaow, “OK, God, how do |
handle this?” Because ... | feel so adamantly abowtIHzelieve, and ...l want to
honor that. ... So, that can be a really hard plaeeaBse at the same time, | want
be fair, and | want to make sure that my thinkimgight about what I'm thinking
about and | want to make sure that at the sameitilimes up with God’s word
and so it's a really hard thing to do. Because afltimes I'm like, “OK, gosh am
| being accepting of this?” And | don’t want to ceracross as being accepting of
it. You know? But at the same time, | don’t wantytou know, administer
disrespect or anything like that. And so, that'st joeen one of the hardest
struggles. And maybe that’s another thing thatople®ple struggle with, and so
they don’t even want to approach it. Because tleetyimking, “Gosh if |
approach it then I’'m dishonoring God and I'm disbiong his word.” And, you
know, and I'm talking about people who are comiranf a Christian perspective
like | am. ... Because | can’t necessarily speak donesone who doesn’t come
from the same background or same belief systeni thmtSo I'm just offering
that insight from my perspective. So, um, mayb&shahat it is. A religious

internal struggle. Because you want to make sweythu’re true to what you
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believe. Or, like | said, maybe it was just a nrabtethat they were feeling

attacked. You know? Maybe that’'s what it was, dreytfelt that if they engaged

in a conversation or even listened to someone elagbe they felt challenged
that it would somehow compromise, you know, th@ndeliefs on the matter.

Or something like that. You know what | mean?

At the same time, she offered critique that couddira shifting student resistance into
dialogue by telling me what had and had not fekdtening to her:

| felt like there was a little bit of tension indtsmall groups, but | knew that when

we disagreed that it wasn'’t a personal attack g, but | guess there was just

a little of that, um. But in the whole class dissios, it didn’t feel tense at all.

Because people were hearing and getting their pomt. And taking turns. So, |

didn’t feel any tension at all.

Jianna’s small group in the fall and Maggie’s ie 8pring exhibited more
characteristics of debate, while our large growping those same classes were filled
with more carefully considered words from the eighten students (some inquiry group
members and some not) who regularly participatatiese larger meetings. Jianna
referred to Alexa:

Because, you know, like Alexa was sharing in class she viewed a challenge

and a threat differently. She was in that wometdss; and that professor was

pushing her beliefs on her where it made her faelatened where she didn’t
want to speak up, do you know what I'm saying? 8uorik that's important that
you just say, “OK, well here’s where | stand, bu¢ryone’s entitled to believe

how they want.” And that’'s what creates that saf&ce.
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As Maggie informed me, my attempts to bring divarsiees anonymously to the class—
with a script created from responses to gay armidaschildren’s literature in the fall (to
be discussed in Chapter 4) and the butcher papkeispring—had failed to establish
places where students felt that all ideas, notjuse or those of the loudest members of
their group, were valued. Jianna understood theptmxity of trying to shed light on
multiple voices when she spoke of the created serifhe gay and lesbian literature class
session:
| would probably change taking excerpts of peoples'ds because sometimes,
like, we don’t know the context, and so people miggt the wrong idea of what
was being said there. So, | think that would beigbae with that. | think | would
just stick with having people bring in their prasemal responses and just, you
know, share them within their groups. But, thegratg them in groups might
sometimes be more difficult. People might not slerenuch as when you take an
excerpt out, but, um, | guess that would be thexgbd would make.
As Jianna became more and more forthcoming witlchigque, | felt like she
had been the one immersed in readings about ¢ittigairy and liberatory pedagogy.
Perhaps in light of our own dynamic dialogue aroteldjion and homosexuality, the
solution to the debate/dialogue binary seemed aisvio her:
And | wonder, you know, what if you were to havelass discussion on that?
And just be like, you know, “Look we’'re talking aliothis subject, and there are
some people who seem a little apprehensive ablkirtdaabout it or whatever.
What can we do to have dialogue about this?” | veoriicthat would be a good

place to start?
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She saw how the pedagogy enacted within the inguoyp resulted in co
learning and cenvestigating among all inquiry group members, uilgchg me. Her
suggestion reminded me that this pedagogy shouldena privileged one, reserved for
those who committed themselves to dialogic reseamchconversations by joining the
inquiry group. I am reminded by bell hooks (199#ttteachers committed to
emancipatory pedagogy do not expect that theirestiscreflect and act alone, as it seems
| expected my noinquiry group students to do. They were not privyite same levels
of personal sharing of past experiences that tbepgmembers were, simply by the
nature of our smaller gatherings and individual tnes.

The risks that | took in stepping into the potdhtiaontentious waters of
religious conversation with Jianna were not thelkiof risks that | willingly took with
the class as a whole. Like Jianna, | wonder whatldvbave happened if I'd opened the
same kind of spaces in class as | did in the izggioup? I'd hoped that by requiring
students to engage in texts that might challermgagly-held beliefs and then sharing the
diverse voices of all class members anonymoustguld empower students to speak
without a fear of being silenced. But hooks (19845 clear that mere empowerment is
not the goal of emancipatory classroom pedagogya #escher, she expects students to
engage in questions about power with her and stiethiem. She invites and expects
critique of the classroom and larger communitieeims of voice: “Who speaks? Who
listens? And why?” (p. 40). Engaged pedagogy isrdicual learning process, and it is
from this collaborative and dialogical learningtthation stems. Jianna pushed me
toward collaboration with all class members in ortdeincrease the potential for

dialogue.
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Moving Towards the Edge

Jianna expressed the dichotomy between classroace smd inquiry group space
when she advised me to just say where | standsoiessand invite the rest of the class to
do the same. That, she contended, would be enougleate a space safe enough for
dialogue to occur.

But, | thought I'd done that—perhaps using a motglsumethod—uwith scripts
and butcher paper and my-offpeated, “I expect that we’ll all have differepimons
here, and that's OK!” Surely, | thought, my studeoduld pick up on my stance from
both the texts on the syllabus and the questias&ed them to explore surrounding those
texts. Moéller and Allen (2000) suggested that, amyninnovative or creative methods
that | might use to ensure that students’ voiceweard, in reality around controversial
or threatening texts “there were no safe placeajémumber).

Fecho (2004) brought to light the idea that thieaways present in classrooms
where critical inquiry pedagogy is enacted. In fatthe beginning of the class session
described by Maggie, | asked students to think aauote from his book. | wrote it on
the board, expanding it to encompass the issueddhe had read about:

Far too many schools prefer not to raise signiticaurestions about race, [class,

gender, sexual orientation, or language diversigdause they make many White,

[middle class, heterosexual, English speakerskifeeatened. However, by not

raising those questions, educators daily cause rmlaitgren of color, [working

class backgrounds, sargender parents, neBnglish speaking homes] to feel

threatened by the silence. Why is the latter tblieralthough the former is not?

(p. 88)
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If teachers and teacher educators are going te isssies that speak to the marginalized,
somebodys going to feel unsafe. This is an uncomfortadaige that | think is necessary.
The inquiry group moved towards that edge togethegestigating their own issues of

discomfort. Why did they not fall off?
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CHAPTER 5
COLUMBUS COMES OUT: CLASS DIALOGUE ABOUT CONTROVERAL
ISSUES
“Most teachers simply aren’t prepared for this.§uiry group participant Andrea
spoke in class the feeling that many of my studentisis and other classes have
vocalized around a myriad of issues, from racisinaamophobia to Christopher
Columbus. Even if teacher educators, as Carol Brufhillips (1998) wrote, prepare
“teachers to acknowledge that the diverse racidlctural contexts of children and
families are important to maintain and emphasizdéeducational process,” there is a
gap in how we “fully prepare teachers to undersiarmbnceptual and practical ways
how to eliminate the impact of society’s negatigsponses to diversity” (p.56). While
she wrote particularly about racial and culturashiher assertions ring true in my
experiences with a variety of controversial topsgidents might be willing to read or
talk about issues that they find challenging, beytwant to leave those discussionsgt
classroom door. | wondered if something more thaaréace treatment of controversial
issues would help students think about ways t@nate those issues intioeir
classrooms.
In this chapter, | return to the Children’s Litena class and the first semester of

the study to look at how | attempted to teach sttglo engage in dialogic conversation,
rather than immediately silence conversations atmpits that they found controversial

or difficult. | wanted to create a space for dialeghat would help my students “achieve
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understanding from a variety of perspectives, sieshgland criteria” where they would
“be encouraged to come to a more sympathetic utahelisg of the different points of
view and to appreciate different perspectives @i (ISingh, 2002, p. 216). If teachers
have engaged in dialogue about how to addressax@mgial issues when they arise in
the curriculum—as Columbus or the Civil War might+to classroom culture—as
racism, sexism, or homophobia might—perhaps thdiyfeal prepared when the moment
comes.

The Children’s Literature class presented a forantle kind of dialogue that |
was hoping for. Singh (2002) defined dialogue asetation we enter into, get caught up
in, get carried away by, or are changed by” (p.)2M®st students came to class well
prepared for discussion—perhaps because the tekts discussed were mostly
enjoyable children’s literature with supportingiegs. During the fall semester, | heard
reports from another of the students’ professams ¢bnversations begun in our
Children’s Literature Class continued in the hdotwing class. Students assured each
other, | was told, that their differing opinions, grarticularly, the desire and reasoning
behind their feelings whether to use books with giag lesbian characters or not did not
change their respect for each other. Apologies wexée in this professor’s class for
statements made in my class that might have conmssas divisive or attacking. Singh
(2002) wrote that “with regard to controversial ladaor value issues, ... dialogue would
aim to achieve understanding from a variety of pecsves, standards and criteria that
people apply in their defea and criticism of judgments” (p. 216). This apgekto be

the case during the discussion of gay and leskmues, as well as during the discussion
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surrounding the myth of Christopher Columbus whooke student in particular found
challenging.
Timing is Everything: When do you introduce what topics?

This Children’s Literature class was only the sectme that | required all
students to read a book with a gay or lesbian chargone time befordjolly’s Secret
[Garden, 2000] had been one of four contemporalyste fiction choices for one class
session). | learned with my previous students\ale some appreciated the story and
the need for tolerance (some even noting the éifiez between “tolerance” and
“acceptance”) in public schools, they could eadigmiss the books because, as | was
told over and over again, “I just can’t relate ¢eling like this.” Other students felt
dismayed at this level of dismissal. One studethéprevious class emailed me that
knowing “that my views are not popular, | did npeak up as much as | should have in
class.” She noted that her colleagues often saidthiey would never have to deal with
gay or lesbian issues because they wouldn't all@mtto come up in their classrooms.
Macedo and Bartolome (1999) noted that this israrnon escape route used by teachers:

By focusing primarily on teaching methodology [ggposed to multicultural

issues] with respect to the education of culturdifferent students, even well

intentioned educators who want to give subordinatadents voice fall prey to
the weight of their complicity with the dominaneimlogy, which often remains

beyond interrogation. (118)

Another student reported that she was shockedsilgoce when she heard a colleague
say that, if she gave a child up for adoption dmelfeund out that the child went to a gay

couple, she would want the baby back. | was dsfgadi by my inability to provide space
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for multiple perspectives about these books, asadl thlat | was unable to help students be
more open to thinking about using literature thatlienged their thinking and beliefs.

In frustration, | talked with my mentor and childie literature scholar Joel Taxel
about how | could approach these books in new wéyswing that | always include an
exploration of Columbus books on my syllabus, hggested that | place this class before
the “gay class” so that students are more in agiagjuestion ideas that they’d
previously known as truths. Because it is a ceasunid story, Joel's experience had been
that Columbus can be a safer gateway to discussarg contemporary, but just as
challenging issues.

Would Columbus Be Smooth Sailing?

| taught the children’s literature class during thk semester when my students
sper the month of October in an elementary school otesa. As part of our discussion
of historical fiction, we read Jane YolerEscounte(1992) and Michael Dorris’
Morning Girl (1992) along side articles exploring the Columinysh presented in
American culture as truth (Yolen, 1992b; Ingber92PWe read these texts after
students returned from the field in November, arshyrhad taught the traditional song
and dance of “in fourteen hundred and ninety twalp@bus sailed the ocean blue,”
following the same curriculum that their mentordieers (and, likely, their own
elementary school teachers) adhered to. Upontbadiing of another perspective to this
story, many students, including those in the inggioup expressed in their writing and
during class discussion outrage about the misseep in their own educational

backgrounds, and anger that this myth is perpeduatiny.
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Some inquiry group members took a critical apprdade readings and to their
past educational experiences. Jianna’s statemenfdlad with indignation that | can
only hope follow her into her teaching:

When we keep silent and allow history to be alteveglare giving someone else

power over us. We give them power to take advanmsé&ge and strip us of our

identity. ... As future teachers, we must make ibapto stop this ... [because]
by not acknowledging the truth of [our] ancestqast, [we] choose to condone
their actions.

Likewise, Alexa wrote after readirigncounter(Yolen, 1992):

Why aren’t we taught this in school? Is it necegs$arshow these other points of

view to our students? | believe that it is. Whestarted reading, ... | felt almost

cheated that | had never heard of these thingsdefod that | had not been given
the opportunity to question whether or not Columbactsially ‘discovered’ the
new land.
Not all students appreciated the Columbus textsg&iwondered after reading Yolen’s
(19929) text about the Taino people what the purpose was:
What kinds of memories woulencounteroffer to the Taino people, if there is
not much information left on them? | understand #®Americans we could
honor them as a people that once lived and walljlied off by Columbus, who
would benefit from that memory and honor? Not tlagnd people.
Ginger seemed offended by the presentation opirispective that contrasted so
drastically from the version of the Columbus stthrgt she’d always held as truth. About

the diseases brought to the Native Americans, Giwgete, “The whole idea of these
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unfortunate circumstances of the fatal sickness as st that. Unfortunate.” Later she
wrote, “Let’s think about this, Hitler was a diatatwith the full intention, until he was
stopped, of wiping out all Jews. Does that stofrars recognizing his ability as a leader
and speaker?” She concluded by stating that theuerer described in Yolen’s (1982
book was “unlucky for the natives” and that it didseem “that what happened to the
native Taino people ... could be helped.”

While most students’ experiences of the texts warglar to Jianna and Alexa’s,
some students expressed dismay at the readingsuygh none as intensely as Ginger).
Many wondered how to share this new understandirgdementary classrooms, worried
that parents might not appreciate the destructi@myth so perpetuated in American
culture. In our class discussion, many studentsesged their beliefs that, now that they
knew of text with alternative perspectives preseéntieey would feel fraudulent not
sharing these with their students.

As we continued to discuss the two children’s #étare texts of the day (Dorris,
1992 Yolen, 1992), the issue of authorship came up. We had, iregipus class, read
Mildred Taylor’s (197) Newberry Acceptance Speech in which she discusseser
African American heritage and the stories of héndds childhood bring power to the
stories about the Logan family in her award winnogk,Roll of Thunder, Hear My Cry
(1976/1991). Occasionally, in their responses tdiouitural literature, my students had
written that, because they didn’t belong to thealamr socioeconomic group that the
characters belonged to, they couldn’t connect thighstory.

| asked during the Columbus class if they stilidetd, as they said they did after

reading Taylor's speech, that an author needeeltmb to the group about which she
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was writing for the work to come across as autleeti if they personally needed to
belong to the group in order to make connectiorih thie text. Jane Yolen, | reminded
them, was after all white and Jewish—not Taino carof other Native American tribe.
None of my students were Native American, eitheeaBy moved byEncounter(Yolen,
19929), students immediately said that the right auttoarld help anyone identify with

the plight or life of the characters in the stawgardless of race or time period or culture.
In particular, June made the comment that Yolen2mdlis had helped her to step into
the shoes of someone in another culture, and gthblought the issue to life for her.
Another student made the statement that, afteingade Columbus texts, her job as a
teacher had just become harder. She said she ka¢site would feel compelled not to
protect her future students from issues that faceety, just because they are hard to hear
and difficult to find developmentally appropriatays to discuss. “I don’t know how I'm
going to talk about what Columbus did with firsaders, but | can’t just skim over it!”
Punching her comments with flailing hands this esiicemphatically added, “And it isn’t
just Columbus. Imagine all of the other historieaénts I'll have to relearn so that I'm
not miseducating!” June joined in, “Yes. As teashiers our job to teach. Not to shelter.
We should talk about challenging things so thatstudents don't feel like we did
[reading the Columbus texts] when they find outttiu¢h later.”

As class ended, | was elated by the indignatiorstugients voiced about their
lack of historical knowledge. Students expressed teed to become more educated
about historical events, and asked for suggestbosit how to start this inquiry. |
suggested visiting different museums and histoptates within driving distance of our

university, as well as that they read books likess My Teacher Told Mand check out
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periodicals such abeaching TolerancandRethinking Schoolthat give suggestions
about how real teachers have countered historigdisnn their classrooms. In my
teaching journal, | compared this class sessidmto | felt when | took my first
women’s studies class. My students had spoken dbaching the way that | felt about
feminism—nothing would ever be the same again. Tty knew better, and would
work to change things for themselves and theiresttsl

The delight that | always feel after an invigorgtitlass where students use texts
to willingly push themselves beyond their comfarhes washed over me as | gathered
my belongings. As students put their assignmentfierront table, Ginger approached
me.

“I wanted to hand this to you, um, and to tell ybat some of my opinions about
what happened when Columbus came over have chénged.

| raised my eyebrow. | hadn’t yet read her respquageer, so | merely responded,
“Really? Did you write your new ideas onto this pefy
“No, but I just wanted you to know.”

Had Ginger engaged in Singh’s (2002) definition ielajue—getting “caught up
in, get carried away by, or are changed by” thergftange among members of her
discussion group (p. 215)When | read Ginger’s paper, | was horrified by bmaise of
Hitler’s leadership and her blasé treatment ofdiseases inflicted upon the Taino. |
emailed her, asking her to clarify what ideas haahged for her. In her rewriting of the
response, she continued to exalt Columbus’ skidl navigator, and to claim the
importance of sharing that skill with her futuradgnts. However, she no longer

questioned the truth concerning the use of thedramslaves by Columbus and his men,
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“Slavery is a horrible thing, and nobody shouldrdwe subjected to it.” After reading
pieces of Columbus’ diary at my suggestion, Girfgegther changed her view, “| can see
that Columbus’ intentions were not all good.” Thimnge in Ginger’s thinking from an
extreme to a more moderate position based on dialagth her colleagues, and further
reading (which, | believe, she would have beenedds without the classroom dialogue)
gave me hope for our next class session duringhmliewould discuss texts with gay
and lesbian characters and how we felt about tlasion of these kinds of texts in the
elementary school classroom.

