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Abstract 

 
 

Paulo Friere said, “Authentic reflection considers neither abstract man nor the world 

without people, but people in their relations with the world.” If education is to be authentically 

reflective, it must subvert the objectivist paradigm in which students are only passive receptacles 

for information. In the current moment, information is easily accessible and the classroom can 

feel less and less relevant, but if true knowledge only emerges from relationships, the community 

of the classroom is still an important place. By utilizing the Enneagram as a tool for self-

reflection, The Institute for Embodied Learning was an attempt to empower students by 

providing new language to reflect on relationships within their education—relationships to their 

classmates, to their professors, to their major, and to information itself. By emphasizing the 

reality of multiple and diverse subjectivities, many students were able to recognize in a new way 

their own role as active participants in their learning process. Grounding the Institute in the 

feminist and Jesuit traditions, and providing case studies to explore the benefits of this 

experiment, this paper aims to show that educational embodiment, with its emphasis on forging 

unique relationships between the self and all that exists outside the self, is a liberating force. 

Instead of being passive recipients of information, by empowering students to consider 

themselves as whole persons, active in the creation and ordering of knowledge, they were able to 

connect, invest, and act in new ways as they encountered themselves and their education from an 

emerging perspective, a perspective that is uniquely and unequivocally, their own. 
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“A lot of people will…learn about science [and] they won't fit it into their life at all. They'll just 
take it as the facts and, they are, but it's, it's something that is important to incorporate into 
every part of you… An example of that is…when you are in a lab you are learning about lab 

procedures and all that kind of stuff … But like, when you're isolating just doing science and not 
really taking into account, like the rest of the world, when you are doing that, you just use the 

resources like nobody's business, because it's for a grade or it's like for your project. You don’t 
really think about, like the economics of, okay who needed to produce this and send it off? Like 

we have little wipes that we use and that's paper—you are getting it from somewhere—but 
people don't think about that, they just use wipes over and over and over again and throw [them] 

away and forget about it.” -Chris 
 

Introduction 
 

I begin with a quotation from one of my students who is majoring in Biochemistry 

because, honestly, the realm of “the sciences” is not one I have spent much time in, except for 

the required Biology 100 and Geology 200 courses during my undergraduate coursework. So, 

when I began working on this project, “the sciences” was an ambiguous area for me. I am much 

more familiar and happy in the humanities. I majored in philosophy, minored in sociology (but 

didn’t major because heaven-forbid I would have to take a stats class), and now I am doing my 

Master’s in Composition and Rhetoric. And yet, hearing Chris talk about his experience in an 

Environmental Science class, I realized many of my experiences in the humanities have been 

quite similar to his in the sciences. I also participated in classes in which the information was 

decontextualized, in which the pedagogical method was at odds with the content, and in which 

the educational objectives seemed to exist in a vacuum with no real bearing on my way of being 

in the world.  As students, we not only seemed to exist at a distance from the content—the 

methodology itself seemed to distance us from ourselves. In class it often felt like we were just 

minds playing games in a room for a grade. 

Unfortunately, in many classes, Chris’s comment about “us[ing] wipes over and over and 

over again and [throw]ing [them] away and forget[ting] about [them],” becomes quite the 
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metaphor for talking about the way the information I once studied in my classes was treated. 

Information was used and then discarded; use this theological concept, this novel, this era of 

history, this understanding of society, and think about it, and write about it, and write about it, 

and write about it (and write about it without using the word “I”), and then throw it away. Of 

course, no one actually told us to throw it away, and certainly professors would never encourage 

such behavior. Unfortunately, the usual manner of “information delivery” often left “facts” 

decontextualized and students disengaged, lacking any semblance of understanding about what it 

means for knowledge to emanate from life or affect the living of a life.  

Educator Parker Palmer describes this objectivist pedagogy as the conventional, albeit 

hidden, curriculum of classrooms, saying, “…the conventional pedagogy persists because it 

conveys a view of reality that simplifies our lives. By this view, we and our world become 

objects to be lined up, counted, organized and owned, rather than a community of selves and 

spirits related to each other in a complex web of accountability called ‘truth’” (39). In the 

educational experience of students like Chris, and like myself, we have lined up, counted, 

organized, and owned the information in order to succeed in the world of the classroom, to 

control our educational world with our knowledge. It is often all our education has required of 

us, and it is all we have required of ourselves. We have seen ourselves, and our classmates, as 

passive recipients of information, not active interpreters, creators, and purveyors of knowledge. 

In short, we are disembodied. Who we are as humans, people with emotions, families, histories, 

fears, desires, motivations, and bodies, has seemed pretty irrelevant in our academic world.  

A switch occurred for me during my junior year of college. The year before was a pretty 

dark one for me. As a sophomore, I was deep into my philosophical studies, living in my mind, 

and often unable to remember myself in the midst. The next year was better. My friend Justin 
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and I became excited about a tool called the Enneagram, which, at first, we used to line up, 

count, organize, and thereby own our friends. The Enneagram looks, at first glance, like a 

personality test. It is comprised of 9 types, each of which is often watered down to a name (the 

“helper”, the “motivator”, the “challenger”) or to a cursory, external description of the type. Each 

of the 9 numbers represents a type, sometimes called “enneatype.” While traditional personality 

tests would argue this type might indicate something of your behavior, the Enneagram is much 

more focused on the “why” of our behaviors. Each type has particular fears and desires which 

can be manifested in a multiplicity of ways. So, presumably, two people could be the same type, 

and yet, their lives might look quite different from the outside. We found it to be a hugely helpful 

tool for re-membering ourselves, putting ourselves back together by recognizing our fears, 

desires, and motivations that drive our interaction with ourselves, with information, with 

experiences, with structures, and with each other. We found many of the ways we had defined 

ourselves to be largely cultural messages we had received and then integrated into our self-

understanding. “Everybody wants to be loved,” or “Fake it ‘til you make it,” might be sentiments 

that ring true for many peoples’ experiences, however, by throwing around these statements, we 

often obscured the reality of our situation, generalizing and distancing ourselves from ourselves. 

The Enneagram did not allow for such distancing, it required that we get close to our own 

patterns of motivation and behavior and sometimes with the ways we clashed with cultural 

messages we had come to believe about ourselves.  

Many times scholars talk about using the Enneagram to liberate us from our personality. 

Enneagram scholars Riso and Hudson put it this way: “Our personalities are no more than the 

familiar, conditioned parts of a much wider range of potentials that we all possess…the 

Enneagram does not put us in a box, it show us the box we are already in—and the way out” (27-
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28). Our personality is often constructed with the language available to us in our culture, and that 

language is quite limited, limiting. The Enneagram assumes there are things we do not know 

about ourselves. By expanding our language of motivation, this system proves to be, for many, a 

tool catalyzing self-knowledge, but its merits are not all individual. By gaining an understanding 

of one’s self as complex, dynamic, and multi-layered, and by acquiring language to talk about 

the ways we have been constructed from without and within, people develop new kinds of 

agency able to beget much self-change. This is helpful for communities, in this case the 

community of the classroom, because personal change affects environment in which we learn, 

move, and have our being.  

After Justin and I played around with the Enneagram for a while, we began to share this 

tool with our friends. I immersed myself in the Enneagram, and began to consult with different 

groups and teams, using the tool to further personal and interpersonal understanding. The 

Enneagram was tremendously effective on an interpersonal level; much health and healing 

occurred in relationships. The intricacy and effectiveness was enough for my friends and me—

there was enough complexity to the tool to study it, talk about it, and do personal work with it for 

a long time.  As we began to study it, we saw and felt it affect us in other places—in our 

families, in our faith communities, and in the classroom.  

 Through my work with the Enneagram, I decided if the philosophy I was studying and 

propagating was un-livable, that is, it didn’t enrich life for someone, it was not something I was 

going to think about for much longer. This is not to say philosophical games or study are not 

important to ponder, but I realized for me, if I were to have health in the world and bring my best 

self to the world, it would not be in a disembodied pursuit of philosophy. I distinctly remember a 

Philosophy of Religion class in which I disagreed with my professor on a point he was making 
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and then told him about an idea I was throwing around. He asked me, “Do you really believe 

that?” And then I got angry. I thought, in a philosophy class, shouldn’t I be able to ask questions 

and take positions at which I arrive guided by my lived experience? It seemed antithetical to the 

“love of wisdom” to ask questions negating someone’s lived reality. During this time, and 

through my use of the Enneagram, I realized my tendency was to withdraw when people or ideas 

overwhelmed me. This withdrawal was a kind of isolation that made it harder to connect my 

ideas with reality. I decided to make sure I was connected to people, especially in the depths of 

my philosophical study.  

 These experiences led me to an interest in the way the Enneagram as a tool could 

augment students’ learning experiences in the classroom. I now find myself working on my 

Master’s Thesis at a Jesuit university, which has provided an opportunity to explore this 

possibility in depth through the creation and assessment of The Institute for Embodied Learning, 

an “outside of class” classroom experience, wherein students explore deeply what it means to be 

a human inside and outside the traditional classroom. The Institute for Embodied Learning uses 

the merits of the Enneagram system to encourage students to know themselves a bit more 

complexly. It facilitates investigation into how who they are, in all their depth, mystery and 

subjectivity, is present in the world of the classroom. In recognizing how who they are is present 

and manifest in the classroom, new relationships can be forged between each student and the 

information, both student and content can be made into “subjects,” and thus relationships 

between subjects are enabled. The alternative is objectivism, which begets distancing and the 

relegation of everything to information that may or may not be integrated in to the lives of the 

learners.  Palmer puts it this way: “If we believed that knowing is a process in which subjective 

and objective interact…we would create a different kind of education. Students and subject 
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would meet in ways allowing our passions to be tempered by facts and the facts to be warmed 

up, made fit for human habitation, by passions” (36). Embodiment in education heightens the 

capacity to change and be changed as we encounter information in multiple relationships to the 

community of the classroom.  

 My particular context provides a rich tradition for this kind of work.  As one situated at a 

Jesuit university, the Latin phrase “cura personalis” is never far from my mind. Cura Personalis, 

or attention to the whole person, means caring about the unique concerns and circumstances of 

every individual. It could and has been said that attention to the whole person is the essence of 

Jesuit Higher Education. Fr. Peter Hans Kolvenbach put it this way: “We must…raise our Jesuit 

educational standard to ‘educate the whole person of solidarity for the real world.’ Solidarity is 

learned through "contact" rather than through ‘concepts…” (“Commitment”).  Educational 

embodiment, with its emphasis on forging unique relationships between the self and all that 

exists outside the self, necessitates we act on what we find. Strangely, an increased focus on the 

self and its relationship to the world does not paralyze or create narcissists. It draws us into 

relationship with the world, and asks us to respond. The Jesuit articulation of embodiment is 

strongly echoed by feminist pedagogy. As articulated by Slattery, Garner, Wolburg, and Turner 

in Jesuit & Feminist Education: Intersections in Teaching and Learning for the Twenty-first 

Century, “Feminists and Jesuits recognize emotion and intellect as involved experience, which 

leads to action and, hopefully, social change” (151). My own immersion in Jesuit and feminist 

pedagogy has created a foundation for my work, which I hope furthers the Jesuit and feminist 

tradition of facilitating an experience always leading to action, and ever mindful of social change 

as the end of all education.  
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In this paper I will first explore some of the prevalent feminist theories and in higher 

education to show how they have informed my particular project, The Institute for Embodied 

Learning. I will explore in depth the methodology employed in the creation of the curriculum, in 

the assessment process, and in the collaborative nature of the project. To assess the project’s 

effect on its participants, I will present and analyze three case studies to represent some of the 

different trajectories of Institute participants. After telling their stories, I will return to my three 

main research questions (described below) and conclude with a discussion about how I, and 

others, could move forward with the knowledge gained through this experience. 

Before I begin this exploration, I want to foreground the work with an explanation of how 

and why my passions will be entering into it. To have a discussion about embodied education 

and then to divorce my feelings and dispositions from what I am writing would be to fail from 

the start. In my work you will see my joy, my frustration, my confusion, and my anger as well. 

This is not because I cannot take them out—I spent much of my life learning to write without the 

interjection of the “I”—but rather, because I am choosing to participate in the feminist and 

ethnographic tradition, which encourages the passions as placed in the researching, writing, and 

teaching processes. This might be off-putting to some, but it is the very basis of Ethnography: 

“So it is not always objectivity or detachment that allows us to study culture, our own or that of 

others. Subjectivity—our inner feelings and belief systems—allows us to uncover some features 

of culture that are not always apparent” (Sunstein 6). How the subjective world interacts with 

that which exists outside is the very basis of this study, the Institute for Embodied Learning, and 

the idea of embodiment itself. Ethnographer Ralph Cintron writes about the role his emotions 

played in his study of the Mexican-American community of Angelstown: “I have been 

elaborating…a set of emotional intensities that did not originate at the field site but long ago, at 
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the moment of birth. Indeed, the fieldsite first magnetized me because of these intensities, and so 

I cannot remove them from my text, nor do I wish to” (7). This is how I feel as well. I have been 

wrestling with education and embodiment for a long time, since before the Institute or my 

Master’s work began.  

This work is an expression of something that has been happening in me for a long time. 

Therefore, it will be impossible and undesirable to remove myself and my experiences from what 

follows. It is through the interaction of my own subjectivities and the ideas discussed that I hope 

to forge new connections and relationships to add to the ongoing discourse about embodied 

pedagogy. Embodiment, in my work, means nothing more, and nothing less, than the presence to 

the intimate connection between a human being and information, other people, and her work 

(each of these things help make up her “world”). Embodied research, teaching, and learning 

would be a utilization of all the many resources available to us as we connect with the world—

our fears and desires, our imaginations, our experiences, our instincts, and yes, our minds. I share 

this persuasion not only with Sunstein and Cintron, but also with some of the educators I will 

introduce in the next section. Embodiment then, is both my topic and my methodology.   