Making the Leap: From Columbus to Gay and Lesbihar@cters

In preparation for the next class, students begaaileng me their initial thoughts
to the required articles—"Breaking the Silence: Bteries of Gay and Lesbian People in
Children’s Literature” (Casement, 2002) and “DamgesrDiscourses: Using
Controversial Books to Support Engagement, Diversihd Democracy” (Lewison,
Leland, Flint, & Mdller, 2002). These articles peasideas concerning gay and lesbian
literature (and other controversial texts that addrissues of race and nationality) such as
“one of the most effective ways to demonstrate igitg to gay concerns is inclusion of
excellent quality gay and lesbitimemed literature in a curricula and classrooms”
(Casement, 2002, p. 205) and “the [controversiatlks are important, but only serve as
catalysts for conversations about meaningfulvealld topics—topics that too often stay
outside the classroom door” (Lewison, Leland, FléatMdller, 2002, p. 224) that many
students hadn’t confronted before. The emailedaresgs covered a wide range of
perspectives, from outright rejection of such ideasonfusion on where they stood to

acceptance and a desire to promote these idelasiirfuture classrooms.
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We began the next class session sitting in a anfctdairs in the middle of the
room. Hoping to ensure that the diversity of posisi on these texts were heard at some
point during the classroom discussion, | had coesdd a script using words from every
emailed response to the texts. | attempted to baltre script so that one set of opinions
didn’t dominate the beginning or the ending of mading. Before class, | cut the scripts
into strips and passed a strip to each studeritaddhiey’d be read in the same order that
you see them here. Nobody knew whose words theg reading or which of their words
were used.

Class Script

Why can’t we incorporate this literature into tHass so students are aware that not
everybody has the same families?

When and is it appropriate to talk about certapids? When do we know when to stop
or not even talk about it at all?

Children should learn that everyone is not the samkthat these differences between us
make each of us so unique.

| think that many people forget how beneficial ieplenting these texts could be and just
think about their own personal opinions.

Homosexuality is not something that | believe id &rgoes against my morals, so to
include literature of the sort, | would feel likevhs supporting a cause that | believe to be
wrong.

Maybe | just grew up in a sheltered environment,lfaid not know that there was such a
thing as being gay or lesbian when | was in eleargréchool and | do not think many of
my classmates did either.

| am definitely going to censor the books that tmdents have access to in the classroom
and | am not willing to put my job on the line irder to read a controversial book in my
classroom.

| am not trying to choose those religious beliefercothers religious beliefs; | am just
trying to stay out of the issue.

Although, | do not choose to implement these baotesmy classroom, | do think these
books should still be written and published. Thameplenty of children who will benefit
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from this literature. | will even recommend thésmks and authors, with the parents’
consent, to students who are growing up in gagsisian homes or who believe that they
are gay or lesbian.

| want to do what is best for my students so howlcas a teacher, keep from choosing
literature that does not reflect my own biases?

How can | choose literature that is multicultutalt not controversial or offensive to
some parents?

I think that this literature is more likely to betgnto a classroom in the city before it
would ever be put into a class out in the country.

This article was one that | really haven’t thoughout before because | really don’t want
to have to think about it.

| am the type person that hates confrontationsschrthat | just try to avoid them all
together. | know that this isn’t the way that | altbteach children, but I really don't
want to rock the boat.

This is a hard subject for me to deal with.

| feel thatchildren should not be exposed to this topic, simply begaiis not a topic
that children should deal with.

Casement labels someone in a conservative positititeing extreme in language and
action, and says that they look at those who opties® as being an€hristian and pro
Satan. | consider myself to be a conservative petsat | do not believe that someone
who is a homosexual is pf®atan. | do not agree with their decision to be dgeRrual,
but I do not possess the qualities mentioned irattiele. Thus, | feel that Casement
takes a very stereotypical view of those who oppesebeliefs.

| feel that if parents are so strongly againstdiseussion of gay and lesbians in the
classroom, then we, as teachers, need to leapetdt thhem to talk with their children
about such topics.

I would like to use literature with gay or lesbigmaracters in my own classroom.
Should homosexuality be considered as multicultural

We all want the best for our students, however,tuhbest?

I do believe, that we can touch on controverseulés and teach acceptance, without
zoning in on one controversial issue; however gifggiment then arises, that silence or

keeping issues buried, will not be productiveml o torn on this issue, because | truly
do not know how to approach this.
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Children’s literature is probably the safest waadtllress difficult topics, so | suppose |
can’t oppose to such books in my classroom.

How can | rationalize the need for gay and lesliemed books in my classroom to a
parent or community member who hates gay people?

Who decides what is “right and wrong” when it corteshildren’s literature?

I think that most of my reasoning is stemmed frognmorals, values, and religious
beliefs. | understand that most of us will be ke#ag in a public school that is supposed
to be separate from church, however, we all knat dtmost nothing in this society is
that way.

Because of my Christian beliefs, | do not accephdsexuality.
So are homosexuals born or created?
| know what the Bible says.

There are other things that are becoming more &alolep Sex before marriage is
another one. People living together before magriago should we start including
literature in the classroom that involves storiepapple living together and sharing a
bedroom before marriage?

Literature including homosexuals will not be on gielf in my classroom unless | am
forced to have it there.

| was proud of Ms. Hefferman for introducing Sléseip to Freedom Road her
students even though she questioned it. Ms.Heffieana the four reasons for using
controversial language touch on in the article egene courage to invite controversial
literature into my classroom.

What | do know is that students are dead becaesectioose to end their life, but just
because they identified themselves as homosexesl it give me enough proof for
why a particular student might have committed sigci

When | think of multiculturalism | think of otheoantries, customs, religions, and ethnic
groups. When | think of homosexuality | think olifastyle.

| am a Christian and for me homosexuality is awihbecause | say it is but because my
God saysi it is.

This topic is very controversial and many of ud pibbably attempt to avoid talking
about it in our classrooms; some of us will dodgtause they will not have an idea how
to start the discussion, others will simply be idfi@f parental reactions.
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Is not excluding gay/lesbian literature from ourratulum almost like excluding
multicultural issues?

| think that as citizens of the United States weeha responsibility to support all children
from all different types of families, thus puttiogr personal feelings aside.

If we as teachers feel threatened to introduceagaylesbian literature into the
classroom, then how do we expect students that damethese types of families to feel
comfortable in our classroom? | think that evandsnt deserves respect in the
classroom, and I think that giving students a warié literature to read, regardless of the
family content, is only one way that we can vividlyow our support. Students should
not feel threatened to come into our classroomsogedly participate because of their
family situations.

Things like sexual orientation should be left a tloor of the school.

Here in Georgia, presently, it is not openly acabfg to be homosexual.

| truly believe that it is more acceptable to tet thildren who live in these situations
read this material and keep it to themselves.

How do | react to a parent that tells me | am tearBomething that suggests | am
teaching his or her children “sinful” behavior?
WhatHappened?

We circled the classroom two times, reading thedi® opinions and questions
posed by each other. The steady tones coming femim @ass member’'s mouth were
starkly contrasted by the raised eyebrows andstefting when the more polemic
statements were read. After the final statemerdsjalestions were read, students stared
at me expectantly. And silently. Taking a nervoteslth, | asked them to get into their
small groups to talk about the articles, the ltier@ and the words that they’d heard
during our reagaround.

Before they wandered into their cloistered grodigaid, “I want you to think

about this question. Um. Because | was thinkinguabius as | was reading your
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responses. We talked, we’ve talked a lot about,getting into other people’s shoes with
the issue of authorship, um, lately. And a lot ebple talked about, in thdWtorning Girl
response that they felt like they were really ia §hhoes of the characters and it really
helped them understand them better. So, | wondeseeln are we more willing to step
into other people’s shoes and why is that? | wanttp bring that question into your
conversations.”

What did students talk about?

Nobody addressed this final question, nor did anyoake a connection back to
their experiences with the Columbus texts unlesggetifically asked them about it when
| came around to their group to listen in on thecdssion. At least on the surface,
students didn’t make the kind of connection betwibentwo issues that I'd hoped. There
was a variety of kinds of engagement with eachradhd with the issues. Some merely
brushed over the issue with everyone agreeing anhmmosexuality should (or should
not) be treated in the classroom. One of thesepgrappeared to be made up of people
all of the same mind while the other allowed thendwting opinion to silence the one
student with a marginalized view. Other studerdgslited the complexity of knowing
how to approach a topic that they found morallyng,cout that might be a central part of
their students’ lives. The dialogue in these grosgrsed a deeper purpose than that of
the previous groups'—students engaged with eacr atid the topic to think about
solutions as opposed to agreeing and moving othir ¢opics of conversation. The final
group reached a level of dialogue that exemplikegire’s (1970/1993) hope for dialogic

learning:
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Dialogue cannot be reduced to the act of one p&rsdepositing’ ideas in
another, nor can it become a simple exchange asitiebe ‘consumed’ by the
discussants. Nor yet is it a hostile, polemicaliargnt between those who are
committed neither to the naming of the world, rethte search for truth, but
rather to the imposition of their own truth. Becadsalogue is an encounter
among women and men who name the world, it musbeat situation where
some name on behalf of others. It is an act oftineait must not serve as a
crafty instrument for the domination of one perbgranother. The domination
implicit in dialogue is that of the world by theatbhguers; it is conquest of the
world for the liberation of humankind. (p. 70).

The students engaged in this final discussion n@izeg each other as equal humans with

different opinions whose experiences could edueatd other more fully.

Groups 1 and 2: Mutual Confusion Leads to Dialogue

In the first two groups, confusion permeated dismrs Conflict about how to
mediate their personal beliefs about homosexuwaiitly their beliefs about teaching
every child with compassion and justice ruled tladodjue. They were also very
concerned about their teaching environment—woudy tie putting their jobs in
jeopardy because of parental or administrative eorscwith the issue? By questioning
the text and their own beliefs and experiencesiitémbers of these two groups entered
dialogue from a place of inquiry. Freire (1970/1988ggested that this is the only place
to truly grow intellectually: “For apart from inqyi, apart from the praxis, individuals
cannot be truly human. Knowledge emerges only gjinaovention and rnvention,

through the restless, impatient, continuing, hopefguiry human beings pursue in the
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world, with the world, and with each other” (p. 5Bpuncing ideas off of each other,
these two groups, rather than coming to concratelasions, made discoveries, took
risks, and thought deeply about their approactotdroversial issues and texts.

Comparing the difficulty of teaching Columbus freanmew perspective with
addressing gay and lesbian issues, June statnKlit's different to read books like
this [with gay or lesbian characters] because gamould get mad about it, and | don’t
think that parents would get really really mad atbyou brought in Columbus.”

“Yes,” Annie added, “because you’re not talking abmorals. You just take the
innocence out of a child when you do that.

| pushed Annie, saying that talking about sex wath® issue, but talking about
different family structures was, “So, what happ#iy®u have a kid with same gender
parents in your class?”

Annie replied, “Well, | guess I think that wouldfaetely be different, um,
because if the kids know about it, then you knoat the issue is already like raised. And
| think dealing with it. | mean, teaching the kidsaccept them would be OK, but not
necessarily to accept the lifestyle that their ptadave, you know?”

“Yes.” June’s face was contemplative as she tobteath and tried to put her
thoughts together. “I think that there’s a waydadh the students in your class to know
how to respect each other and be accepting of mother, no matter what lifestyle they
live or their family lives, you know that everybodgeds to respect one another. But |
think there’s a way you can do that without poilesin telling the whole class how their
lifestyle is. | think that’s one thing | definitelyant in my classroom, is everyone to feel

accepted and loved in my classroom. But when iteodown to an issue, you know if
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other students are making fun of somebody, I'm gaaput a stop to that. But | think
you can do that without explaining to everyone @ know, what's going on in their
life. I think you can say, ‘Everyone’s differentv&yone has different issues in their life,
and you know, we need to love and respect everybédy | think you can just leave it
at that instead of going into more details.”

Before | moved on to the next group, | asked tlstisdents what it was like to
participate in the script reading. June repliedails what | was saying earlier, that it
was just really powerful, like ...” Annie continueéitthought, “ To hear like one person
totally against it, and then another who is for it.

“Yeah,” said June, “Like, when | read this one,dsnike—I readl know what
the Bible says,” and | was point blank. Blunt. Alike, | don’t know, like | read that.
And | don’t know, not that | disagree with it, Huvas just like, | felt, | don’t know.”

Before this class, Annie and June might have néagrght about what to do if
the issue of homosexuality were to arise in thanre classrooms. Perhaps they never
thought that it would be an issue that they wowdento deal with. In my class, however,
their willingness to engage with an issue that tbeyglearly find immoral speaks to their
willingness to dialogue. Freire (1970/1993) wrote:

The radical, committed to human liberation, doeshexzome the prisoner of a

“circle of certainty” within which reality is alsinprisoned. On the contrary, the

more radical the person is, the more fully he @& ahters into reality so that,

knowing it better, he or she can better transfdrmhis individual is not afraid to
confront, to listen, to see the world unveiled.sTperson is not afraid to meet the

people or to enter into dialogue with them.” (p).21
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While June and Annie might not see themselvesadicals,” others who approach the
world from a similar reference point to theirs ntighnnie and June were, as Freire
suggests, “not afraid to confront, to listen, to #e2world unveiled,” as they took steps
to think about who they would be as teachers aérdie students. They had to begin to
see the world through a wider lens—to step out @if titircle of certainty”—and their
dialogue enabled them to do that.

Likewise, students in the next group troubled thesponsibilities as teachers.
Before reading these texts, members of this groightnmot have thought about the
importance of addressing the needs of childrehengy and lesbian community. About
the articles, Lucy said, “Like, there’s a coupletufgs that | read that, um, like she says,
‘... Children will begin to see themselves and faeslin books, and straight kids will
see that the experience and feeling of gay anddesiouth are not so different than their
own.” And | was really thinking how one really ptge thing was, you know they were
talking about how gay and lesbian kids were conimgjtsuicide because they were so
unaccepted, and you know. Well, | don’t know if dwd talk about it or not, but | would
probably ... I just feel like, you know, kids needo® aware that they’re still people. And
that we should respect them, and that we shoulliket, tease them about it, um. And
then, it's up to them if they want to accept, Bot hot for exempting. | think they should
realize that they’re still people and they havdifgs and emotions and that’s the thing
that | agreed with when | was reading the article.”

Another student agreed, “Yeah, | don’t know if lwid, you know, with the
whole class because, you know, like how it talkiedud parents might call for your

dismissal, but maybe if | knew of a child, like tltame to me for help, or that the parents



164

had told me, if their parents had told me abouttloe something, then maybe | could
suggest ...”

Students leaned in and nodded in a collective, hY'eaith Lucy finishing her
colleague’s thought, “Books like that somebody daelad, like, with the parents’
consent. Like, if they ...”

As Lucy’s voice trailed off, another colleague pidkg her idea, “Yeah, cause,
like, if you don’t have any kids in the class thag either gays or lesbians that are
rejected, then maybe you would never bring, arydbuf did, if you did have that issue
coming up, then you probably should talk about mutertainly shouldn’t hate them!”

Lucy concluded, “Yeah, | definitely don't think thyou should just push issues
like aside. | feel like they might come up wittkdj teasing or hurt feelings towards
someone. You can't just push that aside. It shbeltalked about, even if it's just, like
oneonone with the student or in a small group, it needse discussed.” When her
colleagues nodded, she continued, “I just thirghuld be brought up if you do end up
having a child in your classroom that maybe doe® lsamesex parents, and | think it
should be addressed, especially other students kbowt it and they are, you know.
Then I think it would be a good time to read a babkut it just to let them know that, it
is not necessarily common, but it makes it a siexdor the student. But | don’t know if
I would, you know, read a book about it just foe theck of it.”

At this, Lucy’s group discussed their fears abagtuding such controversial
literature in their classrooms. One said, “Yesg likwould be worried about my job, like,
seriously if I just ...” Followed quickly by, “And thparents, you know?” Lucy agreed,

“Yeah it is a controversy.” Then, she returnedi® text of her response to the articles to
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clarify her position, “One of the questions | wretas, ‘Are books about social issues too
disturbing to include in an elementary school alass?’ And | think it just depends on
how you go about incorporating those books. Likeytdefinitely shouldn'’t just be
thrown on the shelf for students to pick up andiy@ad then just walk away from. Like
somehow, you should monitor the books that studeats so you can discuss the book
with them.”

Like members of Annie and June’s group, studentsicy’s group were initially
tentative about the inclusion of gay and lesbianés in their hypothetical classrooms.
These students, as Shor (1996) suggested, “[exped¢the class as a laboratory for
alternative seltlevelopment” (p. 75). Through dialogue around & tiext they might
never have encountered outside the boundariessoldss, they began to envision
themselves as a new kind of teacher—one who wotliigimore controversial issues
because it is easier, one who thinks about howotdx within the confines of parental
and administrative concerns while still addressimgneeds of all of their students, one
who thinks about her pedagogy, rather than justatpg the pedagogy of the past. The
students in this group were willing to take risksdhallenging themselves to a new
vision. The dialogue with other struggling and dizitéd colleagues provided a safety net
for this risk.

Groups 3 and 4—0One Way Conversations

A third group of students ran out of topical conaéicn and shifted into talking
about the difficulty of getting a job in a localwstty quickly, as they all agreed that there
was no question: Gay and lesbian issues are afptdae world, so they should be a part

of classroom teaching.
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Sue said, “I think it's important to bring it upreehow, even if it is just like in a
picture book. Just to, like help tolerance issmesoiciety. Not just if you have a gay
student, but just so students are at least intredigo they could be more tolerant.”

Andrea agreed, “Maybe if they can just be expoeddlk about that because
they’re still going to be immature about it untiely learn about it.”

Before class, Sue even did research on the ridlgayand lesbian people in our
state, telling her group that the possibility oimg students with samgender parents is
likely because, You can adopt children in Georgia if you are gayl bwas researching
it, and it's in way more states than | thought.d,ikthought it was hard to do, but Florida
is the only one where you can't.”

Sharing the experiences of gay people that theywkittee students in this group
had different comfort levels about the extent thayy would address the issue, but all
said that they wanted gay and lesbian people nesst be a part of the fabric of their
classroom. Freire (1970/1993) wrote that “dialogaenot be reduced to the act of one
person’s ‘depositing ideas in another, nor carddme a simple exchange of ideas to be
‘consumed’ by the discussants” (p. 70). Withouteairck to change their positions, or
students in the group that challenged their appré@agay and lesbian issues, dialogic
conversation was absent from this group. Studefitshle conversation with more
information and with their ideas confirmed, butiwito increased reflection on the issue.

A fourth smaltgroup focused mostly on their Biblicalyased opposition to
addressing gay and lesbian issues in their classpeven if they happened to teach a
child with samegender parents. While they concentrated a litl®@bithe texts for the

day, the center of their conversation focused eir thoral opposition to homosexuality.
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Mae started the group’s discussion with an inteatiog of sorts. After one student asked,
“What do y’all think about the article?” Mae sighadd responded simply, “Well.” The
first student continued, answering her own questikimda in my response, | tried to
keep an open mind when reading the article, welyally, | don’t think it is right, but

that I think it is important.”

Beginning her line of questioning, Mae asked héleague, “But would you put
it in your classroom?”

The student ventured, “Yes, | think ...”

Interrupting her, Mae accused, “You would?” Shentihvent around the circle,
“Would you ?” Every other student in the group @sged that they wouldn't include
gay and lesbian literature with Mae concludingwtiuldn’t either.”

This interrogation set the tone for the rest ofdilseussion. For a dialogue to
occur, Habermas (1990) suggested that “participards argumentation are forced to
make substantive normative presuppositions” thaude “to respect one another as
competent subjects; to treat one another as equialgrs; to assume one another’s
truthfulness; and to cooperate with one another88). The tone set by Mae suggests
that she did not come to the group with these p@ssitions in hand. One student clearly
came with questions that reflected the discussiodsine, Annie, and Lucy’s groups.
Instead of challenging their own positions, thesotstudents used their agreement on the
issue to dominate discussion. Like Sue, Gingesdide research before coming to class:
“Well, | was going to say. | found an article froRocus on the Family. And it shows,
um, that it is really not, you know, just becaussupposedly that you can be born like

that, does that make it right. There are people @ changed. It might be just what
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you've been exposed to in your family. But doeg tlexessarily make it right? | mean, it
just shows that, there are people who can dealtvt) and if, and you could overcome
it.”

Mae agreed, “I mean, | think we all believe in Bible, and the Bible says God
created everything, and if God created someonaiway, then He contradicts
Himself.”

Continuing from the assumption that, not only didgeoup members “believe in
the Bible,” but agreed with their interpretatiorigite Bible, these two inquiry group
members added their experiences with lesbiansetéatbric of the conversation. Ginger’s
cousin, an out leshian, centered Ginger’s thinkiath for her textual response paper, and
the group discussion. This firend relationship with a lesbian shifted the cosaton
to discussants’ beliefs about God’s creation ofgbdBoth Mae and Ginger actively and
openly shared their belief systems, which includes¢éegendered deity.

Ginger said, “My big thing is that my cousin thirtk&t God has put that in her.
But | showed that it's not. Because He would ndtqgmmething like that. | mean He
would not. Because you couldn’t get into heavenwdald not make them do something
against Him so He could destroy them.”

Mae added, “I know in my paper, | used a scriptheg talks about | think all the
people that get into heaven, and it includes mardeAnd God didn’t create people to
be murderers. He didn’t created people to be drAnkl. he didn’t create people to be
homosexuals.”

Ginger and Mae led their group’s continuing disaussbout their belief that

homosexuality is a sin because, they believe,dhals sexual orientation is a choice.
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Mae’s experience with a lesbian was through hé&efatand helped her to bring light to
her belief about the sin of homosexuality. “I thihley can go to help it. My dad is a
pastor, and he knew this girl and she was ingaitl she wrote my dad saying how she
had gotten her life in order and all of this tygestuff. And at the end of the letter she
said that he felt like he needed to know that she &lesbian. And so, he wrote her back,
and he gave her scripture on it, and he said yowKrdon't feel that, I'm not
condemning you for that, but it's a sin. And if ybelieve yourself to be a Christian, then
you need to address this sin. And, | don’t thin& skier wrote him back, but that’s just
one way to look at it.”

Another student suggested tehedoesn’t believe that homosexuality is a choice.
Her male cousin, she sharattempted suicide three times because of theaxdintion
between his religious beliefs and his homosexuaBinger countered her colleagues
statements saying, “One of the scriptures like kipait in here, Not only those who
commit all these different sins, but those thatj gnow approve of them.” They are also
considered to be simple in mind. But then, God dpes you that hope that you can
change andie will help you, and you still do have that hopdéetoming, | mean going
to heaven. You just have to overcome it. And Goltlivellp you overcome anything that
you put your mind to.”

Ginger's comments—insinuating that this studentigsoo is “simple in mind,”
effectively silenced her colleague for the resthaf conversation. Freire (1970/1993)
wrote that “the man or woman who proclaims devotmthe cause of liberation yet is
unable to enter intoommuniorwith the people, whom he or she continues to kgar

totally ignorant, is grievously setfeceived” (p. 43). Ginger refused to allow another
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student’s ideas to enter into communion with henoBy paraphrasing Biblical phrases
with authority, she used social privilege to adwaher belief as the correct one, not
allowing for any alternative to this personal rsali
Their group ended their discussion with Ginger atjpg the words that she’d
written in her article response, “How can anyonewifior sure whether student suicides
are directly related to homosexuality or anythitggdor that matter? What | do know is
that students are dead because they choose tbandfe, but just because they have
identified themselves as homosexual does not geeemough proof for why a particular
student might have committed suicide. | questi@séhsuicide statistics.” Ginger,
perhaps because she did not agree with the regutie study presented could not accept
their results. New information could not sway hpimions. This contradicts Freire’s
(1970/1993) requirements for dialogue:
Dialogue cannot exist without humility. ... Dialogwes the encounter of those
addressed to the common task of learning and acsinmgoken if the parties (or
one of them) lack humility. How can | dialogue #lways project ignorance onto
others and never perceive my own? How can | diaafjuregard myself as a
case apart from others—mere ‘its’ in whom | cameabgnize other ‘I's? How
can | dialogue if I consider myself a member ofitikgroup of ‘pure’ [people],
the owners of truth and knowledge, for whom all meeambers are ‘these people’
or ‘the great unwashed'? (p. 71)
In Ginger’s feeling of correctness, she moves Ipamions into the realm of fact,
and those who disagree with her into the realntloeé great unwashed.” She, and to a

lesser extent, Mae were not willing to allow foteahative positions on the issue of



171

homosexuality. They believed that they were right] there was no questioning of this
position. Freire again:
Dialogue is the encounter between [people], medihyethe world, in order to
name the world. Hence, dialogue cannot occur betileese who want to name
the world and those who do not wish this naming-wieenh those who deny
others the right to speak their word and those whight to speak has been
denied them. (p. 69).
Mae and Ginger’s silencing of their colleagues gshreir own understandings of Biblical
text and privileging their experiences with lesbpgople over their colleague’s filsand
knowledge, denied the possibility for dialogue tour.

Group 5—Polemics Turn to Dialogue

The dialogue of the fifth smafiroup was discussed in the previous chapter—
Cindy and Jianna dominated the conversation weir thpposing views, but left with
words of respect for each other, though they didn&nge each others’ positions on the
issue. To get to this point, their dialogue tookscsharp turns with loud voices and
interruptions and many places of clarification.ekfsome initial interrupting and
defensive talk, Jianna started to clarify, “I thi@K, | think you guys, OK maybe I'm
jumping to conclusions, but | think you guys argisg that, like that | would
automatically just discriminate against those aieiidand like hate them and treat them
differently than | would anyone else in the classno That’'s not what I'm saying. What
I’'m saying is that, | don’t agree with that, anéith are a lot of people that don’t agree
with that but there’s a lot of people that agrethvhat. And so | think that bringing it

into the classroom is like, to show, or to influersomebody else to think that way. And |



172

think you just can’t do that. Because if | caninigrmy religious beliefs into the class to
influence with what | believe, then ...”

Cindy pushed her, “So, you just don’'t address thidg at all ...”

And Jianna responded, “I would, well, if someoneswalike to do something
hateful or hurtful, I would address it to say, yoww, there are different people that
agree that it’s right there’s some people thataghmat it's wrong.”

When Cindy disagreed, “See | wouldn’t do that. wdm't give right or
wrongness to something into a classroom,” Jiannaeudato be sure that Cindy
understood that Jianna wouldn’t push issues umgerug, “But, | am addressing it.”

Pushing Jianna again, Cindy asked, “But, who isngai's right, and who is
saying it's wrong? Me? You? Like, | don’t have tghority to say, ‘you’re right’ or
‘you’re wrong.”

Jianna’s response sheds light on how she will agagbrany issue that comes into
her classroom, “But | think you deal with thingledithat ... Let's say something like that
was brought up, in a current event. Bring that ydar classroom, talk about it. Talk
about why those types of behaviors aren’t rightd&se that is different than talking
about all the actual acts themselves and the aetoations and feelings associated with
it, and the feelings that people have when thegXmeriencing it, | don’t agree with that.
| don’t think that needs to be brought into thesstaom. And I'm not afraid of it, | just
think it's wrong. And that's my belief. And I'm eitied to that belief, just like someone’s
entitled to have the belief that it's OK.”

Similar to students in other groups, Cindy’s peed@xperience with a gay

person expanded her discussion during this “inrffedialogue, “Like, one of my
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friends, her brother is gay. He went to the sargl Bthool as my brother, and they
ragged on him because ... and he had to move toaettfschool, you know?”

Jianna’s compassion for people came through imdsgonse, “I'm not saying
that that's OK.”

Interjecting, Maggie tried to point to how the gamsis that elementary school
teachers take have logsting consequences, “But see, | think that eaglycation could
prevent that.”

Continuing their conversation, Cindy asked Jianhatvghe would say if students
told her that their family constructions were roaditional, with one dad or a st@arent
or samegender parents. Jianna’s response showed her ssokien put on the spot, and
also her strength of convictions, “l would just $hgt that's the way the world is. That
there is that out there, and some people thinkOKs and some people don'’t think it's
OK. That's where | would leave it. | wouldn’t takeany further than that. Because for
me to say it's OK goes against what | believe, tad's wrong. Like, | can’t talk about
that. Like for me, that’'s wrong. And | don’t thitkat I’'m doing anyone any injustice by
saying that | think that’s wrong. I’'m not sayinghate you.’ I'm not saying, ‘You're
awful for feeling that way.’” I'm not saying anytlgrike that. I'm just saying that, that's
out there and some people think it's OK and sonoplgedon’t. But for me to start
teaching it like it's OK, that’s what | have a pleim with. Because that’s not for me.”

Finally, Cindy felt clear on Jianna’s position,diiess that's where the confusion
was. Was | thought you just didn’t want to addiiéss all. Like you just saying that, yes,
that's someone’s choice, and that there are maogl@evho have chosen that path, and

there’s many people who haven’t chosen that pdtlo, mave gone the other way, then, |
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mean. | understand you’re view on that. | guesssunderstood that you were just like,
‘No, I’'m not going to talk about it.” You know? Bauase that child would be like, ‘huh?’
But just saying that there are a lot of choicelf&and some people choose this and
some people choose that, doesn’t make anybodyefiffeor it makes people different,
but it doesn’t devalue you as a human being.”

Transcribing this group’s discussion, | was strbgkhe dialogic nature of the
discussion from beginning to end. As Singh (20Q@)gested, their dialogue was a
“‘communicative relation, ... guided by the spirit adabvery, exploration, interrogation
and the norms of respect for persons, [and] egueit reciprocity.” (p. 215) Students
explored each other’s thinking until they felt tiiagy clearly understood the others’
thoughts and opinions—not needing to agree, butinged understand. As required by
Freire (1970/1993), this group’s dialogue was cttarized by constant reflection on
one’s own, and on each other’s positions: “In diaéal thought, world and action are
intimately interdependent. But action is human omhen it is not merely an occupation
but also a preoccupation, that is, when it is nchatomized from reflection. Reflection
is essential to action” (p. 35).

As the time for smalgroup work came to an end, studentgoiaed the circle
that we created at the beginning of class. Whexesthipt provided a space everyone’s
voice during the opening of the class sessiondéiiefing session at the end of class
was dominated by a few people. Mae and othersrigtoeip repeated their opinions in
this large group setting with members of Andrea 8nd’s group contradicting almost
every statement. Cindy, Maggie and Jianna occaéygoaed in with statements about

the role of teachers as informers and to help évlénce towards those who are
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different, but the dialogic nature of their smaibgp, as well as June and Lucy’s groups
was entirely missing from this erad-class meeting. After fifteen minutes of baahkd
forth arguing, | brought the class to a close byreg “Clearly this conversation isn’t
over, and there are lots more opinions to sharehspe that you continue to think and
talk about who you will be as a teacher, and howwdl welcome a diversity of ideas
into your future classroom.” As students filed ofitlass, it was later reported to me, the
conversations did continue with students eventuadheeing to disagree.

Is there a connection between the two classes?

While the connection between the Columbus classt@day and lesbian
literature class is not immediately clear, | befi¢kat the dialogue in the second would
not have been so rich without the ground work laithe first. In the Columbus class,
students actively embraced the texts and challetoggsvidely acceptedstruth
American myth that Columbus was a hero who “disced&America, while in the class
centering on a very controversial topic—gay andibas themed literature—some
students rejected the idea of even accepting thdésts would be aware of these issues,
and others readily stating the importance of inolusf these texts in their future
classrooms. Students came to the gay and leslsiaesslass having participated in an
open dialogue where drastic belief shifts had beade in a supportive and safe
classroom space. By beginning the gay and leslhges gvith a script that included
voices that disagreed with each other and withriseuctors view points, students could
find security in divulging a diversity of viewposjtand with voicing confusion around a
very complex issue. The safety that they had egpeéd in the Columbus discussion

seemed to carry over into the gay and lesbian cemssit is clear both from students’
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written responses and from the transcripts of thiallgroup discussions that most were
not afraid to state and support their points ofwie

Dialogue Equals Power

Dialogue has power. Singh (2002) wrote that th@pse of dialogue “is not
necessarily to achieve consent but to achieve Igasiice for everyone” (p. 218). In the
three groups where dialogue occurred, studentsaabéreir minds to the ideas and
opinions of others, and in the process, expandeidabilities to interact with people who
are different than they are. At the end of the daydents in these groups didn’t always
agree with each other. In fact, some still didmbk what they believed. Butbelieve
that they will be more prepared to extend a welogniiand to more students in their
future classrooms. Freire (1998) wrote:

In my relations with others, those who may not hanesle the same political,

ethical, aesthetic, or pedagogical choices as myssEnnot begin from the

standpoint that | have to conquer them at any @oBbm the fear that they may
conquer me. On the contrary, the basis of our ameowught to be a respect for
the differences between us and an acknowledgmeheafoherence between

what | say and what | do. (p. 120)

While Mae and Ginger and other members of theidlsgnaup used religion as a
conquering tool in their group, students in groape and two were working at the end of
class to help their words and actions coincide nBlthey don't believe that
homosexuality is a morally valid expression of séléy havesaidthat, in their roles as
teachers, they want to welcorak students. They are working to gain the tooladtthis

way, regardless of who the students are, or winat &f family they come from. And
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Cindy, Jianna and Maggie engaged in dialogue astanof creation” (Freire, 1970/1993,
p. 70). Not only did Jianna work through and vazaler ideas and positions as a future
teacher around the issue of homosexuality, butyCamtl Maggie—who could have
dominated their group in much the same way that 8akGinger dominated theirs—
used dialogue to engage in the give and takejstening and responding, the
challenging and being challenged that they willcheecreate spaces in their future
classrooms where dialogue is welcomed. When thewngain in positions of power as
teachers with grading and pedagogical privilegesyleen their opinions or approaches to
controversial issues put them in a marginalizedtipostheir active role in dialogical
conversation could serve as a model. Dialogueaieriging and sometimes threatening
to firmly held convictions. Is this why some stutkeremained in the study and some

left?
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CHAPTER 6
INQUIRING INTO INQUIRY

And | think that most [students] in our class dnenking ... that everything'’s fine, and
that they’re views are certainly right about allthiese issues. | mean, and | think that a
group like ours wouldn’t, | mean, those studentsild't get anything out of it because
they don'’t really care. They don’t have anythindearn. They’re not trying, you know
what | mean? Those of us in the group, like, | gukdn't think like that. We might not
have agreed with each other, but | think that’s whig group was good. But, | mean, like
I’'m only 22, and | mean, I’'m sure that there’s aoléhlot of stuff that | don’t know, and |
mean, you know, who's to say what I'll be thinking years? Or, you know, who knows
what will happen? | don’t know, | think you havebwmaware of what you think and you
have to question yourself. And if you don’t questand if you don’t think about them
and educate yourself a whole lot, then you carguarwith anybody. You're just. | mean
you can't just say, “This is so because | thinktth¥ou know, you’ll have people who
say, well I think this, and if you don’t have evide or anything to support you, then your
argument’s pointless. Listening and learning wiike group taught me how do question
and think about my own beliefdvlaggie

| created this study after several years of pg@iton in an inquiry group made
up of elementary, middle, high school, and unitgrsducators (Aaron, Bauer,
Commeyras, Cox, Daniels, Elrick, Fecho, Herm&vitmarth, Hogan, Pintaone,

Roulston, Siegel, & Vaughn, in press). | learneat Bupport from a community of
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researchers is important when doing critical inguWithout the support and intellectual
collaboration from the members of thislié inquiry group, | might have felt frustrated
with the constant risk, the regular brick wallstloe daily challenge of pushing my
students into new territory around issues of raleess, gender and sexual orientation in
elementary schools. Conversations with my colleadrgn this original group—either
during planned meetings or over coffee, at theddrather meetings, before classes—
helped me feel a sense of camaraderie. Other pabplegh doing different research but
still critical research, felt the same frustrations that | dmthBur formal and casual
conversations about our work helped us work thrahghchallenges, and mitigated our
feelings of solitude.