“The historical imagination of most young people extends not much 
further than the episodes of their own lives”: An Opening for 
Embodied Pedagogical Work 

  

 There is much attention being paid these days to the kinds of students entering college 

classrooms, and more particularly, what they lack. The Beloit College Mindset is an oft-cited 

resource for educators to understand the different experiences incoming college students have 

had. Much of this list has more to do with the experiences students have not had than the 
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advantages of their birth moment. Even when statements are framed positively, there is still an 

implicit statement about what students have not experienced. For instance, for the class of 2015, 

“There has always been an internet ramp onto the information highway.”  This is not a statement 

saying anything positive about the students themselves, and it could quite easily be read as “The 

class of 2015 has never had to work hard at researching anything (i.e. check out library books 

through interlibrary loan or read an entire chapter of a text book) because the Internet has made 

everything easily accessible to them.” This is not to say it isn’t important to understand the 

culture in which today’s students were raised. It is important to take into account the experiences 

of students’ pre-college worlds in order to create the most accessible and challenging learning 

environments. However, this deficit model of approaching student research may not tell the 

whole story—or be the most helpful in curriculum creation or instruction because it does not 

often see students’ experiences has helpful tools to be used, but as experiences to be fixed by 

unlearning and relearning.  As an insider to this generation, I am offended by the insinuation that 

I haven’t done very much work to collect and organize information, and no one seems to be 

focusing on the new capacities being created in the millennial generation alongside advances in 

technologies, on what is possible for and refreshing about this generation. More than anything, I 

have felt overwhelmed in my studies by the number of resources available to me. I have had 

more articles and websites, and therefore, information, easily accessible to me than any 

generation prior. As I researched my comparative religion paper during my junior year of 

college, I wasn’t aided by the ease with which I could access Islamic texts, blog posts, and 

multiple opinions emerging from different sects, I was overwhelmed by the vast stores of 

information that did not have context. I had to work to contextualize the multiplicity of texts I 

was encountering. The easier it was to find, the more work I had to do to organize. My access 
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may have made possessing information easier, but it certainly did not make contextualization, 

organization, and prioritization any easier—quite the opposite.  

The Beloit Mindset list is tame example of the deficit model because it doesn’t have to be 

read as such, but there is no getting around the explicit use of the deficit model in author Mark 

Bauerlein’s book, The Dumbest Generation, which from the very title incites fear concerning the 

capacities of millennials. In this recent book, a national bestseller, Bauerlein speaks about the 

knowledge deficits accompanying the screen time and hyper socialization of today’s students. He 

uses data collected from the National Survey of Student Engagement, the Kaiser Family 

Foundation Program for the Study of Entertainment Media and Health, the American Time Use 

Survey from the Bureau of Labor Statistics, and the Survey of Public Participation in the Arts 

from the National Endowment for the Arts, to show how today’s youth pay little sustained 

attention to “relevant” historical, scientific, literary, and civic knowledge. He calls us 

“Bibliophobes,” saying we prefer, instead of reading, to play games, socialize and spend. I don’t 

doubt this trend, but I do doubt this shift is all bad. Scary as it may seem, a shift away from the 

age of typography (as Neil Postman called it in Amusing Ourselves to Death) created new 

avenues for knowledge creation, consumption, and innovation. Bauerlein is also the person 

responsible for the quote in this section heading, and he seems very focused on driving home the 

point that students are much more enmeshed in their social lives than their academic ones (and 

yes, for him, there is a dichotomous line which divides the two). This dichotomy itself is enough 

to show us how wed he is to a very particular epistemology, one in which the student receives an 

idea from the outside, instead of though a relationship with a concept.  What if students’ 

increased socialization was a way to learn, to put students in close relationship to the 

embodiment of particular ideas, movements, or disciplines? 
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I cannot help but wonder if, in the face of these emerging technologies, academia 

partitioned itself off from the “silliness” they promoted, and therefore, the dispositions and 

capacities they were creating in people’s thought life and epistemology. As technology began to 

make fun and personal the search for information and pleasure, academia continued to use its 

models created in the industrial revolution mass education. In a culture where people had 

tremendous accessible and preferential power by the Internet, the classroom became a place 

where students were reminded they were not the authority and not often reminded of their 

individuality. In this way, the classroom is not seemingly as exciting or empowering as surfing 

the internet—a place where you control your consumption.  This is, obviously, a problem. But, 

this problem is also an opening. Things like self-centeredness and short attention spans, both 

critiques of the millennial generation, may not be good on their own, but leveraged toward a 

pedagogical end, perhaps they could become useful tools for the student, the teacher, and the 

world.  

In Pedagogy of the Oppressed, Paulo Freire introduces us to two different approaches to 

education: “the banking model” and “problem-posing education.” In the banking model, the 

teacher-student dichotomy is strengthened, as each is given a particular role to fill in the 

classroom. The teacher is the depositor of information, and the student is the one who is filled 

with said information. “In the banking concept of education, knowledge is a gift bestowed by 

those who consider themselves knowledgeable upon those whom they consider to know nothing” 

(72). This kind of education places a wedge between human beings and the world, disallowing 

creativity and mandating passive reflection. It is oppressive because it doesn’t give students any 

power to transform themselves, ideas, or realities. It makes students into empty vessels to be 

filled with static information. The banking model is, ultimately, a deficit model, much like the 
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models that would emerge from taking the Beloit Mindset list and Bauerlein’s work to their 

logical conclusion. By focusing on what students lack, students are described as empty, which 

puts the onus of “filling” on the teacher, who has the answers and the resources. This model does 

not resolve the unnecessary tension students feel between the classroom and the rest of their 

lives; when students sit at a coffee shop with their phone or laptop, they are automatically re-

instated as the authority in their learning. Whether or not students take advantage of this power is 

not the point. The point is if the Internet is a ramp onto the information highway in this century, 

professors aren’t driving the car. Any classroom pretending as if they are, is not a classroom 

helping students learn in a life-enriching way. No one owns knowledge anymore. Technically, no 

one owned it before either, but the internet has made information more accessible, and therefore, 

through access to information, knowledge can be created. Teachers are not the only ones who 

can forge these connections, though they are important models and guides in the process.  

Problem-posing education attempts to work against the banking model/deficit model by 

disintegrating the teacher-student dichotomy, so teachers are students and students are teachers, 

and the knowledge is not owned by anyone. This is an especially important moment for this kind 

of pedagogy to infiltrate our schools because, more than anything, it is an acknowledgement of 

something already happened—teachers do not own the knowledge whether they claim to or not. 

In this model, students are put into contact with the world and with themselves. Freire says, “The 

teacher cannot think for her students, nor can she impose her thought on them. Authentic 

thinking, thinking that is concerned about reality, does not take place in ivory tower isolation, 

but only in communication” (77). Implicit in problem-posing education is the claim that our 

understanding of the world cannot exist without us, and therefore our thinking “on” or “about” 

that world must be “authentically reflective,” meaning it “considers neither abstract man nor the 
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world without people, but people in their relations with the world” (81). In that sense, problem-

posing education knows we can’t authentically think “on” or “about” the world, but instead, we 

must think “in” it. In this way, “people develop their power to perceive critically the way they 

exist in the world with which and in which they find themselves, they come to see the world not 

as a static reality, but as a reality in process, in transformation” (83).  For Freire, this is the end of 

education—liberation. With this critical perception comes an agency—if things are changing, 

then I can participate in transformation, for myself and for the people and structures I am in 

relationship with. “I” becomes active instead of passive. “I” becomes subject and not just object.  

Marjorie O’Loughlin’s work poses the problem in a different way. In her work 

Embodiment and Education, O’Loughlin, in effect, talks about the banking model of education 

when she addresses the problem of “Ocularcentrism.” Ocularcentrist education privileges sight 

as the dominant sense. At first, this does not seem to be a problem, but she offers three incisive 

critiques of such an educational culture. First, identity in this educational setting is linked to the 

consumption of an ever evasive reality because it is always external to the self. Second, and 

resulting from the first critique, “Ocularcentrism casts individuals as passive spectators whose 

characteristic mode becomes a sense of detachment from an objectified world, including other 

people…distancing can, over time, preclude the development of a sense of embodied 

‘implacement’, of that ‘being-in-place’”(34). And third, it downgrades the importance of 

knowledge gained through other human senses, like touch or hearing. This is called the “neglect 

of the multisensory,” and such neglect is directly related to ocular consumption and distancing 

which allow us to detach and be “unaffected”—a virtue in western education, says O’Loughlin. 

Freire says “people do not exist apart from the world, apart from reality, the movement must 

begin with the human-world relationships; O’Loughlin calls this “embodiment” and says 
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“corporeality is the very condition for subjectivity and, since education is about the construction 

of subjectivities, then it is fundamentally about issues affecting incarnate bodies.” For both 

O’Loughlin and Freire, the construction of subjectivities, education, is neither a construction 

from the outside nor an imposed construction. It is an active process of deconstruction and 

construction by the student-teachers, facilitated by their teacher-students inside of classrooms, 

but enacted by the student-teachers everywhere else.  

What Freire and O’Loughlin share is a critique of passive, disembodied, and 

disempowering education. For both of them, education is a space in which the whole human is 

implicated, in which not only student, but also teacher, wrestles with what each new piece of 

knowledge means for the living of a life in my body, in community with other lives in bodies. 

Lest it seem nothing is being done about all the problems being posed, let me move to the work 

being done in academia, especially by feminist pedagogues, which considers how best to bring 

the whole, wrestling, and empowered student into the classroom. Sometimes the work is done in 

order to bring students out from underneath the oppressive regime of the banking model of 

education, making them feel their emotions, memories, actions, heritage or sexuality are present 

and welcomed in the classroom. Other times the work is done in an effort to find ways to engage 

today’s disengaged student population. Whatever the reason for the research and redesigning of 

curricula, the models seemingly most effective and innovative have to do with drawing on 

students’ experiences outside the classroom.  

 In the Funds of Knowledge Project, anthropologist Norma Gonzalez, educational 

researcher Luis C. Moll and teacher Cathy Amanti, team up to address the problematic rift 

between school and home. Because much of their work in Tucson is focused on Latino, working-

class neighborhoods, the teachers involved with this project are consistently confronted with the 
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stereotype that children from this background are more likely to fail because their families are 

not providing the prerequisite skills needed to succeed. One of the teachers, Cathy Amanti, says 

she was trained to believe this was true, and yet her experience showed her something very 

different—many students were bilingual, engaged and insightful, yet labeled “at risk.” In this 

project, the researchers and the teachers develop an ethnographic approach to understanding the 

cultures of their students, so as to better understand the knowledge students already have when 

entering the classroom. Their work is based on this premise: “People are competent, they have 

knowledge, and their life experiences have given them that knowledge…No learner is a blank 

slate” (ix-x). By getting to know their students’ families the teachers were able to see their 

students more holistically, and to weave more complex webs of knowledge for their students:  

The principle task, we have come to learn, is not primarily to elicit information, but to 

foster a relationship of trust with the families so they can tell us about their lives and 

experiences…By focusing on understanding the particulars, the processes or practices of 

life…and how people lived experiences, we gained a deep appreciation of how people 

use resources of all kinds, prominently their funds of knowledge, to engage life. (xi)  

The teachers who participated in this project used a variety of methods to bring their students 

lived knowledge “outside of the classroom” into the classroom in order to make learning 

accessible, engaging, and applicable. 

 The Funds of Knowledge project is only one model for embodiment in the classroom, 

and it emphasizes the use of students’ familial cultures in elementary and middle schools. 

Although there are ways to extend that approach to the college years, often university professors 

will use different methods, not-so-family-centered-methods, to create embodied classrooms. In 

their article “Coming-Out Pedagogy: Risking Identity in Language and Literature Classrooms,” 
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Brenda Jo Brueggemann and Debra A. Moddelmog introduce us to their classrooms. Utilizing a 

different approach from the Funds of Knowledge project, Brueggeman and Moddelmog bring 

their own personal experiences into class in order to engage with their students on a new plane. 

Brenda is hard of hearing and Debra identifies as lesbian, and both have found it to be very 

important not to “pass” for hearing or heterosexual in their classes:  

The act of disclosing a historically abject identity in the classroom has had significant 

pedagogical consequences … It has called into question traditional expectations of the 

kind of knowledge that can be shared with students, thereby redrawing the lines between 

the intellectual and the personal, the sanctioned and the taboo, the academic and the 

experiential. (312) 

  Sometimes they are teaching sexuality-centered or disability-centered courses, but other times 

they are teaching standard literature or language courses. In either case, the line between the 

personal and the intellectual is one they have worked to erase in the classroom by erasing it in 

their own pedagogical performance. Moddelmog discusses her choice to never tells her students 

she “is a lesbian,” but rather, that she “identifies as a lesbian.” In this way, she is able to 

introduce the idea that identity is fluid and dynamic, and always in the process of being formed; 

in so doing, the classroom can become a space for working out an identity, even if the course is 

not specifically linked to study in sexuality or disability: 

We now stand before our students as embodiments of the idea that identity is both 

credited and discredited, essential and fluid, a nexus of intersecting and contingent social 

positions. Our classrooms turn into spaces of intellectual and personal discovery, since 

our approaches to coming out encourage both our students and us to share our stories, to 

investigate our identities, to name our passions. (318) 
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In classrooms like Brueggemann and Moddelmog’s, students are given a model for integration. 

If the person “in charge” of the learning is sharing information alongside revelations about 

herself, students are able more easily to see themselves and their own participation in the 

learning/identity-discerning process. 

 The “coming out” classrooms Brueggemann and Moddelmog create are distinctly 

feminist. In Kris Macomber and Sarah Nell Rusches’s feminist classrooms, found in the 

predominantly white, conservative schools in the south, we locate a different approach to 

bringing students’ identities into the classroom. Guided by the work of Paulo Friere and bell 

hooks, these two professors attempt to bring students’ racial memories into contact with the 

content of their courses, which focus largely on social inequality. Speaking to their methods, 

they say, “Contrasted with a traditional lecture-based model, asking students to share their early 

racial memories makes personal experience central to student learning, which in turn can make 

the content more meaningful to students” (215). This has been a battle for these professors, who 

are constantly fighting a predominant cultural view of racial interaction: “colorblindness.” 

Instead of entering in through ideology, or concepts, these professors invite students to share 

early racial memories so through experience, students can come to understand terms like “racial 

segregation” and “discrimination.” They provide this example: 

A student took this early racial memory: “Growing up, there was only one family in my 

neighborhood who was not the same race as me,” and by the end of the unit re-interpreted 

it as racial residential segregation. By examining their own (and their classmates’) 

experiences, students learn that these experiences are not simply personal experiences or 

isolated occurrences, but rather patterned in meaningful ways. (216) 

No longer is the idea of “racial residential segregation” simply a concept to be understood, but 
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now it is a reality lived by students. The ideas take on greater meaning and weight when 

connected with students’ memories of their childhood, and cause them to look at their current 

experiences with new eyes.  