This sense of collaboration, of intellectual suppof group learning was the
impetus for creating an inquiry group with my owadents for this study. As Ropers
Huilman (1999) pointed out, “To me, the power tbatnes with the act of setting
ourselves up to communicate and make meaningsitbabout others comes with both
obligations and opportunities, which, while notiegly clear, are both worthy of
committed exploration” (24). | hoped that by segtirp a group of critical inquirers, my
students would be more willing to push themseleesxplore challenging issues,
particularly because participation in the group wasrely voluntary. | was dismayed
that, by the end of the second semester of they stwat group meetings consisted largely
of my asking students where they were in theirasde my offering of suggestions of
further reading, and students either staring abrtaking notes. Missing was the sense
of collaboration as I'd come to understand it basedny experiences in the inquiry

group that I'd previously participated in.
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But, as Maggie’s quote suggestsy definition of collaboration and collaborative
learning wasn’t the only one at play in the inquarpup. My interviews with participants
at the end of the study helped me to see thatdiynaisg that | could recreate an inquiry
group with very different participant (preservice inservice teachers) doing very
different research (testiased vs. classroom) | missed the valuable andreaty
collaborations and learning that occurred amongimycgroup participants. Where |
thought | had seen failure, students experiencedtiyrand learning. Where | felt
disappointment, students felt a desire to contleaming in collaborative communities.
Clearly, | wasn’t seeing. | was too busy comparing

Where was BeeingFailure?

Students had different reasons for joining the iryggroup, and students who
chose to stick with it throughout both semestedssgi for a variety of purposes. Ropers
Huilman (1999) wrote of her own qualitative inqupgoject participants that “our
motivations for participating in the project varje did our commitments to individual
aspects on which we could focus” {23). She posited that, as-oesearchers, “We are
acting as witnesses in active and dynamic knowlelilgeourses. ... we are acting as
witnesses when we participate in knowing and legraimout others, engage within
constructions of truth, and communicate what weetexperienced to others” (23).
Participants in our inquiry group created a comrtyuwith each other that | was not
always completely aware of.

When patrticipants met with me individually througihthe semester, | was
pleased with the reading and writing that they waimg. | felt like each was personally

engaged with their topic in ways that challengeshtho think about who they would be
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as teachers. Critical inquiry was happening, batcibllaborative piece of the study that
I'd hoped would help participants see beyond tl#s as students into teachers who
would find likeeminded colleagues to engage in teaalesearch with seemed to be
missing. | decided that my final interviews withchastudent would address this issue of
collaboration.

Why did students stay? Why did they leave?

| think that some of the people in class don’elisto other people with an open mind,
maybe. | mean, like, | listen to people with othieswpoints than my own, and like, at
least try to understand where they’re coming froml don’t have to agree with it, but |
can at least admit, “Oh, that’s a good point” or 4ee what she means.” ... But | think
that some people in our class are really (pausgjrstheir ways, and not really, you
know, listening. They might sit here and say thayte listening, but they’re not really.
You know what | mean? Like they’re just kind oklog and, “Yeah, ok” but you're
never gonna make them even understand why youdhiaktain way. ... So, | think the
people in the group were more laid back, and memeustanding of the fact that
everybody has different opinions, but that's ©Klaggie

By the end of the second semester, the inquirymghad dwindled from twelve
members (including me) to eight. Small group cosagons in class around issues of
diversity were often either polemic or silent, wifudents seeming to talk as they merely
waited for class to end. Inquiry group membersnaptied to lead these small groups, but
as Maggie’s statement highlights, their efforteoftell on deaf ears. As | thought about
the dynamic of these remaining group members vétihether and in class, | was

pleased. However, | was unsure as to how succebsfollaborative aspect of the study
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had been. Inquiry group students engaged in thaskof questioning of text and ideas
during class that | had encouraged then to doaim thdividual studies, and that I'd
encouraged the whole class to do through coursengs(eg Hade, 1997). As discussed
in Chapter 3, Maggie tried to lead her small grdigzussions down a path that would
question definitions of poverty and issues of raice gender. Likewise, Sue was
outraged when students wrote during the butcheemeaqtivity (discussed in chapter X)
that they “were tired of talking about [race, clagsnder and sexual orientation].” She sat
down with her small group, and this usually qutetdent demanded of her colleagues,
“How dare we say that we are tired of these coratenss! These conversations are about
our students!”

Our group meetings, however, remained quiet questimtanswer sessions about
how they should approach their research. “What bablould | look at?” “How should |
do a text search online?” “Am | doing this righif¥iere seemed to be very little
collaboration going on—I was merely serving as tteséarch expert” to guide them in
their inquiries. The excitement that | felt afteetfirst semester waned as the
disconnectedness of the second semester set in.NAthgone wrong? Where was the
collaboration? Was there some connection betwgangeoaised in class and the decision
to remain in the inquiry group? And what kinds gperiences of the inquiry group did
the members who stayed report? Were they as disdappas | was?

Where did dialogue go?

After the thrill of the Columbus class and someitaxg dialogue in the gay and
lesbian literature class in the fall semester sitence permeating class sessions during

the spring semester was particularly frustratingg® (2002) wrote that “dialogue
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relations take time to build up. They are developeer time” (p. 223). Likewise, in her
discussion of how to prepare teachers to engatgaohing that promotes social justice,
Phillips (1998) posited that “unlike some lessdret tan be taught quickly, helping adult
student find their voice to change ... conditions megguwork over time” (p. 56).

Looking back on class transcripts from the fall sstar, | saw how a change in both the
structure of the class and the inquiry group affé¢he dialogic nature of our class and
the collaborative nature of our group.

During the fall of the inquiry study (Children’steraturd, our class met twice a
week for an hour and a half each session. The sthewved to a one time, three and a
half hour session per week for spring’s Languags MAtethods class. While our contact
hours were the same, the disruptive nature of a angeek class, and with the
sometimes controversial nature of the topics tretliscussed prevented the kinds of
connectedness around issues that we’d establialted fall. And because most of my
students’ classes had shifted to this once a wetetdsile, they talked about feeling
exhausted in their classes. Remaining engageddansa conversation and dialogue for
two 3 and a half hour classes per school day tsaioll on my students.

The dialogue that took place in the Columbus cassthe gay and lesbian
literature class occurred in an environment ofttrQsir twice weekly sessions gave us a
sense of flow—a read aloud, discussion of the smpehtal articles in whole or small
groups, a break, small group discussion of the telnagmd picture books of the day. Our
relationships could be mediated within that preabitg structure. A critical inquiry
pedagogy as called for by Freire centers on relaligps among and between students

and teachers (Cruzddobson, 2002). These relationships created spacksitovering
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the unknown within their boundaries. Because stiglemew what to expect by the time
the Columbus class rolled around, they trusted e#lodr and the text. They knew that
there would be a place to listen to divergent vaider them to test new ideas with each
other, and for growth around issues to occur. fiskision of multiple voices at the
beginning of the gay and lesbian literature classugh the class script was my way of
reinforcing the idea that all ideas were welcome-t+siiadents could trust that their
grades wouldn’t be jeopardized or their ideas wotilole silenced or ignored just
because they were different than the teachers'sd ldeas were the foundation for our
dialogue. “The precondition for this environmehtrast is that the teacher attempts to
experience the intellectual habitus of his or hedents, and that the teacher is able to
encourage students to recognize those differehe¢srtight exist among them” (Curzon
Hobson, 2002, p. 185). During the Children’s Litara class, there were ample
opportunities to create relationships of trusthitbrough intellectual and personal
connections and dialogue. Curzbimbson (2002) again: “This ‘inclusiveness’ of the
pedagogical relationship ensures that even in wbwihe is confirming the other, for
there not only exists a collective critical spdmét, also a collective caring space in which
potentialities are realized, celebrated and rewHr(fe 186). Both uncontrollable (the
scheduled time for our class) and controllabledsiiis’ willingness to engage, the order
of topics covered, the texts) factors changed #tare of the space within which we
operated in the spring.

The infrequent face time between myself and myesttsd—and not only inquiry
group members—in the spring played a role in mgrpetation of the collaboration

among inquiry group members. Not only did our dlass space feel unsettled as we
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entered—the room was scheduled to be used urginfimutes before class started, so |
missed the usual comfortable and informal convensdime that had in the past given
me a feeling of easy rapport with my students—hudests often rushed off after class,
needing time in the computer lab to finish up assignts for their next class. It became
challenging to schedule inquiry group meetings adostudents’ exhausting schedules,
and as students dropped out of the group, meedimgsg our dwindling members
became informal chats in the hallway before cldsadend group emails. | longed for
the kind of discussion that was occurring at the @fnthe fall semester.

Another difference between fall’'s Children’s Litaree class and spring’s
Language Arts Methods class was the content. Itd€&m’s Literature, provocative
issues were the daily texts. The books | put orsyflabus centered on the issues that |
wanted students to address as they thought abemistives as future teachers. We
talked about the pedagogy on a platform of texthesking social justice issues.
Conversely, in Language Arts Methods, most of exts dealt explicitly with the
teaching of writing and the creation of Writing VWehops. This was the first semester
that | taught this class one time per week. Inpghst, | had integrated texts that dealt with
issues of race, class, gender and sexual orientdiroughout the semester so that we
could talk about writing as a forum for studentsviite about their lives. With the once a
week format, | felt pressure to fit in all of theadings about writing pedagogy in the six
sessions before students went into the field. y adidressed social justice issues through
read alouds and in my omarone conferences with students about their cultural

memoirs. If they so chose, students could avoideargagement in these discussions.
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Who wants to inquire?

Many of my students embratéhe “celebration/tolerance model” of multicultural
education discussed by Boler and Zembylas (2008)y Btated a desire to treat all
students equally, as they said in their discussfayay and lesbian texts. But, they also
implied that they do not feel that this desiredqual treatment means that they need a
GLBT inclusive curriculum because, as Boler and Bglas (2003) statk “those issues
are a private family matter” (p. 113). As | wrestl@ith the decline in inquiry group
members, | wondered if it wasn’t merely the disaection of the spring semester that
propelled the four students who dropped out ofstinely away from our challenging
discussions. They got an initial taste of how lexotpd them to look at multicultural
issues through the class’ discussiomyfinquiry topic during the gay and lesbian
literature class. Perhaps the discussion got tesopal.

In this study, as in Reynolds and Trehan’s (20@t)igpative qualitative study, |
wanted our differences of opinion, of experiendedentity “rather than [be] overlooked
or obscured, be recognised as the basis for uagelisy, confrontation and change, both
within educational programmes and as a consequeratber, wider, social settings” (p.
357). Did some of the students in the inquiry grthipk that | expected them to either
comply with my approach to issues or remain silé&xga society, have we been so
trained to conform that any stepping outside oflithes, even within the boundaries of a
group, too risky, too uncomfortable? Were thesdestis too used to blurring the lines of
difference so that, as many say during discussdbnacism, they “don’t see color” or
sexuality or gender or class? Was acknowledginglififerences too much of a step

outside of the lines for them? As the facilitatbttos group, | felt the constant tension of
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“avoiding irreconcilable fragmentation yet resigtithe eveipresent pull to consensus ...
reflected in the frequent use of terms like ‘respéanderstanding’, ‘tolerance’™
(Reynolds & Trehan, 2001, p. 366) which gloss avdeeper understanding of
institutional “isms.” | hoped to take this groupaglace that moved beyond “mutual
respect” (Reynolds & Trehan, 2001, p. 369) arounttroversial issues, but encouraged
participants—including myself—to question and chadie our assumptions around the
issues being investigated. Likewise | worried, sschtlo and Bartolome (1999) warned,
about becoming a perpetuator of false inquiry, wheembers of the group talked around
deeper issues of racism, sexism, classism and Hoobapby ignoring our participation
in these institutions, while patting ourselves loa back for our willingness to begin the
discussion:
These liberal educators also often fail to undedstasistance as a form of
cultural production that, in some real sense, giviésess to the emergence of
submerged voices of subordinated students. By mib¢nstanding the critical role
of cultural resistance as a learning tool and asxamession of voice, these well
intentioned liberal educators will, at best, embradorm of charitable
paternalism and, at worse, reproduce the very damiileological elements they
purport to eradicate through the teaching of toleea (p. 118119)
Was putting students into situations that pushechtto do this kind of critical
challenging of themselves going too far for somguiry group members? A snapshot
from my research journal of the inquiry group megtihat occurred immediately

following the gay and lesbian literature classq@sn as the rest of the students had left

the room) gives a little bit of insight:
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The inquiry group members and | pull our chairsiattight circle after (what
I've come to call) the “gay class.” Maggie tells about a creationist website that her
boyfriend sent her. “And you know, Creationism, telar. | don’t care what you
believe, but this is crazy.” Apparently, a high sohstudent won a creationist science
fair for his study about how women were createbdadousewives because their hips are
set lower, so therefore they can balance laundigskbts more easily. “| mean, where is
his mother? He’s got to have a mother that suppbhten! And I'm telling you, if he were
my son, he’d be grounded!” The rest of us laughlaither animation and the science of
laundry basket carrying.

As we settle in our chairs, | ask the group how ti®ught discussion went
today. June jumped right i) thought it went fine. Like, like | love to talk@ut stuff
like that. Like, | know it makes some people unoaatble, but | think that different
views make the world go round. And like, | don¥éa problem with me and you
arguing about something, cause, when we walk aitdbor, it's Jill and June again. So
| thought it was fine. | thought it was good fortae exposed to other opinions and
other ways of thinking. But, the only thing thath®wed me was that | think that some
people take it personally. | think that’s what, ttkany only concern about having
discussions like that. It's like, | can do it. Ifine, you know, now. But | think other
people walked out of this room personally naminmest

Nodding, Cindy added,l agree with June. I'm so for discussion groupswbo
controversial topics, but, at the same time, weawery | felt like we were very
respectful and, like, just discussing it as anésgersus, like, personal attacks on people

that have different opinions.”
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Alexa countered her classmates, “But, | think fitaad for some people not to take
it as a personal attack, you know? Because somgiaoe just so passionate about
what they believe, and they just believe that #reyabsolutely right, and when someone
has a different view, to them it’s like saying,u¥fe wrong. Not, you know, ‘I see it
differently.” To them it is like saying, ‘What ythunk is wrong.”

Mae nodded, “l am the kind of person who hatesroonétion. | just hate conflict
...and | worry that people will hold things against.in

Jianna’s reply showed how she and Mae, with simiddigious views, differed
from each other when it came to discussing thosgioas points of view: “Things got
heated up, and stuff, in my group. But | don’t khinrmeans that | think someone’s
making a personal attack on me, it’s just the waynl | get very passionate. | was
hoping that people don't think that | was persopalttacking them, or that | can’t stand
them or anything like that. So, it is a little bitcomfortable because we do get a little
heated up about things.

Maggie added, “I didn’t take anything, you knowrgmnally because | knew that
people would think differently than | did.”

Two of the vocal students in this exchange leftitiygiiry group: Mae saying that
her work and home schedules were too busy, andeArmetause she wanted to focus on
creative writing rather than write about an inquopic. Both of these women felt a little
bit uncomfortable with the level of exchange thatwred—pushing them to clarify their
own positions in the company of students who didgitee with them was challenging in
an unsettling way. Conversely, students who rengaimé¢he study found the challenge a

part of intellectual discussion. They were willittgdialogue, understanding that people
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would come from different places, and that that firas. As discussed in the previous
chapter, Jianna and June are two prime examplete Wikir beliefs and stated moral
values often stood in opposition to those of tts of the inquiry group members, they
found that the initial discomfort of pushing pastit comfort zones worth it so that they
can be the best teachers to their future studérten asked in her final interview if her
inquiry into how to approach students whose vergdichallenge her own religious
integrity and beliefs, Jianna said:
Well, | definitely feel comfortable now, you knowjth how to handle that
situation if it comes up in the classroom, whelleafere, as | said, you know,
well, I'd just kind of ignore it. But, | can’t beoae itwill come up, so now | feel
comfortable in how | would. But then, at the sameet | know that | don’t know
everysituation that's gonna arise, so, you know, | kiicheed to keep
investigating stuff. Keep researching and keepingadbout it. Cause, like, every
article that | read, a new situation presentedfjtaad | was like, Oh my gosh!
How would | handle this?” You know?
After our gay and lesbian literature class, Jias@eded to further investigate the topic
of gay and lesbian issues in education. Insteathwtting herself off to ideas that she
found morally incongruent with her own, this inqugroup member took a decidedly
critical stance.
Conversely, Ginger ran from the topic in publicegm She came to the study as
Jianna’s shadow—as soon as Jianna stated heryrtqpic (right after the gay and
lesbian literature class), “How do | justly teathdents who challenge my moral

beliefs?,” Ginger asked Jianna if she couldesearch with her. The two students
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carpooled to school together, both labeled theresatenservative Christians, and
initially sat together in class. Before the gay &xbian literature class, | had not come
out to my students, although because some stukleews former students, they knew that
| am a lesbian. During the week between the Coldass and the gay class, Ginger
sent me this email:

Jill,

I just have a question for you. this is sometltireg | have been wondering. | have
heard something through the grapevine, and | justted to see if it was true for
myseH try not to go along with what everybody else sdysre it is, but you don't
have to answer it if you don't wantté\re you a lesbian? See you in class on Tuesday.
Have a great weekend!