Something all of these “embodied” approaches have in common is the placing of the onus 

on the teacher to introduce embodied practices and discourse to the classroom. Students may 

experience the difference of embodied classrooms, but generally they are not provided with a 

language to talk about that difference. While an explicit conversation about the methodology 

may not be necessary, I find it to be another important way to empower students to recognize and 

participate in their educational process. In the Institute for Embodied Learning, we decided to 

make the explicit aim of the course to be an increased intentionality and agency within the lives 

of our students, both inside and outside the classroom (since learning happens in both places). 

The Enneagram, the tool we chose for this endeavor, has been used in a variety of “outside the 

classroom” contexts and, to our knowledge, has never been paired with classroom learning. This 

is probably because, at this point, much of the Enneagram scholarship is focused on spirituality 

and older populations, with some scholarship condemning its use with the “younger generation.” 

One writer explicitly says it this way: “more and more precocious young people under the age of 

thirty, often children of spiritually aware parents, are attending Enneagram events, and I have 

begun to notice potential problems, even dangers, arising in and for these students” (Marsak, 

“Falling Into the Looking Glass”). He goes on to rue the perils of a deep subjectivity, telling the 

story of a girl whose “knowledge of the Enneagram seemed only to contribute to heightened self-

consciousness and an inflated subjectivity, moodswings and emotional outbursts, and the 

tendency to psychologize and over-analyze almost every situation that personally affected her” 

(Marsak, “Falling Into the Looking Glass”). Obviously that doesn’t sound like a good thing. But, 
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this anecdote seems neither contextualized, nor representative. In his story, he never shares about 

how this girl was introduced to the Enneagram, or about any community she was engaged with 

while she was studying it. He doesn’t show why, in her particular case, this would have been any 

different if she had been older when she began her study of the Enneagram.   

 Others doing work with the Enneagram are not quite as concerned with age, but instead, 

are concerned with setting. Susan Olesek is known for her work on the Enneagram Prison 

Project. While not in a “classroom,” she is focused on education for inmates. She says, “The 

incarcerated need to examine not just what they've done, but why. They need to dissect their 

interior lives, a place that is, for most, even scarier than the things they've done or the crimes 

they have committed” (Olesek, “Introducing”). The coaches trained to work with inmates use the 

Enneagram as well as meditative and sensate-awareness practices to help prisoners gain a self-

awareness that will, it is hoped, assist them in seeking the kind of health they will need to stay 

out of prison once they are released. Much of their website speaks to the importance of devoting 

time to helping prisoners develop an “inner observer” for the betterment of themselves and of 

society. 

 Another quite common use of the Enneagram is in business settings. Ginger Lapid-Bodga 

has leveraged the tool to improve communication, conflict, decision-making skills, engagement, 

facilitation, feedback, leadership, negotiations, sales, and team dynamics: 

Some believe that Emotional Intelligence cannot be taught, that we either have it or we 

don't. However, the Enneagram system can help people develop Emotional Intelligence, 

illuminating our patterns of thinking, feeling, and behaving, helping us to become more 

aware and responsible for our own reactions, and showing us how the styles different 

from our own are equally valid. (Lapid-Bogda ) 
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Lapid-Bogda is particularly interested in the Enneagram’s effect on organizations. By focusing 

on the individual and providing a way to take responsibility for one’s own pursuit of personal 

and interpersonal health, the whole organization benefits.   

 

Developing an Engaging Pedagogical Methodology 

The varied uses of the Enneagram led us to consider what might happen for an 

educational institution if we took time to focus on individual students and their engagement with 

their educational process. At this point, however, our research is much more concerned with the 

experience each student had in the Institute for Embodied Learning than how it affected their 

educational community as a whole. To guide our creation of the Institute, we developed these 

research questions, which if formed as statements instead of questions, could also be construed 

as learning objectives: 

• Did students gain a heightened awareness of themselves and/or more nuanced language 
to talk about themselves and their learning process? 

• Do students place the “I” into their discussion of their learning? 
• Do students understand possible links between this new self-understanding and their 

action in the world? 

With these questions in mind, we created the Institute for Embodied Learning, not really 

knowing if the project would get off the ground.  

Since I work with undergraduate students in a living-learning community at a Jesuit 

university, I am aware that these are some of the brightest students; even so, the struggle to make 

connections between “the classroom” and “life” persists.  This is not to fault any of the 

professors I have been privileged to know, but merely to say they have inherited a problem. 

O’Loughlin’s language is helpful here: “Ocularcentrism” persists. Knowledge consumption 

persists, but attachment doesn’t grow with this consumption because the knowledge is distanced 
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from the self. Knowledge is objectified. Though we have incredible stores of information 

available to us, to the millennial generation, this does not mean we have also been given tools to 

know what to do with this information. Once again, we see the problem of Freire’s banking 

concept of education. We have all of the information we need—it is one click away. But, we 

don’t often embody it. We don’t know how to embody and thereby forge a relationship with 

information. The result would be knowledge. Differentiating between information and 

knowledge takes practice—it is a fine distinction and difficult to make. Many educators are 

aware of the problematic result—their students seem disengaged—but the root of the problem 

often evades us. This disengagement is rooted more deeply than Facebook or texting in class; 

many educators have inherited and perpetuated an objectivist, information-possessing instead of 

knowledge-being classroom, and in many cases, an objectivist discipline. In these classrooms, 

teachers maintain the majority of the power and responsibility for the students’ educations, and 

most students are happy to have it that way. I have often heard students complaining about more 

innovative, embodied forms of teaching because they don’t know how they will be graded, 

because they don’t know how to do it successfully, or because they see it as requiring more, or 

different, work than is usually required. Oppression has reached its height (or depth) when we 

start to depend on our oppressor for security. This is a difficult task and people have begun to do 

some very innovative work to subvert the objectivist paradigm, but as with most subversion, it is 

an arduous journey. 

As a student affairs professional, I felt uniquely placed to undertake this project. I am 

inside the university, and yet, sit outside the “halls of learning,” within the “residence halls.” Of 

course, I don’t agree with the distinction between these learning spaces, but the “formal” 

educational process, the one students are getting credit for, is not the arena in which I spend my 
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time. Instead, I spend time greeting students as they walk into their home (which also happens to 

be my home), mediating conflicts, encouraging good life and study habits, asking challenging 

questions, facilitating service opportunities, bringing in speakers, running a blog, advising 

student workers, and a whole host of other, non-classroom activities. But, my job would not exist 

without the classroom. Students live in our halls because they are students; they are going to 

class.  I exist on the false border between living and learning.  

 I am also between the worlds of professional and student. Still a graduate student, I am 

not so distanced from the world of my students. Though my classes are less frequent, longer, and 

significantly more self-directed, I am still involved with a formal educational process ending 

with the conferral of a degree. This commonality did much to aid me in the process of 

developing relevant curriculum and in creating a low-power culture during our sessions, which 

means to take a position of a co-learner, while also taking the position of the teacher. I live in 

these two borderlands because I like these two tensions. The tensions between learning/living 

and teacher/student seem to me to be, ultimately, false; however, their perceived dichotomous 

natures provide fertile ground for education. It is in this borderland the Institute for Embodied 

Learning was conceptualized and became a reality.  

In the fall of my second year of grad school, it was time to begin working on my Master’s 

Thesis. Many of the students in my program had plans to utilize their thesis work to springboard 

them into doctoral programs or MFAs, but having no plans to continue on in in a formal 

educational capacity, my kind and brilliant professor, Dr. Kurtyka, encouraged me to utilize my 

thesis work to propel me towards whatever kind of work I was interested in doing. Because I 

have witnessed its tremendous transformational potential, The Enneagram presents a vocational 
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possibility. I hope to utilize it someday as a tool in a number of different settings to do 

consultation and coaching work.  

 

The Enneagram as a Tool 

The Enneagram is a tool with ancient roots and modern adaptations, the most recent version 

emerging in 1977. It has made its way through a number of religious traditions as a tool for self-

knowledge and personal transformation. Upon first glance, you might think you are dealing with 

a. a demonic symbol (Figure 1) or b. a personality test. Both would be incorrect.  

 

 

 

 

 

 

 

 

      Figure 1: http://www.enneagramalliance.com/ 

 

The Enneagram is often referred to as an anti-personality test, that is, it provides guidance for 

liberation from the confines of the behavioral patterns developed as a response to particular fears 

and desires we have carried with us since a young age. Unlike many personality tests, the 

Enneagram offers dynamic interaction with the tool instead of static, descriptive information. 

The theory is we have learned ways to cope with our fears and desires by developing personality 
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patterns that help us assert a static identity. By keeping these fears, and often these desires, 

submerged, we are able to forget about them and deal more easily with the world.  

The Enneagram talks about 9 different coping patterns. Instead only requiring people to 

categorize themselves, and thereby participate the static nature of a personality test, the 

Enneagram focuses on the power people have to make decisions outside of their normal coping 

mechanisms. In this way, our fears don’t rule us and confine us, but instead, we struggle with 

them in an effort to become healthier, more whole versions of ourselves. For instance, the type 

one fears being wrong. So, in an effort to avoid condemnation, they attempt to perfect 

themselves at all costs. From their mouths this might sound like, “I just want get it right,” or “I 

am a perfectionist.” These kinds of identity statements are ways of re-instating a deep fear by 

attempting to name the desire to perfect themselves as “good”. Although there is value and merit 

to doing things right, for the one to work towards health it is to acknowledge this fear as real and 

limiting, accept it, and then work towards an identity that is intact even in the face of being 

“wrong.” There is a difference, we might say, between “I am right” and “I must be right.” 

Another type, the seven, fears pain. In order to avoid feeling pain, their tactic is often to 

keep moving and avoid significant investment. However, this is not often how sevens see 

themselves. They might say that they “love adventure,” or that they “just don’t like to settle 

down.” These are ways of forming a static identity that, in the end, avoids dealing with the 

reality that they fear pain that arises from boredom or tension that arises when they stay in one 

place for a while. Though they bring a dynamic spirit to the world, in order to work towards 

health, it is important for sevens to acknowledge their fear is a hindrance to growth, accept it, 

and then pursue a path, acknowledging the inevitability and importance of working through 

painful situations when invested in a cause, group of people, or place. 
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This is a wandering journey and not a linear process or a formula to be followed, but the 

Enneagram does supply some helpful markers to help us recognize and name the health and 

unhealth we have grown accustomed to having in our lives. The many lines inside of the circle 

represent different paths toward or away from health. In Enneagram lingo, we often use the word 

“passion” to talk about the situations in which our normal coping mechanism is activated in us. 

For the type one, anger is the passion. Anger is an energy that drives reforming action. When 

something is wrong in the one’s personal life or the lives around the one, a feeling of righteous 

anger wells up. When type sevens begin to feel pain, they feel a need to move and indulge in 

another experience. We say that the seven’s passion is gluttony. So, when my Enneagram 

“passion” arises, the challenge is not to revert to my normal coping mechanism, though it may 

seem like the only option. Instead, we learn to recognize our passions and make free decisions in 

the pursuit of personal and community health.  

  
The Planning Process 
 
 I met my co-teacher, Liz, in the summer of my first year at my new university. She was a 

part of a large non-profit that hosted monthly seminars for the community and she taught three of 

these seminars over the next summer about the Enneagram. We began talking about the 

Enneagram in depth, and brainstorming ways it could be used. She was particularly interested in 

the Enneagram’s use with young people as well, since her organization sends college-aged 

students to do international service work. In late November, after much brainstorming, the idea 

for the Institute for Embodied Learning was born and we sat down to preliminarily sketch out 

what the trajectory of the sessions might look like. While all of these issues were extremely 

compelling to us, the real question was whether or not students would be interested enough to 
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commit to a semester of delving into them.  I sent this email to over 200 sophomore, junior and 

senior students, having no idea the kind of response it would receive:  

Hello! 
Liz Ivkovich and I are creating a weekly workshop next semester called “The Institute for 
Embodied Learning.” It will be open to all students. We have a cap of 20 students—so read the 
blurb below and let me know if you are interested! 
 
“The proper use [of education] is to enable citizens to live lives that are economically, 
politically, socially, and culturally responsible. This cannot be done by gathering or ‘accessing’ 
what we now call ‘information’ …A proper education enables young people to put their lives in 
order, which means knowing what things are more important than other things; it means putting 
first things first.” -Wendell Berry 
 
In an increasingly information-driven society, the classroom can seem less and less relevant. 
When free information can be accessed anywhere by anyone, why even go into a classroom? In 
the Institute for Embodied Learning, we will explore how our humanity is entirely relevant and 
present in the classroom, transforming the classroom into a place for discovery, not just of 
isolated ideas, but also of the realities present in the community of the classroom and our own 
personal realities. Using the Enneagram, we will delve into motivations that push each of us to 
action. (As a tool, the Enneagram provides language for nine specific types of fears and desires 
that undergird thinking, feeling, and intuition, and provides extra help to understand how and 
when these fears and desires can be healthy and unhealthy.) By establishing a common way to 
talk about what motivates us, we hope to provide a tool to contextualize learning and reflect on 
the learning process, including the circumstantial and motivational biases that often lead to 
particular questions, conversations and conclusions. In so doing, we hope to provide a path to 
putting the idiosyncratic, layered, and complicated human student back in the classroom, and 
create a space for honest engagement therein. 
 
Basically, it’s going be a fun, soul-searching, community-learning based, heck of a time. And 
you should sign up. 
 
Let me know if you are at all interested—we are getting VERY excited. Logistical information 
will be coming soon, but for now, just let me know if you are, barring scheduling issues, 
interested. 
With much excitement, 
Annie (&Liz)  
 

We were astounded by the results. We thought (maybe) 20 students would be interested in 

participating, but we had 40 instead. With an initial response like this, we sat down to fill in the 

skeletal semester-at-glance we had created, deciding there was no backing out now. 
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 One of the students who was interested in participating, Westin, also needed an internship 

for his Communication Studies major. So, we wrote up a plan for his required 100 hours, 

utilizing him as a resource in our research process, feedback loop, session creation, space 

organization, and, of course, coffee-making before the sessions (he is, actually, a coffee 

connoisseur, so it didn’t feel very exploitative).  Westin is another example of existing on the 

border. He was a participant-creator, and students saw him as peer, as well as “other.” 

Choosing our Space 
 
 The first question we asked was: Where is the best space for this to take place?  We never 

contemplated putting it in a classroom, as we wanted the Institute to be seen as something 

distinct from, albeit connected to, the classroom. We thought about meeting in the lounge space 

of a dorm in which many of our students lived, but we decided all of the traffic through the 

hallways might be distracting and the space was not aesthetically pleasing enough. We felt very 

strongly the space needed to be one in which students through newness and possibility were able 

to see themselves and the way they learn anew. So, although it pained us to take the Institute off 

campus, for fear of making it seem like what we were doing was not relevant on campus, we 

trusted the students could make the connection, hoping the benefits of a red-bricked, art-filled, 

two-story room would outweigh any disconnect the students might feel between what they were 

doing Tuesday nights at the Institute and what they were doing in the classroom. Ultimately we 

were very pleased with our decision. What we had worried about initially was predicated on the 

space being the connector between student and classroom, but as it turns out, the students 

themselves were the connectors, bringing ideas to the Institute from their classrooms, and 

carrying ideas back to campus from the Institute.  
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Masters of Personhood: Our Teacher Identities 
 
 When I interviewed Westin about what his institute experience was like, he talked about 

the role Liz and I played as teachers. He said, “even when you and Liz were standing up in front 

of the room teaching, very formally, there was no sense at all that you two were these 

exceptionally composed, you know like, masters of personhood.” He went on to say that he felt 

like we were just normal humans, like everyone else, just a little farther along in our 

understanding of the material. Maybe his understanding was also a result of sitting in our 

planning sessions so he knows we are certainly not masters of personhood. It’s possible some 

teachers may have been offended by the insinuation that we didn’t know everything about what 

we were teaching, but it was quite the opposite. I was overjoyed because that was an intentional 

identity we strove for in the Institute.  

When planning logistics, we also felt that during our “class time,” we would certainly 

need to subvert the normal lecture style, and even discussion style classroom. Class time was to 

be varied and would expect students’ full physical, emotional, and mental presence and 

contribution to make it work. Though Liz and I knew we had quite a bit of Enneagram 

knowledge to share with the students, we recognized the knowledge was really nothing without 

people’s investment in, use of, and re-creation of the knowledge. We both recognized, though we 

know quite a bit about the Enneagram, we are always in a process of integrating what we are 

gleaning from it. The purpose of a tool like the Enneagram is not primarily informational (in the 

traditional sense of the term), but formational, that is, it aims assist users by providing direction 

toward paths for personal change. Therefore, to be the one passing along information cannot be 

the privileged role in the classroom without running the risk of controlling the participants 

formation—which we had no intention of doing. Our classroom needed to adopt quickly a view 
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of teachers as humans and co-learners. One of our students would later call us “facilitators,” 

another “participants,” and another “mediators,” all of which I like, because they seem to all be a 

part of what it means to be a “teacher”. 

I grew up with teachers around my house all the time. My mom was the receptionist at 

my small, private elementary school. Since she was 40 and all the teachers were young 20-

somethings, she took on a kind of mother-figure attitude and role. So, from a young age, it was 

normal for me to know my teachers as people who existed outside of recess and spelling test 

land. In First Grade, I sang in a kids choir Mrs. Bauer invited me to join. In Second Grade, I saw 

Mrs. Griffith and her husband at Taco Bell every Tuesday. In Sixth Grade, Miss Landes came on 

family vacation with us. This experience, and its difference from the experience of other kids my 

age, is one I am only now coming to understand and appreciate. From the time I was 7 years old, 

teachers were just humans, and their roles were not all-encompassing. Stranger to me than seeing 

a teacher at the grocery store, were those students who thought it was strange to see teachers at 

the grocery store. The teacher couldn’t be only a source of information for me. I had seen them 

laugh, lounge, cry, eat, shop, and say silly things. My teachers, though I didn’t have the language 

for it at the time, were embodied, experiencing a variety of other activities, motivations and 

constraints which didn’t just proceed from their curricula.  

These experiences and the small age gap between our students and us combined with 

ample force to create a very democratized place in which to learn. And we were glad of it, as 

were most of the students. 
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“I am okay with professors that like mix things up and do different things”: Creating 
the Institute Session-by-Session 
 

I added this quote from my interview with Trevor because I think it is funny and telling. 

It illustrates the fact that teachers who subvert traditional classroom norms are still a minority. 

They are still the ones doing “different” things. I am glad he is “okay” with it, but as discussed 

earlier, not all students are. Many students have “bought into” the banking model to the point 

that their own engagement and investment in the materiel has been stifled, and any required work 

on their end during class time in frustrating. On the other hand, we believed if it was engaging 

enough, perhaps it wouldn’t feel like work. We spent a lot of time trying to figure out how to do 

this.  

The semester was split into halves. The first half was focused on familiarizing ourselves 

with the Enneagram as a tool and using it, both for its immediate benefit, and for its benefit on 

our later conversations about education. Before they arrived at the first session, we sent them a 

chapter by Parker Palmer called, “The Teaching Behind the Teaching,” which set the stage for 

the semester by introducing them to the concept of a hidden objectivist curriculum. Palmer 

speaks not only about teachers, but also about the way students often demand and cling to this 

kind of education, “boxed and tied” (39).  The first session was an introduction time, during 

which we sat in a circle, drank tea and coffee, and got to know the basics about each other: name, 

grade level and major. Students were also asked to bring an object they felt described their 

educational journey up to this point—so we shared them with the group as well. We also listened 

to a piece of music and asked everyone to write down 5 words they felt described the piece. 

Afterwards, the students paired up and talked about any interesting links they saw between the 

object they brought in and the words they used to describe the music. Some saw tremendous 

correlation. Some did not. We discussed the article and then spent some time laying down 
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expectations for participation and the creation of a safe space for all people in the class. We also 

decided as a group during the first session to increase the length of the sessions to an hour and a 

half instead of just one hour. Afterwards, students were given “personal work.” In the Institute, 

“personal work” is the equivalent to homework. Since the word “homework” often makes us 

think of tedious tasks requiring us to shut out the rest of our lives so we can buckle down and 

accomplish them. They left this session with Enneagram inventories to begin familiarizing 

themselves with the language and, perhaps, seeing which types they most resonated with. 

Session 2 was arguably the most “information” oriented of all. It was spent walking 

students through the basics of the Enneagram system. In an effort to enliven each of the types, 

we watched “type videos,” which were interviews done with a panel of each type. They were 

quite noticeably made in the 1980’s, and even if they were still applicable, they did feel a bit 

outdated. After we explored the system, students were given more personal work for the next 

week and signed up for their first coaching session with Liz or me. The coaching sessions were 

intended to give each student individualized attention in the process of interacting with the 

Enneagram and finding the type they most resonated with. Over the next two weeks, students 

would meet with one of us to discuss their resonance and we would encourage them to find the 

information they needed to further their study.  

Session 3 was about developing practices connecting us to our bodies and was different 

from the previous two sessions in a number of ways. First, Liz was away at a grad school dance 

audition, so I was going it alone. Second, we set up the chairs in a new part of the room, in the 

big, open, two-story space. We set it up this way because the focus of Session 3 was on being 

present in the body—and one of the exercises felt better placed in a bigger space. Third, we spent 

less time discussing in a large group, doing more individual or small group work. The focus of 
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this session was on Somatic Cues, or bodily identifiers of tension. We felt this was an important 

lesson for our group, since our culture de-emphasizes the effect the body has in creating or 

proliferating difficulty in our lives. I led them through an exercise called the “in and down” that 

was meant to help us re-enter the stressful situations from the week, or the ones in which our 

Enneagram passions arose, in order to feel what it was like to be in our bodies—where was the 

tension? After that exercise, the students got in groups of 3 to talk about the situations from the 

week past and fill out a worksheet about the thoughts, beliefs, feelings, behaviors, and somatic 

cues accompanying these situations. When we reassembled in a larger group I was unsure about 

how it went. Since I was only participating in one group, and since they were all silent during the 

in and down, I had a hard time reading the group or getting much feedback initially. But, when 

we began discussing how the activity went, a few people spoke up. Claire shared her realization 

that she clenches her teeth a lot. So, she was very aware of tension in her head as we were doing 

the exercise. Another student piped up to say they do the same thing. Samantha mentioned the in 

and down was a really good experience for her, since she doesn’t take much time to sit quietly to 

become aware of herself in her body. 

We had planned for sessions 4-6 to be focused on Enneagram type panels, in which 

students who identified with each of the types would be interviewed in front of the class, 

learning from those sitting on the panel with them, and teaching the rest of the class about 

themselves. However, session 4 showed us we were going to have to alter our schedule. It was 

10pm before we finished the first panel. We finished the second by 10:30pm and, though 

students were enthusiastic about how the panels had gone, when asked whether or not we should 

stay very late for a third, one student, Xavier, said “I feel like we just heard a lot, and I would 

stay for more, but I think I need some time to process what was just shared. I don’t want to forget 
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what I heard in the first panel.” We honored Xavier’s wishes, especially since most seemed to 

agree with his sentiment, and we pushed the panels back. In the end, we had four sessions of 

panels (sessions 4-7).  

The panels were split up by type and each panel discussion was preceded by what we 

called a “repeating question exercise.” Since Anxiety is a big problem for people of these types, 

in order to get in a “compassionate space”, we did an exercise to see where we all struggle with 

anxiety.  

The repeating question exercise is very effective in getting beneath our easy answers. So, 

students sat in pairs and took turns asking each other the same question for 2 minutes: “Where do 

you see anxiety in your life?” The student asking the question is not allowed to respond, but 

instead, must acknowledge the answer and then ask the question again. Because students had 

reflected on their own anxieties before the those on the panel answered questions, they were able 

also to see where their anxieties differed from those on the panel, but also that they were similar 

in that they have anxieties.  

Sessions 5, 6, and 7 were quite similar. Most started with a small teaching time, a 

repeating question exercise and then the majority of the time was filled with our panel 

discussions. We tried our best, with general success, to keep the panels lighthearted, while still 

taking seriously the words of those teaching us. Panel discussions, in the Enneagram-world, 

participate in what is called “the narrative tradition.” Terry Saracino, President of Enneagram 

Studies in the Narrative Tradition, explains their methodology:  

The Narrative Tradition, based on interviewing and interacting, is a process and 

invites us into a relationship with our inner territory… When we describe our 

patterns on panels using our capacity for self-observation, we began to see them 
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differently. We get some distance from them. Underlying motivations become 

clearer. Something clicks. Our patterns begin to loosen. As we try to make 

ourselves clear to the audience, we gain more insight. Insight is an essential first 

step toward change… Being part of a narrative audience builds compassionate 

presence. By listening to others in a compassionate way, we begin to open 

ourselves. The room gets quiet, a palpable presence pervades the space, and 

something shifts. In that movement we extend beyond our limited awareness – not 

just cognitively, but also emotionally and somatically – to obtain (for a moment, 

at least) a glimpse of the greater reality of existence... The Narrative Tradition 

recognizes that implicit non-cognitive learning is at the heart of what we know 

about the world of relationships and meaning. (Saracino, “Enneagram Studies”) 

Spring break came right after the panels, so we had a natural breaking point between the 

intentional Enneagram work of the first half and the specific focus on education of the second 

half.  

We split the “education-focused” part of the semester into Pedagogical Values, Creation 

in Education, Community in Education, Majors and Future Planning, and an “Action and 

Adherence” session. In Session 8, the session about pedagogical values, students did an activity 

called “a teacher ought to…” in which they moved around the room to represent their opinions 

about the way classrooms should run. Students’ physical distance from or closeness to one 

another became representative of the many different ways they perceived the role of the teacher 

in a classroom. They also were asked to do an exercise in which they looked at each of their 

classes and imagined what the professor of that class valued, and then they were asked to 

compare that professor’s values with what they as students implicitly value. The goal was to take 
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the conversation about classes or professors beyond “I hate that teacher” or “That class is the 

best,” to more specific language acknowledging the implicit valuation each student has in the 

classroom. It was important for us also to protect professors in the discussion during this session, 

so we disallowed the use of any names in our conversation. We know students talk about their 

professors outside of class, but we did not want the Institute to become a gossip session, even if 

it was graceful or well-articulated. The personal work for this week was to find an assignment 

they had completed in all of their many years of schooling they were the most proud of, and to 

bring it to class next week. 

In Session 9 we focused on creation in education, which roughly translates to “homework 

assignments.” Students in pairs shared about the personal work for the week. They talked about 

how one of their most valued completed assignments reflected who they are. This got them 

working on observing themselves and their creation so they were ready to begin the next activity: 

a worksheet. I never thought I would ever utilize something like a worksheet in a classroom. I 

had previously been very averse to the idea. But, we thought as long as we could re-invent the 

worksheet so it was less about filling in the “right answer” and more about giving students tools 

that would help them continue to grow in awareness of themselves in relationship to their work, 

then we could do it. It became a “free” association page for reflection. Students took it home 

with them to be used more than this one time. It turns out students really loved the worksheets, 

and we utilized worksheets with different content for the next 2 classes as well. Each worksheet 

was personalized for each of the Enneatypes, so we made 9 different worksheets every time. 

Figure 2 shows the front page of one of the 9 different worksheets. The backside of the 

worksheet asked students to answer three questions. First, What is easy for me in my 

homeworking? Or, what are my natural gifts? Second, what is too easy for me in my 
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homeworking? Or, how can my natural gifts become unhealthy or detrimental? Third, what is a 

way I can challenge myself this week to do something hard but good in relation to my 

homeworking?  

Though students spent time during class using this worksheet, the last question on the 

back of the worksheet allowed it to extend the work beyond. Starting this week, the students 

began self-assigning personal work. Due to a variety of needs, students gave themselves all kinds 

of different work for the week.  