Ginger

| decided not to respond over email, but to givedger (or any other student) the
opportunity to ask me this question in class. Whdening to the tapes of that class, |
was surprised at how pointedly | asked, “Does arywaveany other questions that they
want to ask me? About anything?” no less than &sinburing the followup meeting
with the inquiry group, | asked again, “Does anybage any more questions for me?
About the class? My topic? My interest in the t@jic

Ginger didn't ask, so | finally responded to heradm

Hi Ginger,

I've been thinking about your question for a whilehoped you would ask it in class on
Thursday thought | gave ample opportunity both in classl amthe inquiry group. It

seems much more appropriate when asked in a grodprea context. It seems that you
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feel this is an important question, and becausée&beng to a community together (both
our class and our inquiry group) it might seem imtgnot to others, as well. Why don't
you ask in a forum where we can all talk aboutgbestion and why it is or is not
important? There will be opportunity in class nexek!
Have a great weekend!
Jill
Ginger’s response left me curious about her trtex@st in her inquiry topic, as well as
her approach to me and to our class:
Jill,
| should have said this earlier when | asked yauastion the other dayl was not only
curious, but it would be nice to know the answethe inquiry group topic that | am
working on. If you don't want to tell me, or yant, just let me know that. See you in
class tomorrow.
Thanks,
Ginger

Ginger’s email showed me that she was aware gbokeer relations surrounding
the outing of a teacher. By not answering her dqoesiver email, but by giving her the
opportunity to ask it in class, | was hoping thanger would take responsibility for her
guestion. | also didn’t believe that me being &i@s was an issue to be whispered
about—it isn’t something that I'm ashamed of orx@&#entionally a secret, and if it was
something that was being gossiped about, I'd rdtaege it in the open. Two factors
could have been at play in Ginger’s decision tostjoa me over email and not in class:

First, Ginger could have been attempting to gawwgydn our class. By only asking such
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a personal question in a private forum, Ginger iinigtve wanted to “have” information
that other students didn’t. Or, perhaps she alréadyv that | am a lesbian.

As a student, Ginger struggled in my class. Shelaely received low marks on
her assignments, either because of blatant punmtuathd grammatical errors or because
she failed to address the assignment. When | obddrer in her field placement, she
struggled so much that her mentor teacher andddadad extra observations and
conferences with her, and asked the director otbkort to observe her as well. By
suggesting that my sexual orientation was inforamathat | perhapsouldn’ttell her,
Ginger sent me a message that she knew that hooalggxcan be punishable. Was she
attempting to punish me, or show me that she hagdver to punish me, for my
assessment of her as a student? After the last, estn@ino longer pushed the question.
As Ginger was telling me that she needed to lela@etudy one afternoon after class, |
asked her why she hadn’t brought the question staésed over email into class or
inquiry group discussion. She replied, “It's todvpte a topic to talk about with so many
people.” Regardless of the multiple issues at pay,email exchange left me feeling
threatened.

Our email exchange occurred at the end of theséatlester, and shortly after the
spring semester began, Ginger dropped out of tllyysEhe had gotten a new job that
she said would take too much time for her to deadieay extra time to academics.
Likewise, Mae—who joined the group because, asabdente, her friends June, Annie
and Alexa belonged—said that she left the studwab®e of a commitment to her job as a
piano teacher. Annie stopped coming to meetingsdaopped out officially towards the

end of the semester because, as she emailed, stedvwa write a creative piece for her
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final paper in my class, rather than write anythabgut her inquiry topic. Alexa stopped
coming to meetings, but never told me that shelesasang the study.
Who wants to get critical?

As the study came to a close, | was curious abbyttive seven remaining
studentadn’tleft the group. These students, like their collesgg had jobs that took
lots of extra time and energy (in fact, her jobtk&pdrea from ever completing her final
interview) and had the same academic obligatioikeasquiry group members who
decided not to complete the project. In her expionaof the careers of critical theorists
in education, Elizabeth Heilman (2003) asked “Whatls of life experiences lead to
critical work?” (p. 247) While our twsemester inquiry pales in comparison to the body
of work that the educators in Heilman’s analysigenereated during their illustrious
careers, there are commonalities between the grbwell-known scholars and members
of the inquiry group who stayed through the erdirely.

Inquiry group member’ seelected topics provide some insight into their own
past educational experiences or current questiotisey looked to their own futures as
elementary school teachers. Jianna posed the gugdtiow can | meet the needs of all
of my students, even those who challenge my ralgleeliefs?” Maggie, a White woman
who wants to teach in inner city schools asked wHim white teachers teach in
culturally relevant ways in newhite settings?” June also investigated the rolelute
teachers in multiracial settings. She was also ligaaterested in parerteacher
relationships in these kinds of schools. As an Agieerican woman, Cindy was
concerned with what it would mean to be teachaoddr in a white school. Andrea, Sue

and Lucy questioned how the socioeconomic stattiseomajority of a schools’ students
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effects how students are taught. Mainly, like tblecdars analyzed by Heilman (2003),
participants in this study “are broadly united hgit concerns about how society and
institutions fail and oppress children and by thisdication to the education and
development of both individuals and society throagtommitment to democracy,
diversity, and social justice” (p. 248).

Some of the participants had “early experienceb afitd understanding of
marginalization [and] conflict with established edtional institutions” (p. 248). Jianna
and Cindy entered American school with a first laexge other than English. At the
university, Jianna was minoring in Spanish (altHougr first language is Italian) so that
she could better address the needs of the grovapglation of Spanish speakers that she
knew she would encounter in local schools. Cindgtevprolifically about her
marginalization from her Asian community becausewhs engaged to a white man.
Maggie worked in an after school program whererslgaelarly engaged with students
whose experiences of racism and classism openeglyksrto her own privileges as a
middle class white woman. Sue talked and wrote how she felt different from her
family and students in her elementary, middle aigti schools—poilitically liberal,
vegetarian, troubled by the sexism that she expee: Andrea’s interracial relationship
exposed her to racism in new ways. On the secop@fdaass in the fall, she told me
about how she’d felt disappointed in the youthhatrch the first time she brought her
Chinese American boyfriend to her-alhite church group—nobody talked to them. Lucy
and June, both actively involved in their own clingx talked about feeling called as

Christians to learn about how to create classrabaisincluded every student.
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Heilman (2003) wrote that “what we learn stays wighto the extent that it is a
part of dynamic and personal experience—the samnedgor what we theorize” (p.

251). More so than their peers who left the stiidg,remaining participants had either
experienced or seen a need to challenge statuslgas. They invited the challenge in
class discussions, in their writing and in theirguit of their inquiry topics. The students
who left the inquiry project rarely joined groupsdlass with students who didn’t think
along similar lines, and usually professed sociatlymed ideas about controversial
topics if they engaged in the issue at all. Like tieorists in Heilman’s (2003) study, the
inquiry group participants who didn’t quit seemedhtaive a “need to reconcile multiple
cultural, social class, and gendered ways of beingithin [their] families as well as in
interactions with wider communities” (p. 255).

Where was the collaboration?

Before my final interviews with inquiry group panpants, | thought that the
collaborative aspect of our study had failed. thea that | was wrond.might not have
witnessed the collaboration, but students cleallythat participating in the inquiry
group not only helped them to stay on course vii#lirtown research, but provided ideas
for their own future research. Andrea couldn’t méke any of the final interviews
because of her work schedule, and Cindy cameitabdroup meeting where she shared
her research and engaged with June about how thesfded to listen to people with
very different view points during the study, but lewn before the two of us could meet
on last time. Likewise, June couldn’t stay in tofena oneornone interview because of
a busy work schedule, but the remaining group mesnkest down with me to talk about

the inquiry group and their participation in it.
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Consistent with their understated and quiet apgréaall of our previous
discussions, Sue and Lucy briefly stated that tikeyl hearing what other group
members had to say, and that when they felt ovdmétewith their research projects, it
was hice to know that others were in the same hoal said, “I'd just call Andrea or
Sue, and we’d try to figure out when we were gdimget everything done! | was glad
that | wasn’t alone. Andrea had already read andealwso many of the books you
suggested. It was nice to share and get recommensdain which she liked best.” Sue
felt like her research into discrepancies betwahioasls with students in lower socio
economic classes and those with middle and uppdulenclass students helped her
understand some of the teaching that she saw dinenfield placements. She and Lucy,
who also looked as the effects of socio econonaittiston school culture, shared
resources and talked about their experiences irvempdifferent local schools. Sue said
that it would be important to her to find or creatgroup of teachers who was interested
in issues of social justice when she begins hehiaeg career so that “we can help
change situations and systems that need to be etiding

Maggie and Jianna both spoke at length about paeticipation in the inquiry
group. When | asked Maggie how it felt to be a membhe responded:

| liked it because ... it gave me a way to to do ttugesearch something that |

was interested in without, you know. Becausewat something that | was to do

on my own, it would get pushed back because, Itderl like doing that now, or
whatever.
Jianna found the project itself to be a push testigate an issue that she truly wanted to

know more about. But she also found the collabonatid be a learning opportunity
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And it was interesting to hear viewpoints of evergh else because they all did
really good research and really interesting thihgisought it was helpful to hear
what they did, also. And so, like, even more safii& had just been, just me
doing a research project. | enjoyed sharing it beed was interested in what they
were doing and what they found and what they thougbu know, how peoples’
thoughts might have changed or if they didn’t chgrag whatever. So, | liked it.
Like Sue and Lucy, Jianna also found the groupcisgfehe study to be a powerful
motivator:
| enjoyed it this way, and it also kind of gets yamcountable every time we had
to meet with everyone, like, “Are you doing yousearch?” And you know, what
are you going to bring to the group and everythstg,yeah. And | guess, just
doing the same type of inquiry into that stuff. iehecause it shows that other
people are interested just like you, you know?Hao &lso kind of keeps you
excited and motivated.
Both Maggie and Jianna also hope to find a collative research group once they begin
their careers as teachers. Jianna said that sktkthle current group but really hopes to
find researching teachers when she has her owsrotas—she learned how a
collaboration can help her explore different wayaddress issues that challenge her:
Where as it would be helpful as well when I'm ie tlassroom setting, but, um,
like if it happens before, | mean if | have a sitoia before having a group, then |
wouldn’t know what to do. Necessarily. | mean, kidow to look up stuff but,

right there on the spot (snaps), I'd be like, ohgogh, what do | do? You know?
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So, um, | think it's been helpful to have it befacually being in the field. But
then, actually having it while you're teaching iilso a place where you can go
and talk to other people and be like, you knowelsawhat’'s happening, and then
get feedback from people, too. And so, that wodddal helpful, too.

Likewise, Maggie learned the value of researchughoher participation in the group,

and hopes to continue researching collaborativey her, the diversity of opinion was

important to intellectual growth:
And, um, it just helps me realize about all of tesearch there is to be done and
that teachers, even if we haven't taught yet, ifatimportant that we go ahead
and start it, and to kind of know what’s out tharel, | mean it goes with
professionalism. Like, you have to. You can'’t jsay, “OK I'm a teacher now,
and so for the next 30 years, whatever goes oryinlassroom, that’s it.” | mean,
you have to realize that there’s all these diffemoblems and issues and, um, |
mean it will come up sometime in your teaching earand you can’t just ignore
them, and you don’t want to be blindsided becawsehaven’t read anything or
you haven't looked at anything and so, it was hélp&nd | think as a whole
group of teachers, again, you'll have a whole défee of opinion, and different
view points and different cultures, and so | thin&t's what’'s beneficial about
doing it with a group. And | think it would defimity be worthwhile to create a
group when I'm a teacher. | know teachers. Theyktinat they don’t have time,
“I don’t have time to do that,” and they might mit it just to do it, but | think it
would be worthwhile to go to the administrator oinpipal or whatever and say,

“you know, this would be worth an hour of profesgbdevelopment.” You
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know, to research and get together and talk, oteviea. So they could be

working towards something, but also be particigatmsomething valuable.
Maggie’s experiences in our inquiry group helpedtbehink about how she might
approach future issues as she enters her teadniegrcShe had a realistic understanding
of how her future colleagues might approach tha mferesearch, and can use the format
of our inquiry group to help her create spacedikerminded teachers to address issues
that arise in their classrooms.

Redefining Expectations

My final conversations with these students helpedansee that where | had seen
failure, students found a place of learning, mdiorg and hope for future teaching
collaborations. By expecting this inquiry groupnguised of preservice teachers and
their instructor, and doing text based researclgdk and feel like an inquiry group of
inservice teachers with years of collective clagsr@xperience doing classroom
research, | was setting the group up for failure.

My hope when | proposed this study was that pgdicis would engage in
learning and dialogue around issues that are darepart of elementary classroom life,
but that regularly get skimmed over by a surfaeattment of multiculturalism in teacher
education classes. In my vision of our inquiry grooneetings, my students and | gathered
together, much in the same way that graduate stsi@eial their advisors do, to challenge
each other in respectful debate, discuss textslemabdeach other to new readings and
experiences. Instead of seeing dialogue only asespwords among members of the
inquiry group, | should have been more informedrbgire (1970/1993)—my definition

should have been more encompassing. He wrote iilagde “is an act of creation” “it is
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an encounter among men and women who name the"wWprld0) and that “for the
dialogical, problerposing teachestudent, the program content of education is nedhe
gift nor an imposition ... but rather the organizegtematized, and developed
‘representation’ to individuals of the things abaudtich they want to know more” (p.
74). We saw in Chapter 4 how inquiry group membereked in class to engage in
active dialogue with their colleagues. Likewisesyttworked through their own research.
Their encounters with each other and with me becamediated form of dialogue.
Together, we worked to name the world, even if tfahing didn’t occur within the
boundaries of an inquiry group meeting. The diatothat we engaged in didn’t end with
the semester. Inquiry group members want to coatiodind ways to name the world

with their future colleagues through future inquanyd future dialogue.
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CHAPTER 7
INCLUSIVE MULTICULTURALISM: IMPLICATIONS AND ACTION
Dreams are visions for which one fights. Their iilon cannot take place
easily, without obstacles. It implies, on the cantr advances, reversals, and at

times, lengthy marches. It implies struggle. (Pdtrigire, 2004, p. 32)

One of the first classes that | took as a gradstaigent was called “Sociopolitical
Perspectives of Literacy.” The professor, Michéllemmeyras, asked us to think about a
guestion as we approached our work together: \Wteatnd for the world do | have? She
asked us to create a vision of the world that wetegthe children that we knew, or who
were yet to be born, to grow up in. She asked ustsider how we would work toward
that vision through our research and our teachihg.question that | posed in the inquiry
group for this study, “How do issues of religiordaromosexuality intersect around
readings, classroom talk, and written assignmenéspreservice Language Education
classroom?” and the subsequent teaching and réssgitbat | did around that question
with my preservice teachers is part of my answéretocall. That call became even more
personal to me when | had a child—Arden—and stadehihk about the world that |
brought him into. Freire (2004) wrote, “In realithe world transformation that dreams
aspire to is a political act” (p.32).

If I want to take seriously the call to transforne tworld, not only because |

believe that transformation is necessary for aguast egalitarian society, but because |
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want my son to grow up with the understanding bugde that leads to struggle can bring
about change, | must take what I've learned froohwith the inquiry group participants
into other teacher education classrooms. My visorthe future of teacher education
extends beyond the inclusion of gay and lesbianditire on children’s literature syllabi
in departments of education across the countryttgaitis a start. My dream for Arden is
that he grow up in a world where the concept oftituitural education expands beyond
the triad of race, class and gender, and becombssive of language diversity, ability,
sexuality, nationality, and, yes, religion.

My work in this study has focused on gay and lesisaues for very personal
reasons, but also because the resistance to gdgsiman issues is more often vocalized
by my students and has often been cloaked in oelggihetoric. As discussed in Chapter
4, Mae and Ginger used religion to privilege thvidws over the views and experiences
of others during their discussion of the inclusadrgay and lesbian themed literature in
their future classrooms:

And you know what? ... | don’t want children in myass thinking that | condone

it. And I think having it in the classroom is, liké&/eah, it's OK.” Because | don’t

think it's OK because | know what God says abawAitd | don’t want God

seeing me exposing innocent children to thidae
| fear that Ginger and Mae’s use of this kind afigaage and silencing of their classmates
without hesitation speaks to the increasing povi¢he Christian Right in this country.
However, my experiences with other inquiry groupmbers in this study bring me hope.
Though the influence of the religious right is sigamaking its presence known in

public education, some of my students who idemtifyr these religious ideologies have
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found ways to reconcile those beliefs with actitrved do not harm, and in fact support,
students with same gender parents.
A Lesbian Teacher Meets the Religious Right: No 'Gal Gays!

As | think about Freire’s (1970/1993) words thater®d me into this study, that
“education must begin with the solution of the tesrestudent contradiction, by
reconciling the poles of the contradiction so thath are simultaneously teacharsl
students,” (p. 53) | think about myself as a stuaéithe other members of the inquiry
group. What did they teach me? Where was my tramsfoon? How did that
transformation occur in a way that makes this stunigue in teacher education?

On a recent visit to the Midwest, | learned that inguage and regular
references to God and Jesus that have become @f paytdaily life are not the norm
across the country. Living in the in the Deep Sputtave become accustomed to being
told by colleagues, grocery store clerks, parehtsyoelementary school students,
students themselves, and telephone solicitors &véta blessed day,” or to hearing
regular references to Jesus in casual conversafipnindergraduate students have
brought Bibles to class, read Bibles in class,eigamails to me with phrases like “For
His Glory,” “In God’s Name,” or with a scriptura¢ference. “The Bible Belt” is a well
earned appellation.

Because | don’t have the need or desire to expngs®ligious beliefs in such
open ways or with the expectation that anyonelthaght be talking to or emailing
would share my particular beliefs, | often pricitteen others hold that assumption. In
the past, | would roll my eyes and shake my heddlascribed to colleagues behaviors

such as a student reading the Bible or making tscepreference during class discussion.
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| found myself not valuing students’ opinions ascimwhen they based them in their
religious beliefs because it seemed that thesestadarely explored their beliefs
deeply—always relying on their expressions of Clasty, and the presumed
understanding of their positioning as Christiafjustify their statements and actions.

I've learned that, in order to have dialogue, Idn&y change how I listen and how
I respond. While students are expected to hgrkheir reasonings and opinions whether
they are Biblically based or not, | no longer view more openly religious students as
less serious about the teaching profession, orlglesto fulfill their roles as public
school teachers. Colleagues who identify as coasge/Christians have told me that
academia discriminates against Christianity. Whbelieve that words like
“discrimination” are more fittingly used to desailwhat happens when marginalized
groups are systematically denied the same righgsagys who are more welcomed by
dominant society, the feelings of these colleagsié®w they experience our shared
context, and have helped inform me about how taaggih my religiously conservative
students.

Jianna, June, and Lucy taught me that having begiefs respected gives them
the space to hear how their initial positioninggimibe disrespectful to others. | have
learned that by listening to and trying to underdtevhere my religiously conservative
students are coming from, | can help set a placalf@f us at the table. From the
outside, it appears that we come from two sepa@igs—one says, “No God in class!”
and the other, “No Gays!” In this study, | haveessfully opened and facilitated
respectful dialogue across these polemic positiglysieligiously conservative students

have been able to put a face on the gay and lesbramunity, and | have been able to
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see how, as Christians, these same students fkszl tacare abowtachperson that they
encounter. As Greene (1988) suggested, | haditoagine the boundaries between
myself and my studentsard not merely to solve the “teackhstudent contradiction”
(Freire, 1970/1993). | had to-mmagine the boundaries between members of the
Christian Right and a Lesbian Teacher. Greene (1®@8&e, “We might think of
freedom as an opening of spaces as well as perggeatith everything depending on
the actions we undertake in the course of our gtlespraxiswe learn to devise” (p. 5;
emphasis in original). Greene’s (1995) assessnfantimaginative banking education is
that it ignores those at the heart of the classrddmse who imagine new ways of
teaching with freedom as the educational focus ffaerested in beginnings, not in
endings” (p. 15). | had to initiate beginnings hesw in my past teaching, issues of
religion and homosexuality had resulted in endiengs no possibility for dialogue.
Changes in Teacher Education

How can we prepare our sometimes naive presemmashers to meet the needs of
gay and lesbian headed families? Within my largeearch question, | identified four
questions to look at throughout this study. These §uestions, mentioned in Chapter 3,
and bulleted below, have helped me to create senmmmendations for how to better
prepare preservice teachers to meet the needstoflent population that includes the
children of gay and lesbian parents, as well aslidm who have close friends and family
members who identify as gay or lesbian, or who iinagte day identify as gay or lesbian

themselves.
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* What are characteristics of dialogaigout how religious beliefs intersect

with our beliefs and understanding of sexual odagah, homophobia and
heterosexism in a language arts preservice edmcelagsroom?

* How are the religious beliefsf preservice students and their teacher

brought to bear in written and oral reflectionstbose with different
privileges and oppressions than our own in thesotesn?

* What preservice classroom structures and learrttigitées enable us to

talk about how our diverse religious position iihce our thought and
language about gay and lesbian students, and studéh gay and
lesbian parents?

* In what ways do preservice education students lagid teacher express

changes in their thinkingbout their religious beliefs about gay and

lesbian peoplafter participating in course activities and assignts that

address gay and lesbian issues during whole dass| group, and ore

on-one conversations with their instructor?

| learned from my participants that, given the apaity and the structures in

which to discuss challenging issues, dialogic ghoarbund challenging issues is
possible. Students in this class, and in previdasses, have told me either outright in
class assignments or anonymously in course evahgthat their religious beliefs play a
large role in the positions that they will taketle classroom, and in the topics that they
will be willing to discuss with their students.dund that by not silencing religion in my
class—by saying, even, that | knew that students'diglave their religious beliefs at the

door, and that | welcomedll religious identities in my classroom—even thouglduse
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of the legal separation of church and state incountry, religion issupposedo be
silenced in public school classrooms, studentdriedt to honestly identify where they
felt uncomfortable with gay and lesbian issueswahy. There is not the time or the
space in courses like mine that have a very spemintent (teaching about children’s
literature or teaching about language arts methtodigok deeply at different approaches
to religion, and how people who may claim the saatigious identities interpret that
identity differently. However, based on my convéimsas with Jianna and on the
prevalence of religious talk in the media, | thfimiding a place for this discussion with
preservice teachers could benefit education iricthgrun.

Straut and SapeShevin (2002) label four “barriers to inclusion”gdy and
lesbian issues in teacher education: “assumptionsjbility of the hegemonic norm,
counterhegemonic practices, and curricular gaps3@p. Like some of my students, the
students that these teacher educators have encediatessume the heterosexuality of all
members of their class, and of their future stusléimhen a student was challenged for
his stereotyping of gay men, he apologized forihgrthe feelings of the offended
teacher. Straut and Sap8hevin asked the important question, “How do wevegrthat
this isn’t about ‘hurt feelings’ but is, ratherpadagogical concern related to classroom
climate?” (p. 31). In my class, | attempted to mgkg and lesbian issues more than
merely an adebn to the current curriculum—they were a part adrgér multicultural
lens through which | saw my teaching. Straut angb&&Shevin make concrete teaching
suggestions for programs, like the one that myensity utilizes, where students take
subject area courses. For language arts coursgsstiggest using, as | did in the

children’s literature class, literature that deaith families that differ from the
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heterosexual norm or youth who identify as gayesbian. | also tried with the reading of
articles and chapters about gay and lesbian isswehication (citation) in the language
arts methods class to talk with students about teavwite children to write about their
diverse families as well as to feel safe sharimgrthves in class in the same way that
their peers from more traditional families do.

Inclusive Multiculturalism

While Straut and Sapeshevin (2002) make wonderful suggestions for ways t
naturally integrate gay and lesbian issues acudgies areas, this model can be
problematic. At my own university, students couéé one of three or four instructors
for their children’s literature and language aretimods classes. During the three years
before my study, and during the study year itseifije of my colleagues who taught a
section of the children’s literature class or theguage arts methods class asked their
undergraduate students to address gay and lesisiaesi Likewise, | don’t know if my
students’ instructors in the science, math, regdinglementary education departments
required them to address these issues, or if thajemge a heterosexual assumption
through the language they use about children amdiés or in their approaches to
teaching. If there is no push to change the mosietdi by a university, Straut and Sapon
Shevin’s suggestions should be made availablestouctors. However, if colleges of
education took a more direct approach to teachimg inclusive multicultural model,
the likelihood of all preservice teachers beingytawabout and encouraged to dialogue
about gay and lesbian issues is much higher.

LadsonBillings (2001) provided the model for her univéys four semester

Teach for Diversity program which invites partiappginto a multicultural way of
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teaching that is inclusive of race, class, genaled,language diversity. While this
program is intended for graduate students, | beliegould be adapted for an
undergraduate teacher preparation program. Thighfodmulticultural teaching could
have a powerful impact on schools of educationsectbe country. Including gay and
lesbian issues in this model would not only expteddefinition and understanding of
multicultural education, but help teachers engag#idlogue about the myriad issues that
will greet them in the increasingly diverse studempulations that meet them each year
in their classrooms.

The first class that students in the program diesedrby LadsoiBillings (2001)
take is a general seminar on teaching and diverBitg intent of this theorpased course
is to prepare students for teaching settings tiakt &nd feel different than their own
experiences. “The readings in this course deal pgtispectives on race, class, gender,
and language” (p. 153). Texts that address thesskaced by children with gay or
lesbian parents would meet the philosophy of tlogam:

To prepare teachers who accept and promote accesjaal opportunity for all

students to the central areas of learning in theacand classroom, and who

affirm educational equity with curriculum, instriart, and schooling practices for
students who are marginalized. (pp. 15P).
This class would be an ideal time for studentsetintroduced to terminology about the
gay and lesbian community as well as “foundatiom@rmation about Igbt people living
in society,” a necessary step for preservice taadmrording to Straut and SapBhevin
(2002, p. 34). In LadseBillings’ (2001) model, this course is the place ¥esits from

local principals, activists, and teachers. Findiegresentatives from the local gay and
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lesbian community could help preservice teachetspace on a topic they hear about in
the news. Stories told by children of sagender parents who have graduated from
elementary school, and by parents themselves, dheifpositive and negative
experiences in public school could provide a spactearning, questions, and
understanding. Resources for finding these speakells come from COLAGE

(Children of Lesbians and Gays Everywhere), a natiorganization with many local
chapters. Other speakers could come from locabgaylesbian youth organizations to
talk about the impact of schebased homophobia on children and their families. In
Georgia, the ACLU has a program called The Sticics Stones Project that deals mostly
with middle and high school legal issues, but thaye provided valuable resources for
my own classroom about laws regarding bullying andacher’s responsibility when he
or she hears gay slurs being used in the classroom.

Another first semester course in Laddgitlings’ (2001) model is called Culture,
Curriculum, and Learning. “This course is desigtetelp students understand the
intersections of culture ..., curriculum, and leagiiand works to “assist students in
recognizing the pervasive ways that culture imphatsan endeavors” (p. 153). This
class provides an excellent opportunity to talkuabbmw the religious beliefs of some
shape the school curriculum for many. Articles sasiBerliner’s (1997) “Educational
Psychology Meets the Christian Right: Differing Wieof Children, Schooling,
Teaching, and Learning” could help begin a disarssin how the religious ideology of
the Christian Right is entering the classroom thfothe influence of school boards and
local government officials. Recent examples of meligion and public school have

brought unwanted media attention to local schaalsh as Boyer’s (2005) article “Jesus
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in the Classroom” could further the discussion. Baljgecussed a California school
where a fifth grade teacher’s Christian revelatehhim to seek out Christian curricular
materials that both proselytized a particular Glaismessagandmet his state’s social
studies curricular standards. Parents and adnatitrtook issue with his (illegal)
proselytizing while the teacher claimed he was igareeting the standards set by the
state. Students could use this class to creaiadctrricula for their future classrooms
that acknowledges the diversity of religious balipfesent in the United States, how
religion was key to the founding of the countrygkaat how the founders of the country
used religion in their own lives, and how the dseslocal religious communities impact
social structures that affect public schools. Cestsp, dressode, and holidays could be
examined for their links to religious communiti€&udents could use this class to
examine their own religiously based biases anefsland discuss how they might come
to play in the classroom.

In the second semester of Ladd®ilings’ (2001) model, preservice teachers take
three methods classes (Health, Physical EducatimhSocial Studies, Literacy and the
Arts, and Mathematics, Science, and Environmerdalcgtion). In the new model that |
am proposing, these classes would be taught thraugbre inclusive multicultural lens,
and could take Straut and Sap®hevin’s (2002) suggestions into consideration.aBse
LadsonBillings’ (2001) model is intended for graduatedsuts, these three courses
could be split into several more courses for undehgates so that the necessary
curricular content could be taught. But, becausdesits would have already been, in the
first semester, exposed to the idea that gay asfdde issues are a part of an inclusive

multicultural program, including these issues alsitlg issues of race, class, and gender,
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would be more natural than it has been in my causter this semester in Ladson
Billings’ model (which, for undergraduates, coulddaveral semesters), students spend a
semester student teaching. Unlike students at nwergity who graduate the same
semester that they student teach, students in baBi#longs’ model return for a final
semester at the university. This, | believe, cdddhe opportunity for much growth. If
teacher education programs are not prepared ta &iddl semester, they can provide
ongoing opportunities during student teaching samsito discuss and debrief the issues
they have raised throughout their preparatory @nogn light of their current

experiences in classrooms.

One of three final classes in LadsBitlings’ (2001) model is Social Issues in
Education. Questions raised in this course are ‘Mdhathe social purposes of
schooling? How does a society make priorities aledutation and schooling? What are
the major issues and challenges facing contempadmyoling?” (p. 157). Students will
return from their student teaching experiencesdillvith stories about classroom and
schoolwide issues, and ways that their mentor teachatsreadministration
approached these issues. Using these experienaaswer the central questions of the
course, students can be asked to think about hnwessof race, class, gender, ability,
language, sexual orientation, and other culturedgimies impacted the actions they saw
taken in their schools. Texts for the course cauitlide books like LadseBillings
(1997)The Dreamkeepemand Letts and Sears (199lieering Elementary Education:
Advancing the Dialogue about Sexualities and SéhgoBecause the preservice
teachers will have been a part of classroom dis&pparenteacher conferences, and

faculty meetings, teacher educators could creaessos for students to refgay so that
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they have the opportunity to think about how thely iespond in certain situations based
on their previous experience and the modelingtthet had in their student teaching
experiences. Some examples of scenarios are ssugking gay slurs in class, parents
complaining that their child is the target of agly comments, their child is a target of
bullies because he or she has sgmeder parents, their child is a target of bullies
because he or she expresses gender in-ateagotypical way. A wonderful resource to
see how other teachers have approached gay ananestues is the filrtt's

Elementary: Talking About Gay Issues in Sch{@lsasnoff & Cohen, 1996).

Students could also look in this final class atistias about success in public
schools. Who is typically more successful and wHp®% have society and school
systemically privileged a particular kind of stutdand why? Who drops out? What kinds
of kids are homeless and why? How can schools lye molusive of those who are
consistently left on the margins?

Students in my study told me that talking about gag lesbian issues in a
relatively safe classroom environment where thegvkthat they would be valued, even
if they disagreed with the instructor, and whemyttvere provided with quality reading
materials and models of teaching and learningwiesé respectful of them as students
helped them think about who they would be as teacfidis model for teacher education
that includes, from the beginning, the kinds ofistures that | provided in my class,
could alter the way that preservice teachers taliut gay and lesbian issues and
elementary education.

Of course, even if all of these recommendationsvpert into place in a teacher

education program, they could be met with the kihcesistance that | have regularly
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met in my own classroom. The key to reaching sttgjeriound in my study, is to
provide a space for honest dialogue. Implementawg ocurricula without implementing a
liberatory pedagogy with dialogue as the goal wpllklieve, compound the problem—
students could leave the class feeling even mayatively about gay and lesbian issues.
A Political Study, A Personal Study

After hearing about my study, a professor at a Mig@rn university said, “| have
no time or tolerance for the Religious Right” | hadake a step back and think. | was
reminded of June’s comment at the end of our tvmeesters together during our final
group interview: “It comes from both sides.” Indeg&dloes. When | ask my students to
bring their honest ideas and positions to classtdhbring them with an openness to the
ideas and positions of others, | must include mgets who profess a conservative
Christianity. However, the openness is what is eyl what makes this positioning
possible for me. Indeed, if | expect my studentattieast entertain the ideas that | bring
to class, | must afford them the same consideration

My intolerance comes less with students for whomctagsroom is the first time
the issue of gay and lesbian students or familiés samegender parents has been
presented in a positive light, or in a way thatsasiem to think about real people and real
faces and real students that might enter theiréutlassrooms. My intolerance comes
more with members of the academic community. | ageeed that, after years of well
received literature about the importance of multical education that shed light on how
silence around issues of race, class, or gendearqies status quo oppression, many in
teacher education are not willing to see that s#esround gay and lesbian issues does

the same thing.
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A well-meaning professor from another university tryingrentor me before |
stepped onto the job market said to me, “My adtacgou as you look for a job is to stop
being political. | know this lesbiamlentity thing might be important to you. But, fidy
nobody else cares. Move on. | don’t announce myaléy as | walk into a room.” Like
some of my own undergraduate students, it seemgpribfessor of color who does work
in multicultural education, believes in a silenclidgn’t ask, don’t tell” policy when it
comes to gay and lesbian issues.

Of course, once | get that job, | will have to psb] publish, publish in order to
keep it. In preparation for my study, | conductaceaploration of the silence around
children’s literature with gay and lesbian thenrethie literature for teachers and teacher
educators. In the resulting paper, | looked at Hwat silence feeds and perpetuates the
dominant heterosexist cultural and classroom idpglas well as how this silence is in a
chickenandegg relationship with the publishing industry ahd telatively low numbers
of children’s books published with gay and leshiz@mes. | also provided a brief
analysis of the three bookdHelly’s Secre{Garden, 2000)The House You Pass on the
Way(Woodson, 1997), antihe Misfits(tHowe, 2001)—that my students read discussing
how these novels both uphold and challenge culhetdrosexism. | first sent this
manuscript to a widely read journal with an audeeotteacher educators and of
elementary school reading teachers. The journ&bredisponded, after glowing praise
from three of four reviewers, that the topic wasppropriate for elementary school
teachers. When | submitted the same manuscripetaniddle school journal of the same
organization, the editorial board sent the papek bath a letter that said that they’d

already read the manuscript, gave me the addresteaicher education journal with a
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smaller audience, and that my work didn't fit imstimiddle school journal as it was
written about literature that was aimed at an elgary school audience. | then sent the
manuscript to another widely read journal with adiance of teacher educators and
elementary school language arts teachers. Onexevaaid to publish it largely as it is,
and the other suggested revisions for resubmis$io& outgoing editors of this journal
told me that they had no more room in their renmgnournals, and that | should either
resubmit the manuscript to the new editors a fewmthmlater, or find another journal to
submit it to. Because the peer reviewers gave Bigthpraise to my writing and how |
addressed the subject matter, | can only wondwesrifophobia plays a role in the
decisions that these editors made.

If teacher educators don’t set an example of imatusulticultural education in
our treatment of colleagues or in the journals #ratwidely read by both academics and
teachers in the field, gay and lesbian studentschiidren of gay and lesbian parents will
remain marginalized. If we in the academy are nbing to address these issues, then
how can we expect our students and classroom teatd®elf we in the academy
continue our silence around gay and lesbian is$umedieve that we are complicit in the
statistics that show the experiences of gay aridas/outh and the children of gay and
lesbian parents.

The questions that | brought to the inquiry groapegme insight into the
possibility for change. Jianna, June, and Lucgathe to the group and to the subject
matter from a religiously conservative perspectiMaough dialogue, all three of them
found ways to include the children of gay and laslparents in their vision of

themselves as teachers in some way or anotherwvidmonpromising their own religious
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integrity. Jianna said of our class that addregsgdand lesbian children’s literature,
“Well, if we hadn’t read this and talked about youldn’t know to address it in my
classroom. Seeing how other people might apprdao#ips me see how | might.” |
believe that, as teacher educators, we have ansifjilidy that extends beyond teaching
methods. We must set an example to our studemgglmfal inclusively. By regularly
including on our syllabi texts that spur discussiabout how to be culturathelevant
teachers tall kinds of students, we norm diversity. It is also cesponsibility to create
spaces for dialogue around difficult and contromalissues for our students. While some
students can create these spaces in regular dasstiscussions, Maggie found that her
efforts weren't always appreciated by her colleagti&nd so at the beginning | tried to,
you know, say these kinds of things, and they vadirgist like, they just kind of shut it
down. And | was like, OK. Like I kind of gave upoM know?” The inquiry group
provided the opportunity for dialogue among studewito, while they often brought a
diversity of opinions to an issue, desired to lemmong that diversity.

Lastly, I think it our responsibility as teachemuedtors to follow our students out
the door. There are no studies that explicitly infais about the links between
multicultural teacher education and multicultued¢hing about gay and lesbian issues.
While Jianna, June, Maggie, Lucy, Cindy, Sue, andr@a professed the desire to
continue finding ways to meet the needs of theiedie students in their future
classrooms, they have no concept of what thatastlhally look like. And neither do I. If
| don’t find a way into my students’ classroomsyill never know how what we did

together in the inquiry group affects their teaghiri diverse students. Will the pressures



219

of a testing heavy curriculum shift their focus?IWiey find themselves isolated? Will
they find other teachers who are interested irstime issues that they are?