 During the next session, Session 10, students stood in a circle and quickly reported on 

how their personal work for the week had gone and then we moved into an activity we were 

highly anticipating: a role playing exercise. We planned this session to be centered around the 

community of the classroom, and in order to do so, we gave each student a role to play in our 

“traditional classroom.” We set up the chairs in three rows and I stood at the front of the class to 

facilitate our “class discussion.” Westin came up with the activity for our class discussion based 

on an activity he had been given in a philosophy class: students were given a list of 25 national 

priorities, and for the sake of the activity, they were pre-ranked based on each role’s perception 

of their importance. Students were given their ranked list and their assigned role and then asked 

to place themselves in the seats accordingly. The roles were: the quiet observer, the dissenter, the 

mediator, the feelings person, the random information person, the re-emphasizer, the personal 

stories person, the teacher’s pet, the boss, the practical person, the external processor, the over-

complicator, the big dreamer, the oscillator/flip-flopper, the interrupter, the cynic, the connector,  

the grade-seeking minimalist, the meta-talker, and the excessive aggressive. We discussed how 

the national priorities should be ranked.  
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We knew not much progress would be made in the prioritization process, due to the 

extreme diversity of the roles students had been assigned. After a hilarious 20 minutes in which a 

student who is a known pacifist aggressively defended national defense as her first priority and a 

student who is recognized as being highly analytical told random stories loosely related to the 

subject, we broke off into small groups of 5 to continue the role playing exercise. Since we had 

clearly made no progress on the prioritization process, the small groups were tasked with coming 

up with a method by which we could create, despite differences in opinion, a solid list of national 

priorities. After this discussion, students were asked to send a representative in front of the class 

to present their idea. We ended the role playing after the presentations and students got into 

groups to discuss their reactions and interactions with their assigned roles, as well as their 

reactions and interactions to those playing other roles. After small group discussions, we 

reconvened as a large group to hear highlights. I closed with a small reflection on the 
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        Figure 2: Homeworking Worksheet 
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exercise, re-emphasizing a point a student had already made in the large group discussion: 

though this class seemed ridiculous because it felt highly caricatured, most classrooms have 

students who fit these profiles, if to a lesser degree. “Often,” I said, “I am the over-complicator 

and the meta-talker, so those roles do not bother me, even in their most extreme forms.” I talked 

about the necessity of recognizing these things about ourselves so as not to become trapped by 

our own personality, and so we can learn to meet other people in the midst of the roles they play 

in the world, however different from our own. At the close of the session, students were given 

another worksheet to use in processing the activity and to assign themselves personal work for 

the week. (See Figures 3 and 4 below) 

Session 11 began with a reflection on the students’ self-assigned personal work and then 

we moved into a discussion of majors. Having had such success with the worksheets, we decided 

to do one more worksheet before discontinuing their use. This time we used the worksheet at the 

beginning of the class. The front was mostly blank, except for three questions: Why did I choose 

my major, originally? What ideas in my major are interesting to me, currently? and, What kinds 

of things might I want to do with my major, eventually? Students spent time writing during class 

and then we asked them to look for themes in their writing exhibiting different fears, desires, and 

motivations they had already expressed in previous sessions. We also asked them to list five 

adjectives describing them at their best, and then to list five adjectives describing what they see 

as “the best possible student in their field.” Then we asked them to compare the lists in 

enneatype-groups. We returned to the large group and Liz taught for 10 minutes about health and 

unhealth in our interaction with what we study. We thought it would be really important for both 

Liz and me to talk about interacting with our majors in college (social entrepreneurship and 

philosophy, respectively). We told stories about the ways our fields both helped us and limited 
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us, and why an awareness of this is crucial in taking care of ourselves and in interacting well 

with the world.  Students were sent home with their largest written task yet: write 1 page 

explaining “vision for health in your professional life.” Obviously one page is quite small in 

comparison to written assignments in other classes, but as our class was not actually a class for 

credit, and since we were attempting to de-emphasize the linear and expositional aspects of the 

classroom, we thought one page would be sufficient.  

When students got to Session 12, we immediately had them split up into groups of three 

and read their vision for health aloud. We thought it would be important for students to interact 

again with the work they had done, since often class assignments are completed and then 

forgotten about. Then we had students help each other make a plan for enacting their vision. 

Some students had already included very practical steps in their writing, others had written about 

vague ideas for their health. Each student was asked to come up with a goal for the way they 

would remember and take care of their “head, heart, and gut” or, in other terms, their thought-

life, emotional-life, and physical-life. In the large group we talked about some of these action 

steps and discussed how we would adhere to them. Overarching concepts often discussed in the 

Enneagram-world are the 4 A’s, Awareness, Acceptance, Action, and Adherence. We taught the 

students about the 4 A’s in a previous session, so they were familiar with the language. The first 

half of the semester had been heavily focused on Awareness and Acceptance, and the second 

half, without de-emphasizing the first two A’s, had moved to a focus on Action and Adherence. 

At the end of the session, we discussed moving forward after the Institute, inviting students to 

ideate about how we could use this community for our betterment in the future. We invited them 

to the 13th session, which would be complete with a game we created, snacks, and “graduation 

gifts.” 
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       Figure 3: Classmates Worksheet (Front) 
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       Figure 4: Classmate Worksheet (Back) 
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 Unfortunately, our last session got cut short because our “classroom” was double booked. 

Thirty minutes in, just after we started the game Westin created for the event, we had members 

of a band knocking on the door, trying to set up for a show. It was a rather anti-climatic, sad 

ending to what had been an overwhelmingly positive, and for some of us, revolutionary 

semester. We gave each of the students a copy of The Wisdom of the Enneagram and I explained 

that they had, quite intentionally, not been given this book at the beginning because they were 

never to see it as a “book with all the answers.” I encouraged them to use the ideas and tools in 

the book as a starting point, material to draw them into relationship with themselves and with 

other people. Then we gave them a journal and a bookmark. We had ordered a stamp with the 

Institute’s logo on it, and stamped it on all the books. We let them choose between blank, lined, 

and squared papers, assuming they would all have different preferences. We gave them a 

bookmark that says “adHEREnce to awareness, acceptance and action.” We wrote it with an 

emphasis on the word “here” as a reminder it is here, in our bodies, that we feel and think and 

live—presence to this reality is of utmost importance.  

“She doesn't need to learn the same thing that I am, we are not taking 
away the same things”: Assessing on a Case-By-Case Basis 
 

Assessing this project was necessary for a number of purposes. First, because we had 

never taught a course like this before and were, therefore, planning week to week based on the 

needs of the group, we needed to know how effective our different pedagogical methods were for 

our students. Second, as recipients of two grants from the university, totaling $3,000, a final 

assessment is a part of the final product expected by the two grant-making entities. Since one of 

the grants was supplied by the Office of Academic Excellence and Assessment, the assessment 
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process was expected to be a large part of the process so whatever the results, they could be 

shared with the larger university community. Third, my Master’s thesis project (this document) 

is an ethnographic study of the Institute, not the just the Institute itself. An ethnography felt like 

it was the most fitting kind of assessment because it allows for much ambiguity. The quotation in 

the heading came from an interview with Madison, who quite aptly put the problem with 

assessing the Institute. When each student’s takeaway is intentionally personalized, how do we 

define success? 

 In a project like this, one aiming to subvert the objectivist curriculum attempting to 

control information for the purpose of finding organized, simple answers, it was necessary to use 

a tool for assessment that leaves room for human idiosyncrasy, for story, for embodied 

experience, and for questions, tensions, and contradictions to emerge from the research. In short, 

the research will not be assumed to be conclusive or all-encompassing. The students themselves, 

as the ones experiencing the Institute from the inside, would need to have a voice in the 

assessment process. The Institute was an attempt at creating a classroom culture in which 

students were focusing on embodiment itself in the context of their educational lives.  

Ethnography is defined by Sunstein and Chiseri-Strater as “researched study that 

synthesizes information about the life of a people or group” (4). Ethnographers attempt to 

understand culture and in doing so “learn the patterns that connect with their own lives and 

traditions” (4).  The Institute, quite intentionally, did not participate in “traditional classroom 

culture” but the aim in creating an alternative educational culture was not to, in any way, 

obsolesce the traditional classroom. Instead, by creating a distinct classroom culture, we were 

able, through the ethnographic study, to try to understand and discern important elements of this 

culture able to connect to and inform our practices in traditional classrooms.  
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In ethnography, researchers are insiders and outsiders. I have already mentioned two 

ways I am an insider and an outsider. I am placed in the Institute as a student/teacher and in the 

broader university setting as a Residence Life educator/non-academic. But there is still another 

way I am an insider and an outsider in this project. As the one who created the Institute, I am 

about as “inside” as you can get. On the other hand, as a researcher, I am attempting to see the 

culture of the Institute with new eyes, to come to it afresh, to make my way into it from the 

outside. It has been important for me to remember in this process, though I made quite a few 

decisions with Liz and Westin about how the Institute would run, I have no control over the 

development of practices, the creation of new languages, the formation of relationships, the 

perception of methods, and the response to and integration of content. These practices, 

languages, relationships, attitudes, responses, and integrations are, in large part, what make up a 

culture, and so these were the things I have attempted to study.   

Ethnographic research is a bit like the process of scrapbooking: collecting important, 

representative artifacts that at times feel divergent, in order to look at them together, possibly 

seeing new connections. In scrapbooks, we see the whole represented by narrowing our focus to 

small artifacts or stories that might seem, without context, insignificant. In order to give anything 

significance, to see its depth, we have to understand how it fits into the whole. Ethnographers 

sometimes spend years at their field sites, collecting stories and artifacts to understand the 

breadth and depth of the people and the culture they are researching. The Institute was only one 

semester long, so my time was limited, but in that time I did all the collecting I could. I collected 

copies of all of the written personal work students were willing to share, I took field notes after a 

number of sessions and coachings, and I conducted final interviews that were recorded and 

transcribed. The final interviews happened within the final two weeks of the Institute. It was 
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intentionally placed at the end so students’ reflections could speak to as much of the experience 

as possible. Interviews varied in length. Some students were not as long-winded and so they 

spoke for 25 minutes. Other students sat with me for an hour and a half. I started by asking 

students to explain why they joined the Institute in the first place, and then had them describe the 

Institute, especially in light of their hopes and expectations when they signed up. Depending on 

the detail of their descriptions and stories, there were many times a student’s story would beget a 

whole new line of questions I had not prepared. Other times, students would not tell many 

stories, even when asked to “provide an example” or to “tell me about a time when…” 

Interviews involving less storytelling were always shorter and involved fewer questions. Below 

are the questions that formed the skeletal outline for my questioning: 

• Think back to when you signed up for the Institute. What is it that compelled you 
to sign up? 

• Tell me about it, now that you are in it.  
• Walk me through your experience this semester. 
• What are some of the most memorable moments (good, bad, or neutral) that will 

come to characterize your time in the Institute? 
• Does your Institute experience interact with your daily life? If so, how? 
• Tell me about the personal work you did for the Institute. What were some of the 

assignments you gave yourself? 
• Has anything been frustrating to you this semester? 
•  Tell me about the structure and teaching style of the Institute? What are some of 

its similarities and differences to your other classes? 
• If done again, how do you think that the Institute could be improved? 
• What is your biggest takeaway from this semester in the Institute? 

 
As you can see by their ordering, the questions were asked not only to understand each student’s 

interaction with the Institute, but also the trajectory of that interaction. As I reference each of 

these students and their responses throughout the work, all will be mentioned pseudonymously 

except for Westin, who though he was a participant, was also a part of the collaboarative 

implementation team.    
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“I feel like I am being robbed of my experience if everyone is not 
there”: Towards a Methodology of Collaboration 
 
 In a project like ours, collaboration is key to success. With our emphasis on empowering 

each person to embody knowledge, and our de-emphasis on the ownership of knowledge, our 

project needed collaboration because the belief is only between people, in Freire’s words, “in 

communication,” does knowledge have meaning. The opposite of this communication is control 

(usually by one person or multiple people who think the same way), which is oppressive (77). In 

order for our classroom and our assessment to be generative of meaning, both needed to be 

liberated spaces, both needed to be places of communication—and communication necessitates 

collaboration and the relinquishing of ultimate control.  

 When I walked into Dr. Faith Kurtyka’s office one afternoon at the beginning of my 2nd 

year to meet our new Composition and Rhetoric faculty, I didn’t expect to leave with a new 

concentration for my Masters in English. And, when I walked back in a week later, I certainly 

didn’t expect to leave with a thesis project. From the outset, this project has been collaborative. 

She asked what I was passionate about, and then I droned on about this magnificent tool called 

the Enneagram. Allowing me to figure out a way to leverage my knowledge about and love for 

the Enneagram, she was the best teacher. Because I am not always assessment-minded, and 

certainly did not have the skills to do ethnography, Dr. Kurtyka helped me develop a skeletal 

outline allowing me to situate myself in the project and collect the kind of data I would need to 

make this project assessable.  

 I had many questions about situating myself in this project. Was it possible to both create 

the Institute and then do an ethnography of a culture I was attempting to help create? My 

question was met with wonderful instruction about the nature of ethnography, with importance 
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placed on the position of the ethnographer as insider and outsider. As an insider, the facilitator, I 

was creating the space for a culture to develop and actively participating in that space, but as an 

outsider, a researcher, I was attempting to figure out how other people were experiencing that 

space. To add another layer, I was also an insider because all of this was being done for my 

coursework, making me a student, and therefore, an insider, but for my thesis work, making me a 

graduate student, and therefore, and outsider. Navigating these boundaries made for rich 

conversations in my coaching sessions and interviews. I connected with students as we talked 

about different parts of the university we all belonged to, so I had a natural enough distance that 

students were able to critique the Institute and pose questions about choices made in its 

structuring.  

 While my conversations with Dr. Kurtyka were beginning, my dreaming and planning 

with Liz was continuing. If I couldn’t have created a fluid and assessable project without Dr. 

Kurtyka, I couldn’t have done very much work in the Enneagram without Liz. Liz is in the 

middle of getting certified through Helen Palmer’s school as an Enneagram Teacher in the 

Narrative Tradition. Many of the resources Liz has gained through that training became 

invaluable in the creation of the Institute curriculum. Her knowledge of how to facilitate panels, 

lead people through embodied exercises, utilize dyadic exercises, and connect to Enneagram 

resources online were integral to our process. It was also important to have two of us coaching 

the students. Since most of the coachings took an hour or more, and since we did two per person, 

it would have been very difficult for either of us to do them all. Liz and I split the first coaching 

and then Liz did all of the second coachings while I worked on interviewing each of the students. 

Students found Liz and I had different style of coaching and group facilitating, and many cited 

this as something they really appreciated about the Institute.  
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Though Liz and I had originally created the idea for the Institute, as soon as Westin 

became involved, he took a creative ownership that proved to be significant in our process. Since 

most work in the Enneagram is done with people who are much older than college-aged, it was 

very important to us that he be a part of the process of creating the sessions. At the time of the 

Institute, Westin was a second semester senior, studying Communication Studies, and very 

comfortable with the Enneagram, having been introduced to it a year earlier. Many times Liz and 

I would get overwhelmed by turning an idea into a relevant activity, and Westin almost always 

came through with a really engaging idea—the concept for the classmate activity and many of 

the characters in the activity were a product of his creative mind. Westin was also our researcher. 

He reviewed journals for the group to figure out where we might be interested in publishing and 

connected us to some really wonderful work being done all over the country.   

Since Westin was also a student participant, he was able to provide quite a bit of 

feedback from the perspective of someone experiencing the course, and as well as from the 

perspectives of a number of his friends who participated in the Institute. Because of his 

involvement, we were often aware when students were struggling, but we also got the joy of 

reading Westin’s phone after he received a text from Grace, a friend of his in the course, saying, 

“Okayy so I think Tuesday nights are my new favorite night of the week.” Because we were 

having 2-3 hour meetings weekly, our assessment became a recursive process in which we were 

able to participate in a community of analysis, allowing us to adapt at any time based on the 

differing perspectives on the Institute we each collected during our different kinds of contact 

with students each week.  

It became more and more clear as the Institute progressed that this whole process was a 

collaboration with and among students as well. During the semester, it was the recommendations 
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of students that caused us to change the direction of a particular meeting or of the next week. For 

many students, it was conversations with other participants that helped them better understand 

themselves or their relationships. The panels were themselves, a very collaborative effort on the 

part of the class to gain clarity on all of the types, their differences and their similarities. Without 

the full participation of these students, the Institute could not have existed. This was something 

many of the students seemed to understand. Perhaps it was because he had invested significantly 

more time than some of the students into the Institute, but in his interview, Westin said he got 

offended when his peers didn’t show up because everyone was integral to his experience: “I see 

every member of the institute as a part of my experience in the institute, so when they don't show 

up, I feel like I'm being robbed of the whole experience if not everyone is there.” I certainly felt 

that way as well. As I interviewed the participants, I also realized how important each particular 

person’s experience of the Institute was for this project. Without everyone’s perspective, we 

couldn’t understand the reality and the promise inherent in our semester together.  

Exploring Multiple Student Trajectories 
 

It was very difficult for me to decide how to present students’ experiences from the 

semester, which were all quite different, while also attempting to show the possibilities, positive 

and negative, inherent in Enneagram work. The statement in the title is true, and was said by a 

student from one of the case studies. All of the participants took vastly different things away 

from their time in the Institute, but I have settled on a case study model because it feels the most 

representative. Using my observations and their own words, I will trace the experience of three 

Institute participants: Xavier, Madison, and Ronnie. Xavier is a sophomore international 

student. Madison is a junior from the Midwest. And Ronnie is a senior, also from the Midwest. 
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The first two stories are, perhaps too simply stated, success stories. They also represent two 

different types of “success.” The third story is not a “failure,” but in the words of Madison, “a 

growth area” as we move forward with the Institute. Each of these stories will push us towards a 

fuller understanding of what did happen throughout the semester and what could have. Their 

stories are not representative, on the one hand, because the Enneagram journey is so 

individualized. But, on the other hand, they do represent the different ways students interacted 

with the process of participating in the Institute for Embodied Learning.  

 

From Healthy Skepticism to Engagement to Radical Adherence: Xavier’s Story 
 

I’ve known Xavier since he moved in down the hall from me his sophomore year, my 

second year of grad school. Early in the year we discovered we both loved ping-pong, so he, his 

roommate, his sister, and I would play as often as we could. Sometimes just Xavier and I would 

play singles when the others couldn’t join us, and it was during these games our friendship 

blossomed. We talked about our families, our very different faith communities, our favorite 

books, and what we wanted to do with our lives. Xavier is an international student, and many of 

our conversations were about culture as well. During one of our ping-pong games, he asked me 

what I was passionate about. I mentioned something about the Enneagram in my long-winded 

answer, and he asked a lot of questions about it. A couple months later, I sent out the invitation 

for students to participate in the Institute, and I made sure he got it. When I interviewed him at 

the end, I asked him why he joined the Institute in the first place. He answered by recalling the 

first time we had discussed it: 

There was one time when we were just playing ping-pong and we were talking about the 

Enneagram and I thought it was really interesting, but it wasn't something that I needed. 

That's what I thought before…So that's the first impression I had and then you sent out 
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this email about the Institute and by then I just thought it was kind of interesting and 

something that you were doing and I just kind of trusted that whatever you were doing 

was interesting and good and it was about the Enneagram. I wanted to be part of that just 

because I kind of wanted something new and to experience something that I hadn't 

before, and maybe, like, [to go] against what I normally believe about personality tests 

and try to experience something new. 

Though Xavier talks in retrospect about trusting me, and doing the Institute in spite of his 

frustration with personality tests, this did not keep him coming to the Institute with quite a bit of 

skepticism. I could tell he was not into the whole process from the first session. But, believing 

skepticism is healthy, even when it’s my program he is skeptical of, I didn’t try to “fix” it.  

 After the second session (the session in which we presented all the Enneatypes) I asked 

him what he was thinking and how he was feeling about the whole process. He, as kindly as he 

could, told me he was still not trusting the process; he didn’t know how much merit systems like 

the Enneagram hold. He spoke about the focus on “negative” aspects of the self as being 

something he didn’t like very much, and he said he didn’t really know if he fit with any of the 

types. I didn’t try to convince him the system is faultless or that it would be a life-changing 

process for him, but I told him to talk to Liz about his concerns at his first coaching and to 

remain open to it for a bit longer, until after he had done some more work with the Institute. If he 

didn’t trust the system, he did trust me, and he did both of the things I had suggested.  

 In his interview, Xavier locates the specific time his attitude about the Enneagram and the 

Institute changed as being his first coaching with Liz: 

I think it was my coaching with Liz. The fact that I couldn’t find out what I was, which 

number I was, was very frustrating so I was like maybe this doesn't work for me, maybe 
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I'm too good for this, or maybe they should make up a #10 that is Xavier’s type or 

something like that. So I was very skeptical about the process, but once I sat down with 

Liz and we talked about my type and it made so much sense that I was that type and it 

was very enlightening in the sense that, yeah that is true, and that is true, and that is true. 

Because all of those things were true, then it must follow that all of these things are true, 

which are not so evident in my personal life, but they are very deeply buried inside. I 

know they are there, but I'm kind of negating them. So I was amazed at how this, being a 

7, was like alright this is amazing I'm a 7 and I can see that very clearly, but at the same 

time for example, like the idea of anger, like how we disintegrate into a 1, our anger can 

come out like very strongly and be one of our greatest flaws and that exists and I knew it 

existed but I was just kind of negating it by accepting I was a 7. I also accepted I have 

this anger that I need to work on. So that's when I accepted okay this is going to work and 

I want to surrender to this. 

Whenever I read back over this part of the interview I get nervous others will read Xavier’s 

words and think Liz and I started a cult because, in this section, he doesn’t talk about any 

specific instances of this anger that is “deeply buried”, and all of a sudden he is “surrendering” to 

this process. I will provide an example of this anger he cites, but first I want to talk about the 

power of suggestion and its relationship to this process.  

It was very important for Liz and me as coaches to walk the line between hearing 

students stories and then suggesting which type they might be so as to guide them through the 

process (even though sometimes it seems overwhelmingly clear if you are very familiar with the 

system) and letting students self-identify and self-guide. We do not have any hard and fast rules, 

except that we can never type people from the outside—we can only help interpret, but even 



Dimond 54 
 

interpretation is a slippery slope, because I might end up implying what the student is motivated 

by—which I cannot ultimately know. It is very important for me to remain cognizant of this as a 

coach, as well as the ways in which my particular fears and desires shape the way I coach 

students. My humanity is just as present as the person I am coaching. Often I will provide stories 

from my own process to provide an example of how to dig deeply into experiences for buried 

motivations that propel actions and attitudes. I do this so students can understand that the content 

and specific motivations of the stories are distinctly mine, but the way I am processing and the 

tools I am using to process my experiences, feelings, thoughts, and relationships can be done 

similarly by different people. In this way, students can take control of their own process, and I 

can continue to serve as a model for their self-guided process. I also often find myself using 

qualifiers like “from what you’ve told me, it seems like you really shut down when ________ 

happens. Often we find that for ______ type, situations like _______ are the most difficult. Is 

that something that resonates with your experience?” Simply put, coaching is a balancing act in 

which the coach should maintain an awareness of the power of suggestion. 

In Xavier’s case, Liz provided him with a greater understanding of the few types he had 

identified as possibly his, and from there he chose type 7. In his interview he reflected on the 

moments before his coaching:  

Before I came to my first coaching I was playing guitar and it wasn't working and I was 

really angry, just like ‘waaaaaah,’ like physically angry, and I would like smack the desk 

and be like what's going on, this is not working. And I came to my coaching, like really 

happy and after that coaching we like concluded like one of my biggest flaws is anger, 

which I never thought before, but I just got angry, but I didn't connect it to my type…So 

after that coaching I was very conscious about trying to control my anger.   
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Stories like this are helpful, because they are stories we quite easily and quickly forget. But, 

infusing such small instances with meaning, and seeing how they fit into our larger story and 

patterns of behavior can be an incredibly powerful experience.  

 These stories are also important because they often illustrate the differences among 

people’s experiences in the world. The coachings were good preparation for the panels because, 

having already shared a number of stories, students could compare and contrast their experiences 

with others’.  After the first two panels on our first day of doing panels, Xavier was the student 

who earnestly suggested we postpone the third panel scheduled for that day so we could all 

“process what we just heard.” For Xavier, almost immediately after he made the jump from 

skeptic to “believer,” the process became very important and something he took very seriously. I 

interviewed all of the participants about their personal work for class, but when I asked Xavier to 

talk about the personal work he gave himself, he began to talk about all kinds of things he had 

chosen to do in his personal life that were, perhaps, motivated by the Institute, but went beyond 

the specific assignments we discussed. In this part of his interview, he discusses the role tutoring 

is playing in his personal work: 

So in the past, I had to tutor my little sisters and it was always a disaster because I think 

that, as a 7, patience and just the idea of sitting down somewhere and helping someone 

out is something that doesn't click with us, it makes us bored, like makes me bored or just 

restlessness is like overcoming, like I have to do something else, this is not good for me. 

It might be good for the person I'm tutoring, but it is not giving me anything, so I should 

do something else, like the grass is greener on the other side, like I should get out of here. 

So I’m just trying to go against that. 
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He goes beyond a discussion of school and begins to talk about his recreational life, particularly 

slacklining. A slackline is like a portable tight-rope people set up between two trees. People who 

slackline usually do it to develop core strength and spend time outside. Xavier started slacklining 

during the semester he was in the Institute: 

As 7's, we struggle a lot because like our mind is just everywhere all the time, 24/7, it's 

just like really hard. We have so many thoughts and we like, very hard for us to express 

them, so something that I can do and am trying to do is balance those thoughts and trying 

to be more, yeah more balanced…I started slacklining and you might think that's just like 

something that you do for physical work or stuff like that, which it is, but I see it as a 

very great exercise for 7's. I would recommend, you just get on the line and you are not 

only balancing your body, but you are like very focused on a point and you are just 

walking and trying to keep that balance of body and mind, that actually brings me back to 

myself, something that is very difficult or 7's to do, I think because we are so scattered. 

That's my personal work. 

And beyond his recreational life, he made significant decisions in his faith life during this 

semester: 

I decided to take a step back from my faith and work more on myself and it was 

something I would have never dreamt of doing before, because I was very into my faith 

and very committed to my faith, but it came a point, I don't remember when, but it came a 

point when I was kind of like…I cannot go on worshiping God, I cannot go on being a 

hypocrite follower of my faith, if I don't know why. So it just made me realize that I just 

have so much work to do with myself, that I wasn't paying attention to because I was 

paying attention to something else, which was basically my faith. So I was working on 
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my faith, faith community, whatever I was doing there, it was like putting a wall around 

me that didn't let me see myself, so I decided to kind of put away my faith for a while and 

work on myself. Because my relationships with people were not as good or I didn't give 

them the attention as I do now, because I was focusing on something else, or I didn't give 

myself a priority, like being more mindful about what I am doing, being more mindful 

about who I am and stuff like that. 

Because I was so busy during this part of the semester, I didn’t get to play ping-pong with Xavier 

or spend a lot of time in conversation with him outside of the Institute, so when he shared some 

of these life changes he was making, I was floored. Part of me was enthralled that the Institute 

was having such a dramatic effect on someone’s life. The other part of me was terrified as I 

remembered again the power of tools like the Enneagram. Tutoring and slacklining seem to be 

pretty safe ways to work toward health, but his faith reflection felt like dangerous territory. I was 

thrilled at the ways Xavier was re-examining his whole life, but I dreaded a phone call from a 

parent, telling me I had single-handedly ruined the work they had done to indoctrinate their child 

into their particular faith tradition. Thankfully, Xavier had written a letter to his dad, explaining 

the intentionality with which he was executing this whole process and his father was amply 

supportive.  

 Xavier’s story, however, only served to “reinforce” that many boundaries are lifted by 

doing work in the Enneagram. As the Enneagram takes students into conversations about their 

essential patterns, there is not any part of them, mind, body, or spirit, that is off limits—

especially when they do their own internal processing. There is a freedom to explore the whole 

of my relations with the world. For Friere, this is essentially what education is: “Authentic 

reflection considers neither abstract man nor the world without people, but people in their 
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relations with the world” (81). This is not only about my intellectual relationship to the world, 

but all of my ways of relating to the world. Though Xavier is the only student who shared 

specifically about a major faith transformation, I can’t help but assume there are other students 

whose understanding of their faith changed alongside their understanding of themselves.  

 Not only did Xavier invest himself in his own process, but he also, amazingly, became 

very passionate about making the Institute the best it could be. He encouraged get-togethers for 

the group outside of class and willingly gave advice when I had questions about how to re-vamp 

the Institute for the next time. Even more amazingly, after the second session, Xavier and Westin 

started talking about re-doing the videos we used to illustrate each of the types. The ones we 

watched during the session were from the early nineties and featured huge hair and 30 to 60 year 

olds wearing microphones around their necks. They developed their own video interview project 

and recruited any IFEL students who were willing to participate. It became a class project they 

essentially assigned to themselves. They interviewed at least 18 of the 20 students, including 

each other, and had time permitted, they had hoped to interview Liz and me. They also 

volunteered to make a promotional video for the Institute and dabbled with the idea of creating a 

database for these videos so it could be an ongoing project future Institute groups could 

participate in. These are still in production, but I am told they should be completed in the late 

summer or fall.  