As the students from the inquiry group enter thefgssion, | wonder how their
inquiry stance will lead them. While | know thaadna won'’t raise gay and lesbian issues
explicitly in her classroom, | wonder if she’ll feced with them, and if so, how her
inquiry and dialogue will inform what she doesldaawonder how she’ll approach
challenging issues in her classroom. Has she Iddroe to find resources? Ask
guestions that lead to dialogue among studentparehts? And how will Maggie bring
her learning into the profession? How will she tallout families with her students? How
will she open dialogue with parents who disagre& Wwer approaches to teaching or to
controversial issues?

Both Jianna and Maggie have agreed to continughnegperson inquiry group
with me as they enter the teaching profession,| &mier my first academic job. We have
agreed to ask each other honest questions anegoleother honest feedback so that we
can better meet the needs of our students. Jiaasalfeady begun asking pedagogical
guestions about writing and literature—one of hétcan American students used the
word “nigger” in class, and she emailed me for veses about the history of the word,
what books would be appropriate to use to talk alisumeaning, and how she could use
the students’ journals for further discussion & issue. Maggie has told me (but not the
group) about how she handled a challenging sitnatith a student in her student
teaching class, asking for ways that she could batter addressed the issue. Through
email discussions, sharing of teaching journald,\asits to each other’s classrooms, |

hope that we find the same levels of dialoguegafring, and of teaching that we found
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in the inquiry group. Through this dialogue, we htige able to make school a more
welcome place for our diverse students.
Hopeful Implications

My hope for the future, my hope for my son Ardenini my hands, as well as in
the hands of teacher educators and classroom tsath®ok at him and know that, while
this particular struggle won’t end before he enedesnentary school, along with my
colleagues from the inquiry group, | can make Afdatruggle a little bit less painful. |
believe that public school is for everyone, andabse of thishouldbe democratic and
radically inclusive. | want to send Arden to puldithool when he is old enough. |
believe he will be exposed to diversity and wondleidaching and be given fabulous
opportunities when he is there. But, | am not wglto send him to a school where he
will be the target of angay harassment because of who his parents ardyeyew
teachers are too afraid to stand updibistudents. I've found a good private school in the
city where my family is moving just in case. | wilbntinue to prepare teachers to meet
the needs of their diverse students by facilitatiimjogic moments in my teacher
education classrooms, and by asking preservic@éesato challenge their assumptions
that might be religiously based. By opening therdoodialogue among teachers and
teacher educators, we open the possibility for ghdhat allows and expects a diversity

of students whose lives can make our classroomse mibrant and interesting places.
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Timeline of Graduate Studies and Teaching at thieedsity Before the Inquiry

Year 1 Year 2
Fall Semester: Fall Semester:
* Taught Children’s Literature ¢ Taught Children’s Literature
e Met Anthony ¢ Initiated Monday Morning Cultural
» Used similar syllabus to previous Artifact activity
instructors of this class—no inclusion of e September 11, 2001 occurred in the

books with gay or lesbian characters

Spring Semester:
* Taught Language Arts Methods .
e Continued to struggle with Anthony
e Students completed Cultural Memoirs
Project using mostly pictures and

flowery writing Spring Semester:

* | completed Cultural Memoirs project, *

coming out to my class in the process. .
Summer Semester

* | write about struggles with Anthony

e | am a student in a graduate class whefe

a peer says about using books with gay

and lesbian issues, “You put garbage in

you get garbage out.”

beginning of the semester, creating a

different kind of trust among the members

of the class

Asked one group of students to read
Holly’s Secret(Garden, 2000), a book
about a girl with two moms

Taught Language Arts Methods

Did the Power Walk for the first time
Students read and discussed (and resist¢
articles that addressed issues of race, ¢
gender, and sexual orientation and thoug
about how those issues come into the
language arts classroom

b

)d)

Year 3

Fall Semester

Way[Woodson, 1997])

Spring Semester

e Did the power walk

orientation

» Taught Children’s Literature

» Came out to students through “ldentity
Activity” on the first day of class

» Every student read a book with a gay g
lesbian characteHplly’s Secret
[Garden, 2000]The MisfitsfHowe,
2001], orThe House You Pass on the

» Taught Language Arts Methods

=

» Asked students to read the articles abagut
race, class, gender, and sexual

» Did a study hoping to learn about hov

teach religiously conservative students
about gay and lesbian issues while w
remained respectful of each othenene
of the students who were silent during
these discussions participated in the
study
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August
Met students in
Children’s Literature
Class
Described intent of tk
study during second
class meeting
Harry Potterclass

September
Jill held a meeting for
students interested in
inquiry, and described
her inquiry group
question. Students
talked about their
inquiry interests, but
wanted more time ov
email to decide what
their exact topic woul
be.
Students in the inquir
group sent emails
about topics that
seemed interesting to
them. Only Gingeanc
Jianna chose a topic.
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Timeline of the Inquiry, Fall 206$pring 2004

October
Students spent four
weeks in the field
Jill observed Jianna
and Ginger in their
classrooms

November
Columbus class
Jill received email
from Ginger inquiring
about her sexual
orientation
Jill received email
from Jianna regarding
Christianity and
homosexuality
Jill began email
dialogue with Jianna
about scriptural
references to
homosexuality
Gay and lesbian
literature class
Inquiry group meeting
immediately following
gay and lesbian
literature class
Transcribed class
discussions of gay and
lesbian literature and
postclass inquiry
group discussion

December
Emailed transcripts to
inquiry group
Met with inquiry
group to analyze
transcripts and discusq
dialogue during the
gay and lesbian
literature class
Met with inquiry
group members
individually to talk
with them about the
gay and leshian
literature class and
about their own
inquiries. Jianna and
Jill talked about
scripture and
Christianity during thi
meeting.

January
Students begin
Language Arts
Methods class
Begin Cultural
Memoirs project.
Students identified
different cultural
identities so thy coulc
incorporate five into
their memoir
Ginger dropped out of
the study, saying that
her new work schedt
was too busy.
Met with remaining
inquiry group students
about their topics.
Some students asked
for books and articles
to read.
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February
Students and Jill
shared their
memoirs in mid
February during the
class before their
four week field
experience
Jill's sexual
orientation was
confirmed for
students who didn'’t
know for sure that
she is a lesbhian
when they read her
cultural memoir
Jill told the class st
was pregnant before
they go into the field
Jill observed June
and Sue during the
field experience

March
Students were in the
field through mid
month
Students began peer
and teacher
conferencing in
class—some inquiry
group members
conferenced with Jill
and with each other
about their research
Mae dropped out of
the study

April
Students read
selections about issu
of race, class, gender,
language, and sexual
orientation and talked
about whether those
issues were central to
the language arts
curriculum
Class visitor talked
about how she
addressed her
kindergarten students
who used the word
“gay” to put each oth
down
Inquiry group
members turned in
their final research
write-ups
Annie dropped out of
the study

May
Jill met with inquiry
group students who
shared their studies
with each other and
asked each other
questions about the
work
Jill met with Lucy,
June, Maggie, Sue,
and Jianna
individually to talk
about what it had
been like to be a
member of the
inquiry group.
Cindy and Andrea
couldn’t meet
because of work
conflicts.
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Appendix C
Data Sources

Data Sources

Student Writing
* Response papers for Columbus literature
* Response papers for gay and lesbian literature
« Email responses to gay and lesbian literaturelastic
e Cultural Memoirs
* Inquiry Group member research wrilps
Transcripts
e Allinquiry group meetings
* Gay and lesbian literature discussions
¢ Whole class discussion of gay and lesbian liteeatlaiss
* Oneonone interviews with inquiry group members

. Research Journal

* Notes by Jill taken during and after class
* Notes taken by Jill after inquiry group meetingd ameon-one
interviews with inquiry group members

. Syllabi

* Children’s Literature Class (See Appendix D)
* Language Arts Methods Class (See Appendix E)

Unplanned Data Sources
Casual Conversations
» Discussions with inquiry group members after class
» Discussions with inquiry group members during timeanth in the field
Personal emails
» Ginger’s emails regarding Jill's sexual orientatfior to gay and lesbian
literature class
« Jianna and Jill's email exchanges about scripttiog o gay and lesbian
literature class
* Maggie and Jianna’s emails regarding their futox®@livement in inquiry

study
. Field observations
+ Jianna
* Ginger
e June

¢ Sue
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Appendix D
Children’s Literature Syllabus
Fall Semester, 2003

ELAN 3110 Jill HermannWilmarth,
Instructor

Fall Semester, 2003 126 | Aderhold Hall

10:10 A.M.— 12:05 A.M. email:jillhw@peoplepc.com

Mon./Wed. Room 520 , Aderhold Hall

Required Texts:

1. Short, K. G. (1997 Literature: A Way of KnowingStenhouse: Portland, ME.

2. Russell, D. L. (2001}).iterature for Children: A Short IntroductiofNew York:
Longman.

3. Children's literature. If you wish to buy booksyould recommend checking out used
book sites on the web or used bookstores in towrid@n's books are pretty easy to
find. This takes a bit more time but results intgqa savings. Otherwise, the online
bookstores are an easy way to get books, and bggiveral at once reduces postage. Or,
if you don’t want to buy your books (which | recorand, as it will help you begin to
build your classroom library), find them at theréiies: the CMC on the second floor of
Aderhold, or the Athen€larke County library on Baxter St. We'll also dchSlastic
book ordersStart locating books at the beginning of the semest. | will help you

find a book 2 weeks or more before it is due. Thatou cannot find a copy of a book
will not be an accepted excuse.

4. Readings to be found in OIT.

Course objectives:

» Survey literature for grades K through 5

* Become familiar with criteria and resources foesghg quality literature

* Understand and participate in responses to litexatu

» Become familiar with methods for supporting respat® literature

* Begin to understand oral language and development

» Explore language diversity (dialect and additidaaguages) and classroom
implications

» Become familiar with methods for supporting oraldaage in the classroom

How the class operates:

Most importantly, this is OUR classroom. What oscwithin the parameters of this
course is the equal responsibility of each memb#reclass. It is not only your own
learning you are responsible for, but everyone®e well. This truth affects your
preparation, your participation, the way you std&as, listen to and discuss others’
ideas, and the products you create. | view myseffaaticularly, but not solely,
responsible for providing resources and guidingstjaes, planning a class agenda,
maintaining a pace and depth of work to maximizerleng, and assessing and evaluating
your work.
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As there will be little lecturgyreparation participationandpromptnessre crucial.

| expect:

1. that you will have read all assignments and prapaleresponses prior to class.

2. that you will bring all materials necessary forsdaliscussion (your own copy of the
text, your literature response, etc.) to class.

3. that you will contribute to our discussions throuigkening and commenting.

4. you to check your email at least twice a week for messages that | might need to
get to you—please check one time on the weekeridreo&uesday’s class.

5. you to be on time and present to every class uglasfave an emergency or a
serious illness. More than 2 excused absencesesililt in a 5 point overall
deduction per absence. Every tardy after your seolresult in a 2.5 point overall
deduction in your grade.

6. you to practice academic honesty.

Assignments:

| believe that work that merits an A is excellerriy truly pushing the boundaries of the

assignment and using it to thoroughly investigatestions and attempt answers. B work

is good, completed with thoroughness and thougiefs. If you are doing C work, you

are just completing assignments. When | evaluate gssignments and projects, | will

look for the following:

1. Have you fulfilled the purposes of the assignm@&u@s your work evidence your
learning in this area?

2. Have you examined the resources and thoroughlycstggpyour work? Have you
synthesized the discussions and readings and dgpken?

3. Are your thoughts and ideas apparent? Have yousiadeyour work with creative
thought and expression?

4. |s the work presented well? Is it organized cleahowing your grasp of the ideas
you are expressing?

5. Have you edited your work so that your presentasqgrofessional and accurate?

Ongoing assignments:

Professional reading responseg15 points)

Each week by Monday at 5 PM, write a one page respto the professional reading
that is due that week, and email it to me. Poseestipn, respond to another’s question,
bring up a topic that you found troubling or entigihing, connect your reading to other
texts. Quote from at least one other reading thihheip you think about the question or
topic. (This would include text, children’s boolksticles, or other conversations you
have had and can cite.) Include the page and soarsabsequent quotes. Bring all
readings and responses to class with you each \E®ek. though this is over email, it
should be a considered, edited writing.

Chapter books—Children’s literature response journal (30 points)

This is an ongoing record of your responses t@tsigned literature that you read on
your own. Read 1 of the books from the list forregenre. For your responses, do at
least two traditional written responses, then ffigr dothers, choose a response option from
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the list. Make sure that the time and thought youimto these is commensurate with
your written responses.

This is not a summary of the wotkis is what you make of the piece, how you comapa

it with others we’ve read, what connections you entikthe professional readings, and
what questions it brings up for you. The primarypéisis is on you as a reader, not your
anticipating future uses of the books. You caneadpo ideas, style, characterization,
illustrations, setting, format, etc. Respond toheehapter book. Please type written
responses, and put artistic responses in sleewats.yur responses and be sure to
include author, illustrator, and title of the woKeep in a folder and turn in weekly.
There will be twelve responses.

Picture Books/Annotated Bibliography (15 points)

Read 2 picture books per week that we are in ¢tagther, connected to the genre that
we are studying. Go to the QCC website and findbthjectives for a particular grade
level (over the course of the semester, use eakh5)fso that you can select picture
books that will integrate within the objectivesaoparticular subject (science, social
studies, art, music, math, health, language) okiflthe form we create in class to show
the research process to find your book. Thesebeilurned in periodically and will form
a bibliography of picture books. You are resporsfbl bringing the folder with these
forms every day to class, along with the 2 pictuweks that you've read. While you are
in the field, add any picture books that you redtth wour class, or with individual
students.

Projects:

Reading autobiography.(10 points)

This is a short paper about who you are as a réddepages, doublepaced, typed in

12 point font). Organize your autobiography chragitally or categorically. Think
about and write about questions like these (begg®# don'’t feel limited by these!): What
did you read as a child? When? Where did and dagad? How did you/do you choose
books? Who influenced your reading (positively egatively) and how? How do you
use reading? This is not a report on your readfadUlt a thoughtful interpretation of
who you are as a reader today and how you came $0.bYou will turn in one copy that
| will keep to compare with your final reflectiosg also keep a copy for yourself. Due:
September 2 at the beginning of class.

Field assignments.

A. Please do all three of these assignments, habse only two of these to write up
formally: one due the first Thursday after you retto class, the second due the
following Tuesday. (5 points each)

1. Read a book wholelass and gather variety of responses from youlesiis. Tell
me why, in two to three pages, you chose these&pkat responses. What do they
tell you about your students? Your reading? Youdshts’ reading? Your
students’ language?

2. Read a book with a child and talk about it. Desesibur conversation and the
child’s responses, and reflect on the process intbnthree pages.



228

3. Integrate literature within your thregay lesson plan for your Early Childhood
class and give me a copy. Describe, in two to thegges, how the lessons went.
In what ways did the literature aid your lesson?a¥\Whould you do differently
with literature next time? How fundamental to tedons was the literature?
B. Keep a journal of field reading. What are yoadi@g—to yourself, to your students,
with your students? How are you modeling readingaior students? How do others
(your mentor teacher, the media specialist) moekaiiing to your students? Are there
reading programs in place that determine whatditee your student read? What do you
think of these programs? This is due the Tuesdatyyibu return to class. (10 points)

Final reflection (10 points)

This final project draws from your reading autobieghy, your journals, and your class

discussions. You should reflect on what you haeel revhat you have observed, and

what you have written to describe your growth abersemester as a reader and as a

future teacher of reading. Write 3 to 5 pages, dyipel2 point font, doublspaced. Due:
by 10:00 a.m. in my box, 125 Aderhold.

Tentative Course Calendar:

# Date | Topic Readings to be
discussed

1 T 8/19 | Introduction to course and each other.
What are identities do we bring to our reading?

2 Th What is Children’s Literature? What is responseChapter 1 in Short
8/21 | to Literature? How does literature fit into the | Chapters 4 and 5 in
classroom? Russell

3 T 8/26 | Why Read Children’s Literature? How is it Chapter 2 in Short *
included in the classroom? What do the “experts”
have to say?

4 Th Fantasy Chapter 10 in
8/28 Harry Potter and the Sorcerer’s StoflRowling) | Russell
5 T 9/2 | Language Acquisition and Development Glazer (OIT)*
Acquiring the Human Language
6 Th 9/4 | Literature Circles Chapter 4 in Short
Harvey Daniels
piece*
7 T9/9 | Folklore Russell, Ch. 8
Read one of these Yolen “American
Cut from the same cloffsan Souci) Cinderella” (OIT)*
The People Could FlgHamilton) Lester on the

The Tales of Uncle Remus: The Adventures of| writing of theUncle
Brer Rabbit(Lester) Remus TalefOIT)*
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Th
9/11

Oral Language/Linguistic Diversity

Delpit piece
Short, Ch. 3*

T 9/16

Realistic Fiction 1

Read one of the following:
Holes(Sacher)

Hatchet(Paulsen)

The Great Gilly HopkingPatterson)
Yolanda’s GeniugFenner)

Walk Two MoongCreech)

Russell, pp 20218

10

Th
9/18

Why Multicultural literature?
Literature in the classroom

Ch. 3, Russell *
Hade “Reading
Multiculturally™

11

T 9/23

Poetry

Read one of the following:

All the Colors of the Rad@\doff)

Honey | LovgGreenfield)

Cool Salsa: Bilingual Poems on Growing up
Latino in the United Statg€arlson)

Russell, ch. 9

12

Th
9/25

More Realistic Fiction—disabilities in the
classroom

Everyone read and respondlwey Pigza
Swallowed the KefGantos)

13

10/28

Realistic Fiction 2

Wringer (Spinelli)

The Wild Kid(Mazer)

Because of Winbixie (DiCamillo)

Philip Hall Likes Me. | Recon Mayl&reene)

Field journal due

Fall Break

14

T11/4

Science Fiction

The Green BookWalsh)

The Giver(Lois Lowry)

Mrs. Frisby and the Rats of NIMHD'Brien)

Field write ups are
due

15

11/11

More discussion of historical fiction

Author’s perspective and historical fiction
Read picture bookncounter(Yolen)
ReadMorning Girl (Dorris) (the response to this
book can be integrated into your professional
response, instead of in the response journal)

Yolen*

Ingber*
Selections from
Rethinking
Columbust

16

Th
11/13

Realistic Fiction 3—familial and sexual diversity
in the classroom

Read one of the following

Holly’s Secret(Garden)

The Misfits(Howe)

The House You Pass on the VW&foodson)

y Casement
Lewison, et ak

17

11/18

Even More Historical Fiction
Read one of the following:

Russell, pp.21224.
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Roll of Thunder, Hear My CryTaylor)

The Watsons go to Birminghari963(Curtis)
Number the Stars

The Devil's Arithmetic

18

Th
11/20

Picture Storybooks

Read in class (bring examples) one book from
each of the following categories:

1) child’s inner world

2) child’s family world

3) child’s social world

4) child’s natural world

5) child’s aesthetic world

child’s imaginary world

Russell, Chapter 7

19

11/25

Non-fiction and Biography
Read one book for each of the following subjed
and bring two to class:
Social Studies
Science

Math

Language Study

The Arts

Ch. 12 in Russell
ts,

20

T12/2

Contemporary Realistic Fiction

Read Maniac Magedo discuss topics in
contemporary realistic fiction—intersect your
reading of the novel with the article for today

Enciso article
(OIT)*

21

Th
12/4

Read one chapter book biography. Show me tH
book no later than 11/25—you must check with
me to make sure that your choice is adequate.
you are interested, this would be a great time t
reread books lik&nne Frank: The Diary of a

Young Gir] or books about authors that you've
come to enjoy this semestekrots on My Yo Yo

e

f

|}

Stringis Spinelli’'s autobiography.
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Appendix E
Language Arts Methods Syllabus
ELAN 4120 Language Arts Methods Spring, 2004
Jill Hermann -Wilmarth Room 116, 12:2(3:50
Email: jillhw@peoplepc.com Phone: 545674

Office (1261) hours: By appointment

Required Text:

Fletcher, R. (1993What a writer needs?ortsmouth, NH: Heinemann

Fletcher, R. & Portalupi, J. (2002)riting workshop: The essential guide
Portsmouth, NH: Heinemann.

Harwayne, S. (2001WWriting through childhood: Rethinking process and
product.Portsmouth, NH: Heinemann.

Selected Text(choose one)

Fox, M. (1993)Radical reflections: Passionate opinions on teaghlearning and
living. New York: Harcourt Brace and Company.

Laminack, L., & Wood, K. (19965pelling in useUrbana, IL: NCTE.

Children’s Literature: (both are required)
Bruchac, J. (1998 he heart of a chieNew York: Dial Books.
Ryan, P. M. (2000)Esperanzaising. New York: Scholastic.

Suggested Text:

Calkins, L. (1994)The art of teaching writingPortsmouth, NH: Heinemann

Chancer, J & Restefodrow, G. (1997)Moon journals: Writing, art and inquiry
through focused nature studyortsmouth, NH: Heinemann.

Fletcher, RA writer's notebook: Unlocking the writer within yoNew York:
Avon Books.

Fletcher, R. & Portalupi, J. (199&)raft lessons.York, ME: Stenhouse.

Fletcher, R. & Portalupi, J. (200DNonfiction craft lessonsYork, ME:
Stenhouse.

Additional chapters and articles will be provided class, or on a CD later in the

semester

Purpose and Goals:The guiding philosophy behind this class is thait Ipeactices
require teachers of writing tarite, to they see themselves as writers, to recoghize t
varieties of ways in which writers practice theiaft, and in doing that, to gain an
understanding of their own writing processes anddcease their effectiveness as
writing teachers. The combined goals of this ckassnot only to introduce you to the
writing workshop approach to writing instructiondato help prepare you for your field
work, but to ultimately guide and encourage yoyonr own growth as a writer. In the
course of that pursuit, we will explore what wrgiis and what it is becoming, and what
the changes in writing mean to us as creative psrsblopefully, when you leave this
class, you will love writing. If love doesn’t comien hopefully you will have found
enjoyment and a creative release that will impacirydevelopment as a teacher and an
individual. Intrinsic to the teaching of writing an understanding of literacy and the
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ways in which literacy operates both in and ouhefclassroom; therefore definitions of
literacy as a concept that stretches beyond reaidgvriting will also be introduced.

Outline of Requirements

Attendance: You are expected to attend every class and to lien@unless you have

an emergency or a serious illness. More than lisedabsence (because we meet only

once a week, missing one class is equivalent teingsa week of class) will resultin a 5

point overall deduction per absence. Every tafthr gour second will result in a 2.5

point overall deduction in your grad&Ve will have a 10 minute break as close to the

middle of class as possible. Leaving class duringng time or discussion timeexcept

for an emergeneys not acceptable.

Participation: Acknowledging that we all have varying comfortéés/of class

participation, it is expected that everyone wilppart the class community and their own

learning by engaging in class discussions. Thesalals generally follow a writing

workshop and reading group structure. There wiNéy little lecture in this class;

therefore, it is vital that you come to class hgviead and reflected upon the assigned

material. In short, you are expectedattendto the material and pay attention to our class

discussions. If you use your class time for othan our mutual work—homework for

other classes, readifithe Red & Blacketc.—I will consider you not in attendance and

count you as tardy. You are also encouraged td thétyond the confines of this class

and enliven our discussions with your reflectionsother readings and experiences.

Writing classes must, by definition, be safe anduring spaces, and we will work

together to create the kind of supportive learm@ngironment in which good writing can

flourish.

Grading Policy: | believe that work that merits an A is excellertriy truly pushing the

boundaries of the assignment and using it to thgittyinvestigate questions and attempt

answers. B work is good, completed with thoroughraesl thoughtfulness. If you are

doing C work, you are just completing assignmeWtsen | evaluate your assignments

and projects, | will look for the following:

6. Have you fulfilled the purposes of the assignmé@u®s your work evidence your
learning in this area?

7. Have you examined the resources and thoroughlysstezpyour work? Have you
synthesized the discussions and readings and dgpken?

8. Are your thoughts and ideas apparent? Have yousiadeyour work with creative
thought and expression?

9. Is the work presented well? Is it organized cleashowing your grasp of the ideas
you are expressing?

10. Have you edited your work so that your pregdetas professional and accurate?

If | feel that your work does not meet the levekdher amA or B, | will request a

conference so we can discuss ways to improve yadiofnance in the class.

Academic Honesty: You are to practice academic honesty as defiggtidouniversity.

Email: Please check your email twice a week for any ngesshmight need to send you.

Likewise, | will check my email daily for any meg&s from you.

Late Work: All work is expected at the start of class timetloa day it is due. Turning

in work within the 24 hours following the due timdl result in the deduction of half a
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letter grade; after 24 hours, a deduction of al&iter grade per day will result. No paper
will be accepted three days after the due date.
Cell Phones and pagersPlease turn them off when you enter class.

Note: This syllabus is open to change depending tipe needs of the class.

Assignments:

All written assignments should be done in 12 ptnd$ New Roman fontloublespaced,
unless you need to alter size, format and fontfeative purposesAll papers should
be revised, proofread, and edited before they areitned in.

Assignment Weight DDate

1. Think Cards 8 pts. aiy

2. Skills Presentation/Mifliesson 5 pts. each 1/29

3. Cultural Memoir 12 pts. 2/12

4. Chapter Book Evaluations 5 pts. each (Heart of a chie/5 (Esperanza@/15
5. Book Review 5 pts. 4/1

6. Working Writer's Notebook/Evaluation 25 pts. 4/22

7. Field Experience Teaching Journal 20 p 3/25

8. Final Writing Piece 10 pts. 4/29

Explanation of Assignments:

1. Think Cards

Your own searching and inquiry are vital to thigsd, so it is important that you
read the material with a critical and responsive. eJhese think cards will allow you to
focus some of your more crucial thoughts abouttass readings. The think cards are to
be written on large index cards and will be dtighe beginningf each class. On them
you should note important quotes/ideas/conceptatahe class readings and, in
addition, pose at least two questions. The quesbould reflect things you don’t
understand, things you wonder about, things thatgke you or make you think about
your own teaching and learning processes. Weusélthese to generate whole and
small group discussions on the readings. If youtwatype them instead of writing to
save time, hand cramping, etc., that is fine. fhhbe helpful for you to have the quotes
you pick from the text on your computer for futuederence. If you choose to do this,
make sure not to go overboard. One of the pointsioig a card is so that you don’t write
a book! There should be a think card for each repdelection of the day (for example, if
there is a reading from Fletcher and one from Hgngayou should complete two think
cards).
2. Skills Presentations

Working in groups, you will present a conversationhe class regarding how to
teach the “mechanics” of writing within a classroasing the writing workshop format.
Each group will choose a writing skill on whichftxus, and each member of the group
will be required to read and be able to discussastiele or book chapter on the group’s
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selected skill. Skills to be addressed can inclyrdenmar, punctuation, handwriting,
spelling, vocabulary, structure, etc. An accompagynnotated bibliography of your
readings will be required.

3. Writers Workshop Mini -Lesson/Literacy Center

The mintlesson is to be prepared to fit within a writingrk&hop and can be used
in your field work. We will follow the format estished by Fletcher and Portalupi in
Craft Lessonsl will provide you with a model. The focus of yomini-lesson can arise
out of your own needs as a writer or be a lessanayuicipate would benefit your future
students. A detailed outline of a literacy centesign and facilitation is also an option

4. Cultural Memaoir

Since discovery is an important part of the writaw, you will be asked to create
an artifact that represents you and the culturashtave shaped you. “Culture” can be
defined any way you wish. While this memoir sholoddwritten, it does not have to be
limited to words; in fact, it is my hope that yoa dot restrict yourself to words but also
include images, colors, objects, even sounds anedément. On the due date, we will
create our own gallery, where your memoirs wilMmwed and your peers will be given
the opportunity to respond to your work.

.5. Book Review

You will select one book from the Selected Textdisthe beginning of the
syllabus to read while you are in the field. Wel ¥afrm in-class reading groups to
discuss not only the content of these books, bwtymu see the author’s ideas at play
during your observation (or how the ideas preseatedhbsent from the classroom in
which you are observing). In yous8Bpage book review, you will address the main
themes of the book, what you found valuable or hoty you would or would not use the
ideas as a teacher, etc. Use quotes and examphestfe text.

6. Children’s Literature Review

We will form literature discussion groups (thatieef our book groups in 3110) to
discuss the ideas in the literature, but also sowdis the author’s craft: How does the
author draw you into the book? How does s/he usergive language? What role do
specifics play? What structure/tone/voice doesatitbor use? You will write a three
page review of the book that focuses on the writggniques the author uses, drawing
upon Fletcher'sVhat a Writer Needfr your observations.

6. Working Writer's Notebook/Evaluation

You will keep a writer's notebook throughout theicge, starting this week. You
are to write in this notebook for a minimum of 1%ates a day, four days a week—you
get the choose the days. It will be exactly whaays it is—a working writer’s
notebook, a catehll for your thoughts, dreams, ponderings; for canta and
reflections on the class readings and discussagathering place for your writing ideas,
false starts, practices, exercises, freewritinggs, his notebook is your discovery zone
where you hopefully will develop yourself as a wriand teacher of writing. | don’t
expect neatness; in fact, | wouldn’t mind if yoveative energy sometimes EXPLODED
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on the page in multiple colors and combinationsrafges and words. | would love it if
your notebook makes you laugh out loud sometimgs away a tear sometimekn
grading your notebook, | will be looking for thoufyiiness and risktaking, connections
between what you read and what you write, and stedishment of yourself as a
working writer; in short, I'll be looking for youdevelopment and progress as a writer.
At the end of your notebook include é2ageevaluation of your notebook, employing
the same critical lens you used in your book regieWlow well did you, as a writer, use
the techniques discussed in Fletch&vlsat a Writer Needs How well did you use
descriptive language? What kinds of voices cammutyh in your writing? What role
did specifics play? How often did you “write smidllUnlike the notebook, which can be
messy, this evaluation should be expertly presemwidited and proofread. It will be
worth 5 of the 25 pts.

7. Field Experience Teaching Journal

For the weeks you are teaching writing during yieeld work, you will keep a
journal on your experiences, observations, andghtsuon thevriting instruction and
practices taking place in the classroom. Theseesntan be basically documentary—
what mintlesson was presented, what happened to whom, vidhavbat, how the
students responded. At the end of each week, ylbwrite a longer reflective piece
about your observations. To help frame theserghtens, you will choose one quote a
week from our class readings and discuss how ygaahing experiences are reflected in
(or contrasted to) the quote. (I'd suggest dravandhe quotes that you put on your
Think Cards.) In these reflective pieces, you sthponder, question, challenge, and
generally cogitate about what happened in termeritihg in the classroom during the
week. These weekly entries need to be as ricldatailed as you can make them. Focus
on the individual children in the class—What do yiserve about them? What seems
to “work” for them as they develop their readinglanriting literacy? What seems to
block them? What do you notice about yourself ymar own reactions as you progress
through the month? How does the mentoring teagperate in the class? These journals
should be thoughtful, critical, creative, insightfand even provocative. If you find it
helpful, collect artifacts from the class (photqgrs, student work, teacher ideas) to
include in your notebook and discuss them.

8. Final Writing Piece

This piece (or pieces) can be anything you desigetelop from your semester of
writing. These pieces can be any genre—poetry, pficéen, nonfiction, essay, or a
combination. You could use the bobloon Journaldo guide a science/art/writing
project. You could choose the book review book jleatdidn’t read, and do an-depth
review, looking at other texts to really creatdrarsy academic piece. You could take an
entry from your Writer's Notebook and write thestichapter of the Great American
Novel with it as the seed idea. The options aréyendless. Using the writing workshop
approach, you will participate in peer conferenedsle group sharing, and student
teacher conferences to gain feedback on your wegloa revise and refine. We will
publish these pieces in the form of an oral readugng our Writers’ Celebration.
Participation in the Writers’ Celebration is recpar

ELAN 4120, Spring 2004—Course Schedule
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Date Focus Readings/Assignments
January 8 Introductions: Teachers as Writers
Power Walk
January 15 Assignment:
The Nitty Gritty of Writing: Think cards
Building a Home in a Writing Readings:
Classroom *Fletcher/Portalupi (WW):
chs. 1,2
*Fletcher: [WWN]: ch. 1
*Harwayne: chs. 1,2
January 22 Assignment:
Writing about Ourselves: Think cards
Starting with Memoir Readings:
*Fletcher/Portalupi [WW]:
ch. 8
*Fletcher: [WWN]: chs 2,3.
*Harwayne: ch. 3, 4
*Calkins “Memoir”
(provided in class)
January 29 Assignment:
Writing Developmentally through the | Think cards
Blending of Creativity and Skills: Annotated bibliography of
The Role of Mechanics in Learning to | skills readings
Write Mini-Lesson
Teri comes Readings:
Mini-lessons: Figuring Out What They | *Fletcher/Portalupi (WW):
Need When They Need It chs. 3,4
*Harwayne: ch. 6, 7
Skills and Mini-Lesson Presentations
February 5 Assignment:
Creating the Written World: Think cards
Writing as Seeing, Heart of a Chief Review
Writing Small Readings:
*Fletcher/Portalupi [WW]:
Heart of a Chief Discussion (bring the | 6,7
book!) *Fletcher: [WWN]: ch. 4
*Harwayne: ch. 5
February 12 Assignment:
Memoir Sharing Think cards
Cultural Memoir
Readings:

*Fletcher: [WWN]: chs. 5,6,
10, 138

*Calkins: “Making Meaning
on the Page” and
“Rehearsal” (OIT)
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March 25

The Heart of the Matter: Peer and
Student-Teacher Conferencing

Assignment:

Field Journal Due

Think Cards

Readings:
*Fletcher/Portalupi [WW]:
ch. 5

*Harwayne: ch. 8
*Calkins: “Conferring” and
“Learning to Confer” (OIT)
*Fletcher [WWN]: ch. 12

April 1

Book Discussion

Giving the Grade:
Assessment, evaluation and
publication

Assignment:

Bring Selected Reading
Book

Think cards

Book Review Due
Readings:
*Fletcher/Portalupi (WW):
chs. 9,10

*Harwayne: ch. 10
*Calkins: ch. 19
*Fletcher [WWN]: 6,7,8

April 8

Images of Literacy

Film: Rabbit-Proof Fence

Assignment:

Think cards

Readings:
*Fletcher/Portalupi [WW]:
chs. 11,12

*Calkins: “The Home-
School Connection”

April 15

The interplay of reading, writing and
culture

Esperanza Rising (Bring the Book!)

Assignment:

Think cards

Esperanza Rising Review
Due

Readings:

Selections from Rethinking
Schools

April 22

Exploring Genres:
Poetry

Final Conferencing and Questions

Assignment:

Think cards

Writer’s Notebook and
Evaluation Letter Due
Readings:

*Fletcher [WWN]: “Final
Thoughts”

*Harwayne: ch. 9

April 29

Writer’s Celebration

Assignment:
Final Writing Piece Due
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Appendix F
Power Walk

Walk if you've ever lived outside of Georgia

Walk if you've ever traveled west of the Mississipp
Walk if you've ever traveled to Europe

Walk if you've ever traveled outside of the US dndope
Walk if your parents have never been divorced

Walk if you are an only child

Walk if one parent stayed home when you were alchil
Walk if either of your parents is not literate

Walk if you grew up in the suburbs

Walk if your parents went to college

Walk if your parents have a graduate degree

Walk if you are the first in your family to go tokege
Walk if (before last semester) you consider youirgetader
Walk if you intentionally read books about peopleonare different than you are
Walk if any one in your family has ever been t¢ jai

Walk if you have ever been fired from a job

Walk if there is alcoholism in your family

Walk if you or your family has ever been on foodnsps
Walk if English is not your first language

Walk if you can fluently speak more than one lamggua
Walk if there is mental iliness in your family

Walk if you moved more than 3 times before you &arii8
Walk if your scores on a standardized test have reegatively affected your
education

Walk if you don’t practice Christianity

Walk if you are a member of a minority group
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