 Xavier’s story is almost too good to be true. He came in a healthy skeptic, remained open 

to the process even when it was difficult, found a type he resonated with, started to reinterpret 

some of his behaviors as healthy or unhealthy, developed practices that pushed him towards 

health and challenged his normal ways of being, and then he reinvested in the process because of 

importance he saw in the work. He illustrates what most teachers probably hope for, that students 
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would see the relevance of the course material and how, if invested in, it could alter their lives in 

significant ways. This alteration is liberative and action-based.  For Freire, this is what education 

is for: “Liberation is a praxis: the action and reflection of men and women upon their world in 

order to transform it” (79). The course “material” is not to be deposited and thus possessed, but 

instead, to be embodied so as to continue the becoming of the learner.  This, of course, hinges 

on a number of factors: natural affinity, preparation emerging from past educational experiences, 

support from family and peers, maturity, relationship between teacher and student, and the list 

goes on. But, his story also serves as a hopeful reminder that course content and pedagogy 

permeate areas of a student’s life that are not always affected in the classroom. It also provides 

an example of the way the Institute could augment a student’s educational track. The work 

Xavier is doing on the videos is not only important for the future of our program and his own 

learning about the Enneagram, it will also help him with his major and career prospects. As you 

might, correctly, be assuming, not all of the students had this kind of experience, but I will tell 

two more stories to suggest the differing trajectories of students in the Institute and, learn from 

them all.  

From Static Interest to Fluid Awareness: Madison’s Story 
 

Madison is an RA at our University and someone with whom I hadn’t spent much time 

outside of group training settings. We hadn’t had many conversations one-on-one before she 

started the Institute. But, I had taken a group of RAs through some Enneagram training, so it was 

talked about for a while in Residence Life circles of which she was a part. I remember one night 

at an on-campus program, Madison asked me about the Enneagram when we were in a group of 

4 or 5 people. I explained the system very generally, and without going into detail about all the 

types. She asked if we could sit down and talk about it sometime. We had this conversation in 
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the middle of a very busy fall, so I had to tell her I probably couldn’t do any coaching for a 

while, but an alternative would be joining the Institute, if she was interested. She was. When I 

asked her why she chose to participate, she said she is a “sucker for self-awareness and 

reflection” and broke it down into her desire to understand the Enneagram better, as well as 

understand herself better.  

In her interview, she talked at length about how her initial impression of the Enneagram 

was that it was like other personality tests, but her opinion changed over the course of the 

semester: 

Now that I'm in it is so different than what I thought it would be. I felt like it was very 

static when I had heard about it just from what other people were telling me, it's like oh I 

am a whatever number, that's what I am, sort of thing. But since we have been talking 

and doing the coaching sessions and everything I have found it is very fluid. 

Throughout her interview, Madison talks extensively about fluidity and its importance for her in 

Enneagram work. She talked about feeling very constricted at the beginning, like she had to be a 

type and that type would be what she is. She said through the process of identifying herself with 

a type, she now feels less constricted and less defined. This, of course, feels very paradoxical. 

But, before she got to this recognition of fluidity in the typing system, she first began her 

identification with a type.  

The process of defining herself by a number was important, but coming to terms with 

manifesting “negative” elements of the type identified was a large part of that process: 

So after our first coaching session with you I kind of realized I was more of an 8 than 

anything else and that kind of going through and getting a breakdown of what the 8 

looked like I felt like there were a lot of negative things associated with being an 8 and I 
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was really like struggling with that because I was like oh my gosh, am I really this 

aggressive? This intense about things? This forceful?...I was pretty much still focusing on 

the negative aspects of what it was, but I was journaling… maybe a week after our 

coaching session… and [my friend] even told me, she was like, “Madison you are a lot 

more like this than you think you are”. I was having a hard time being [an 8]. Am I 

though? Am I really like all of these things? I was journaling and something just clicked. 

I don't know what it was but it was like you know I am like really aggressive in some 

settings or I am very forceful in a lot of settings as well, but …in that moment I didn’t 

necessarily see them so much as a negative thing, which…I think was really helpful for 

me. And I don't know if it was because I was thinking of certain situations where I am 

like that or if it was just the fact that I have been reflecting on it for so long that it finally 

just settled... like yeah sometimes I am way too forceful and too aggressive on certain 

things but I think it is very helpful that I see that…this is a growth path for you. Like this 

is how you can acknowledge it and that's very important, but then like here's how you can 

spin it any better way sort of thing which was definitely helpful after the first coaching 

session. 

This process of acknowledgement and acceptance was really important for Madison, especially 

since she was the only student who was a type 8 in the group, and since she is a female. Other 

types had other people to talk through what it meant to be their type, people who could serve as a 

kind of mirror while they encountered the difficult realities of some of “negative” things about 

themselves, but Madison was “alone” in the negatives she identified about herself: aggression, 

forcefulness and intensity. Some of the students discover their type runs counter to their culture’s 

accepted construction for a what it means to be “male,” “female,” “Christian,” “a good student,” 
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et cetera. In Madison’s case, the type 8 is, stereotypically, an aggressive type, so often women 

who find themselves resonating with the fears and desires of the 8, find themselves at odds with 

the kind, sweet, meek, needy construction of female they have inherited.  Luckily, this didn’t 

seem to bother her. When I asked about doing a “type panel” without another person from her 

type to join her in front of the rest of the students, she said she actually somewhat enjoyed it. The 

one other student who had this experience did not feel the same way as she did, but for Madison, 

it was not a deterrent to coming to a new awareness of herself.  

 In light of Madison’s run-in with negative aspects of herself, it is important to remember 

the Enneagram is not a tool like the Strengths Finder, which focuses solely on people’s ability to 

contribute positively. It is also important to distinguish between self-identifying weaknesses in 

myself and the deficit or banking models of education. While these models center on the 

identification of students’ weaknesses, they also offer informational additives that come from the 

outside. They also do not offer any context for weaknesses, or for strengths. In the banking 

model you “have” strengths or you “have” weaknesses or deficits. In problem-posing education, 

however, instead of a focus on possession, there is a focus on being and becoming. “Problem-

posing education affirms men and women as being in the process of becoming—as unfinished, 

uncompleted beings in and with a likewise unfinished reality” (Freire 84). In the banking model, 

there is an in ideal to be reached. In the problem-posing model, education and transformation is 

an ongoing process. Since our use of the Enneagram is grounded in the problem-posing model, 

strengths and weaknesses are not off limits, but they are always put in the context of a journey 

towards health—towards an ongoing process of becoming. So, I might be really good at 

“Winning Others Over” (which is one of the strengths in the Strengths Finder system), but when 

does that strength become unhealthy deception? Or, I might be really talented at taking 
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Command (another of the Strengths Finder strengths), but when does healthy, effective 

commanding become bulldozing other people and detrimental to my relationships? The 

Enneagram does make us hone in on some of our own “weaknesses” or tendencies toward 

unhealthy relationship with myself, others or the world, and can’t be treated lightly, because for 

some it is much more difficult to encounter personal unhealth.  

 Of course it was not our intent to focus on unhealth for the whole or even majority of the 

time, as we also wanted people to get in touch with desires. But, both fears and desires tended to 

come up when we attempted to create spaces in which students could look at the way they 

interact with different dimensions of their academic world. One of the particular arenas in which 

Madison found a new self-awareness was in her Major. She reflected on the Major worksheet we 

did during one of the sessions: 

I am a medical anthropology major. And so, when we were writing about what drew us to 

that major and then what we now appreciate about that major and find interesting, almost 

everything, which I was actually surprised about, a lot things I talked about were like 

social justice things. Like justice and health care I guess. There were things that I am now 

interested in that I was in before, [like] culture and medicine and like blending the 

two…But what I was kind of like learning about, a lot of these things is that I have 

become much more of an advocate than I used to [be]… In medical anthropology it was 

much more like the power struggle issue. I was focusing on [the fact that] as much as I do 

like culture and medicine together it is more of like how I care more about the actual fact 

that people that don't have health care and that … western medicine is trumping all and 

how much that bothers me…So I found a lot more of that with struggles with authority 

and my struggles with people not being able to stand up for themselves or people who 
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don't stand up for themselves….I found a lot of that through when I was thinking about 

my major and I didn't think I was going to go that route when it was first handed to us. 

Later in the interview she talks about how she had switched her major from biology because at 

the time she “just liked” medical anthropology more than biology. But now she has an increased 

awareness of why she likes it more, and more purpose in her studies.  

Though she was previously going to go to Medical School to get her MD, she said after 

this semester she is considering dual degree programs to get her Masters in Public Health as 

well. She reflected on the part the Institute played in this process: 

I think originally I didn't really have a purpose for my major, it was just something that I 

was interested in studying but now I guess I have more of a purpose behind that … I 

guess I realized about myself and how much I care about those issues that I am studying, 

how much I want to advocate for them…So I think the exercise in this class has kind of 

opened my eyes a little bit to more, I guess not just like what I want to do but why I want 

to do it, which I didn't like really think about. I always knew I wanted to be a doctor but 

[I am learning] why am I driven to do that and why am I driven to be a medical 

anthropology major. 

Not all students had such revelatory experiences when they reflected on their majors. But, once 

again, this story illustrates possibility. Many students have been headed to college since they 

were in elementary school—with all kinds of expectations on them to perform, and often to 

perform in particular fields. These pressures come from within and from without, but the 

pressures discourage reflection about why what the student wants to do is good for them or good 

for the world, or even more devastatingly, on the fact that there might be another field to which 

their contributions might be more insightful and joy-filled. O’Loughin speaks about the need for 
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such an embodied educational journey:  

In his day Dewey insisted that we acknowledge the body’s primacy, but it would not have 

been a body comprising only an inscribed surface upon which are written the discourses 

of the culture but rather a feeling, thinking, desiring, willing, vital, material agent. In 

order to understand human being and becoming, that despised object – the body – must 

be reinvested with all its interests and passions. (11) 

 For Madison’s journey, this new awareness of her own passions also provides the opportunity 

for intentionality as she makes her way into further schooling and into the professional world. 

This may have something to do with the “fluidity” she talked about at the beginning. By 

liberating herself from the “med school” box, she can choose medical school and a Master’s in 

Public Health. She knows she doesn’t have to accept the “prescribed” (punny) path to medical 

school, because she can also be mindful of the passions catalyzing her journey down the path she 

is walking, and change course if necessary.  

 In the same way she talked about a newfound awareness in her academic and professional 

life, Madison also experienced a new awareness in her family life: 

It is so funny because my family calls me the “ice princess”, like [an] I-have-no-heart 

type of person. After hearing what the panel said and everything I kind of [started] 

understanding why my sister and I fought all the time when we were young, and like I 

pushed back a lot on my parents. We don't fight but I really push back on them a lot, 

especially when they tell me like you can't go to this place and like no you can't have like 

this major and like things like that. So I think it has really helped me with my family 

dynamic and how I interact with my parents. I think it is more because I can find and 

identify more qualities in my parents that are not like my type… So I don't have to keep 
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pushing back, it's more like I can better tell them like this is what I need from you or like 

this is why I am getting so frustrated with these things …We have discussed the 

Enneagram…[what] being an 8 means to me and how I embody the qualities of an 8 

…When I am getting really frustrated with my mom it is nice to have in the back of my 

mind, this is probably why I am getting frustrated and like I need to be better about these 

things. Or I need to like back off a little bit on these things. 

Much of Madison’s interview centered on a new awareness, both of herself and herself in 

relationship to her academics, family, and friends. Unlike Xavier’s interview, which was full of 

action steps he was taking to address areas of growth in his life, Madison’s interview was much 

more about altering her mindsets or future plans, with only a little discussion of her behavioral 

change. Of course, actions and mindsets can’t be so easily divorced from each other as they are 

inextricably bound up together in the process of acting. It is important, however, to note that 

from an Enneagram and educational perspective, awareness is not the end goal. Each of the 4 

A’s: Awareness, Acceptance, Action, and Adherence is very important in personal work, and 

they all lose meaning without each other. This change in awareness is also very difficult to 

assess, as it is the middle of a process.  

 Madison’s story is very encouraging. She came into the Institute looking for some self-

awareness and reflection, and presumably got more than she had bargained for as she waded 

through the difficulty of encountering negative characteristics. But, like Xavier, she faithfully 

wrestled through disparaging thoughts and involved her family and peers in her process. She 

began to see growth paths for herself that emerged out of some of her less positive areas. But, 

she also was able to see some of her strengths and how they could be integrated into her future 

work in the medical field. Although Madison didn’t have a number of stories about her radically 
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transformed behavior, her commitment to self-understanding and intentions for her future leave 

me with great hope for her own continued work.  In making a connection to Freire’s work, it 

seems as if Madison’s words correspond quite nicely with his thoughts about problem-posing 

education’s relationship to the future:  

[Problem-posing education] affirms women and men as beings who transcend 

themselves, who move forward and look ahead, for whom immobility represents a fatal 

threat, for whom looking at the past must only be a means of understanding more clearly 

what and who they are so that they can more wisely build the future…they must perceive 

their state not as fated and unalterable, but merely as limiting—and therefore challenging. 

(84-85).  

It is important in doing work like this that someone is not “depositing” knowledge of a student’s 

weakness. This might paralyze them. Unable to handle all the new knowledge and unequipped 

with an understanding of their own agency, individuals would struggle to move in any direction, 

let alone towards health. In Madison’s story, this does not seem to be the case. She is moving in 

an altered direction due to a new understanding of herself and her relationship to the world, and 

she has the tools to continue altering that path if necessary.  

Lest we think the work is done or because of these two prized trajectories we have found 

some secret to successfully helping students navigate college and life after, we will move on to 

the story of our third and final student. 

 
From Confused and Skeptical to Disengaged and Frustrated: Ronnie’s Story 
 
 Ronnie’s story is much more difficult for me to tell than the last two. I still feel a sense of 

loss. Since I got to know these students very well over the course of the semester, I feel like I 
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failed a friend. Unlike Xavier, Ronnie and I were not friends before the Institute, and unlike 

Madison, we weren’t even acquaintances prior to the semester. I had heard his name from other 

students on campus because he was very involved with service and justice work on campus, but 

due to the nature of the course, I spent a lot of time with Ronnie throughout the semester.  

 In his interview, I asked him why he joined the Institute. He said it seemed interesting, 

even though he had no idea what it was going to be. He also thought the tagline for our logo was 

funny: “because minds can’t sit in the classroom without bodies.” When I began to ask him 

about how his experience developed, he pretty quickly began to talk about confusion, busyness, 

and it’s un-helpfulness in his life: 

Unfortunately I missed the first one, I think, either the first or the second, which I think 

kind of stumped things a little bit. But yeah so we had our first coaching about 

Enneagram stuff and I thought I was a six. And yet I was confused. I don't know, I have 

honestly had a hard time like focusing on this semester. Maybe like having seniors isn't a 

good idea. I definitely didn’t like foresee senioritis happening but it is totally happening. 

So yeah, I guess the personal work has been hard for me I think a lot about, and also to I 

feel like since I have been sort of like in school for four years almost now it has been 

harder, well maybe a little less applicable.... I think I am a pretty intuitive person anyway 

so I think maybe I would've figured this stuff out independently… like, it's not like I 

haven’t thought before maybe I should think about doing it this way. You know. Not to 

say this hasn't been good I think it definitely has been so as far as like development goes I 

don't know it's kind of a hard question to answer. 

He missed the second session, which was the session when we presented the Enneatypes, 

watched videos, took a self-assessment, and asked questions about the system. He and one other 
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student missed that day, so I had a remedial session with them, but it felt much different, and due 

to time constraints, was not as comprehensive as the original. There is great importance to the 

questions students ask during that second session, and it is not really replicable in a coaching 

format. It is understandable students might have to miss due to unforeseen circumstances, but 

that reality presents a difficult problem when each of the sessions is a building block. Being 

absent for early building blocks creates difficulty not only in content, but also in community. The 

experience of exploring an idea or a system together can be a gelling experience not easily 

replicated. Ronnie was, unfortunately, absent for the content building and community building of 

the second session.  

 During our first coaching session, Ronnie thought maybe he was a 6. It was clear though 

he was very unsure of this. That was a pretty normal story for the first coaching. Many times 

students left the first coaching with a couple of types they were going to look into more; usually 

soon after they had identified which type they resonated with the most. But, for Ronnie, this was 

not the case. He oscillated between the 3, 6, and 9 throughout the entirety of the semester. In 

fact, by the time we got to our interview, he said he thought he is maybe a 3, even though he had 

been thinking he was a 9 for a few weeks.  Ultimately, this is not a problem at all. Sometimes it 

does take months of self-searching to uncover fears and desires buried underneath years of 

clichés and cultural assumptions about why we do things. However, it is harder to feel alone in 

your uncertainty. While many other students are having weekly epiphanies about themselves, to 

walk in feeling confused would be a very difficult experience.  

 This presents a problem for this work. We don’t want the searchers and the diggers who 

can’t immediately identify with a type to feel marginalized. That is what I think happened with 

Ronnie. Because he couldn’t use the language like everyone else, he was not participating in a lot 
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of conversations outside of the Institute (that I am aware of), and so was left to figure it out on 

his own. As he indicated, he also didn’t have a lot of time to give to his personal work outside of 

the Institute. While other students were spending hours in conversation, doing personal work, 

and reading more about the Enneagram system, Ronnie was not. The point of this is not to figure 

out how to properly assign blame. A number of factors contributed to the difficulty of Ronnie’s 

semester, many of which he named. He didn’t trust the system, and thought the language used 

was vague enough to apply to anyone. He didn’t have time to get to know the intricacies of the 

system or to do the personal work throughout the week. He was struck by senioritis and didn’t 

want to reflect on being a student. He didn’t know what type he was. He missed two important 

classes. He was in the middle of some very difficult personal struggles. He didn’t like how late 

the classes went when he had a busy day ahead. He felt the class was unstructured, and he 

wanted more structure.  

 My conversation with Ronnie about structure and pedagogy was very interesting because 

many things he said ran counter to what other students said about the Institute: 

I don't want to see my teachers as my peers. Just because I feel like it is harder for 

me…to concentrate when people around me, when I don't feel like they care about what 

we are doing. I think that happens a lot when like there is not an authority figure. I am 

thinking of [some of my classes], like people show up late and they talk in class. [P]eople 

put their feet up on different things and it's like distracting to me. A lot of people I know 

… well my view is that they don't have respect for like the coursework so like they are 

studying other material during class and it is really frustrating because I care a lot about 

it…So like as far as going to the Institute, it's like a nice comfortable setting but it's not 

something that forces me to really think a lot. I guess I just need more structure. 
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For Ronnie, structure and authority are essential to create a learning environment. Without those 

things, he doesn’t “feel forced to think a lot.” To this, Freire might say that while it seemed 

Ronnie was on the “margins” of the classroom, he is really just living as an insider to the 

structure which made him. “The solution is not to ‘integrate’ [him] into the structure of 

oppression, but to transform that structure so that [he] can become [a] being for [himself]” (74). 

One of Ronnie’s critiques was that it would have been helpful at the beginning to have a better, 

more clear idea of where we were going throughout the semester. We could probably give more 

of an idea of that now and in the future, students will have a clearer idea of what is coming, but 

we didn’t know at the time. We planned our sessions in response to what people seemed to want 

to learn. Understandably, however, this would be difficult for people who think they need clear 

direction in order to learn. Even when we can give clear initial direction, part of the goal of the 

course was a changeability that would occur as class needs emerged. A clear direction toward an 

end goal was not the experience we were trying to create, and so, in that way, Ronnie was bound 

to be let down.  

 Even with all of these difficulties, I do not think we can assume the semester was a 

failure for Ronnie. He certainly won’t be standing on the street corner, singing the praises of the 

Institute like some of the other students, but he did find some of the activities to be helpful: 

Definitely like the role-playing ... I kind of think I am meta-talker in a lot of ways and 

that was my role. Or meta-thinker I think, so it was easier for me to just like go for it. So 

that was really fun I thought. And really telling too because it helps you like point people 

out in your class and understand better like they are not just being an idiot, this is how 

they think. And it's not like that wasn’t my inclination anyway but it just helped round 
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out things. The panels were pretty cool. I also like those like those one-on-one things, the 

repetitive question. 

It makes sense he would have really liked the role-playing exercise and the repeating question 

exercises because neither was specifically Enneagram related, but they did require a lot of 

personal reflection. I’m sure those experiences felt like productive time for him. He enjoyed the 

panels as well, and perhaps it was because he got to hear other people being reflective. Even 

without identifying a type, students were sharing very personal experiences from their lives, and 

in the process not only discovering more about Enneagram language, but also their 

commonalities and differences with others in the Institute. Though it wouldn’t seem like it from 

what he said, he did say he gained something from the semester:  

I think I have, through the Enneagram stuff, [gained] a better understanding that people 

have different types, like what drives people. And it's not like you don't know that but 

have the just more a focus on spending time thinking about that has I think may be a less 

judgmental person. 

Though Ronnie’s experience is not an “ideal” trajectory, it does represent a real trajectory, a 

process.   

A Return to the Research Questions: Analyzing the Institute 
 
 I think the case studies are probably the most helpful way to paint a picture of what the 

Institute was for our students, because it allows us to go deep into the Institute as it was 

experienced by contextualizing a few students’ learning. However, revisiting the research 

questions will give us a broader overview, which will help us see the experience in a different 

way, and perhaps reveal new insights. This section will respond to the three research questions, 
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by listening to the voices of many other students from the Institute. Overall, the resounding 

answer to the all three of the questions is “Yes!” which is exciting but seems to require us to 

develop more specific, complex questions for the next time we offer the Institute.  

 
Did students gain a heightened awareness of themselves and/or more nuanced 
language to talk about themselves and their learning process? 
 

Because this was not a pre- and post- test model, the answer to this question will 

necessitate collaboration with and trust in the students. We never asked them “Did you gain a 

heightened awareness of yourself?” or “Did you gain more nuanced language to talk about 

yourself and your learning process?” Instead, we asked questions like “What was your biggest 

takeaway from the Institute?” or “Do you feel like you have changed in any way?” I asked these 

questions so I didn’t suggest something that may or may not have actually happened. Once 

again, the power of suggestion is something to be avoided, when possible. By asking questions in 

this way, I was able to leave room for students to tell me what was most important to them, 

instead of implying what we hoped was the result. If a trend emerged, we could trust it emerged 

from experience and not from suggestion. A trend did emerge, and the number one answer to 

these questions was about a newfound self-awareness, as seen in this excerpt from Kathryn’s 

interview: 

There has definitely been a significant change in the sense that I feel like I am much more 

self-aware. So, in anything that I do now. Like at the beginning of this semester I 

wouldn't have been able to express to you why I felt certain ways about anything almost. 

I would have just said something like I am very emotional person and this is why these 

things happen. Whereas like now there are very specific things I can pinpoint it like my 

friendships, in my like, in my pursuit of knowledge and like what I want to do with rest 
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of my life, in my like romantic pursuits, and like all of these things that I have learned 

very specifically what motivates those and why. What are the fears you know that 

prevent me from reaching those or like what are the fears that divert me from things 

sometimes. But I don't think I would have been able, I know I wouldn’t have been able, 

to do that a semester ago. 

For Kathryn, self-awareness was the takeaway. Throughout her interview, she spoke about a 

heightened ability to see herself and learning a new language to talk about herself in all the 

varying situations she found herself in. As she mentions in the comments quoted, she became 

much more cognizant of her own perspective and the way it influenced academic and 

interpersonal situations. Living very close to this student, I was able to watch a significant shift 

in the way she processed and handled difficult situations from the beginning of the semester to 

the end of the semester. She attributed much of this change to being able to pinpoint her exact 

feelings within a situation so it was no longer as overwhelming as it was when she just felt 

“emotional.” 

When I asked another student, Alexander, if anything had changed over the course of the 

semester, he spoke about his discovery of so much doubt in his life: “I think less evidence of 

[change] occurring but more just realization...that my nervousness has stopped me from doing 

things I think. So, it is like the first step in stopping drinking alcohol is to admit that you are an 

alcoholic, so just understanding that doubt can be debilitating.” He is comparing his insight to 

the 12-step Alcoholics Anonymous program in realizing awareness is only the first step. Many 

times, Alexander would begin to talk about a situation and then stop in the middle of his 

explanation to mention or joke about the anxiety evident in the way he was talking about it. He 

was also able to distance himself from his anxiety enough to know it was possible not to be as 
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anxious. This self-awareness was the “first step” because once he had distanced himself from 

anxiety even slightly, he could imagine what it would be like to distance himself further, and 

instead, embody peace or resilience. 

Another student, Nathan, spoke frequently of his tendency to withdraw from people, 

which put him in a really unhealthy place. So, when asked what had changed over the course of 

the semester, he talked about a new ability to recognize how his actions were contributing to his 

personal health: 

Yeah, I know when I'm being unhealthy and I can understand what it is about the 

situations that I'm in that make them unhealthy and how to react to that, as well as 

recognizing … that part of that is seeking help from other people to get me out of those 

situations because I recognize that like my unhealthy characteristics are retreating so if I 

try and fix myself all I'm doing is retreating and sometimes it's just having a conversation 

with someone who can help break that. So the recognition of what is unhealthy and how 

to change that is the biggest thing I've picked up. 

It’s not that Nathan has not experienced his withdrawal before. But what he speaks about here is 

an ability to contextualize his withdrawal, to understand how his withdrawal fits into his overall 

health. For Kathryn, Nathan, and Alexander, their conversation about personal awareness is 

simultaneously about health and unhealth. This is very important because the categorization of a 

motivation or a behavior as healthy or unhealthy is a personal process that shows not only 

awareness of an internal state or action itself, but also a contextualization of that state or 

behavior.  

 Another student, Samantha, talks about how this awareness is important not only for her 

own health, but also for the health of others. Throughout the semester, Samantha realized often 
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times she will give all kinds of love to people so she can receive love back—even if it isn’t what 

she or the other person needs:  

I think it has given me a different awareness … [which] gives me time to think why am I 

doing this? Who am I doing this for? It's given me of a sense of reflection to the things 

I'm doing rather than just like the spontaneity of it … because a lot of times … I get too 

emotionally connected and I jump into situations I don't have the tools to help with and it 

ends up hurting the hurting people I'm trying to help. So it has definitely given me pause 

to say am I doing this for healthy reason? And does the other person genuinely need this? 

I think it has given me, it has given me like, it has almost given the like the ability to like 

say no. 

What Samantha points to in her discussion of personal health is her feeling, before this semester, 

that she didn’t have any options. Throughout the course of the semester, she learned to value the 

words “no” or “yes, but” as good alternatives in certain situations. Grace, another student, made 

a really important comment in her interview that, I think, explains this awareness nicely: “I think 

we all have those tendencies to think the way we deal with things or the way we approach 

situations is how everybody does.” Many students claimed they gained this new awareness of 

themselves by realizing that what they do and why they do it isn’t “the norm.” I am sure when 

Samantha was on the panel or in small group discussions sharing about how she goes to bed 

every night thinking about who she didn’t take care of that day, others were looking at her like 

she was kind of crazy or giggling because they interact with the world so differently. This 

experience of difference helped her see other people make the choice to say “no” all the time—

and those people are not mean. Without the community of the classroom, the self-awareness 

people gained wouldn’t be possible. To understand me, there must be a not-me.   



Dimond 77 
 

Do students place an “I” in their discussion of their learning? 
 
 I now realize this question could be read in different ways. The intention in asking this 

question was to figure out if students would use their self-understanding to complicate 

discussions about their homework, about time in the classroom, about relationships with their 

professors, about study habits, and about their majors and career paths. For example, instead of 

saying “I really hate this teacher because she gives us so much homework” or “I think that 

studying philosophy is just for people who can’t figure out what to do with their lives,” students 

might complicate these statements by saying, “I am frustrated in this class because I really value 

being able to plan ahead and my professor assigns last minute homework that is not included on 

the syllabus, which throws off the schedule that I use to accomplish everything for the week and 

so that I still have a little time to rest” or “I realize that I am a very practical person and I always 

want to know what I should do with the knowledge that I have, so it makes it hard for me to 

understand my friends who are philosophy majors and always seem to be asking questions that 

make it harder to do anything.” So when we ask, “can student’s place an ‘I’ in the discussion of 

their learning,” we mean, “do students understand that their own ways of being and perceptions 

of situations are affecting how they come to understand the ‘reality’ of a situation?” Now that the 

question has been clarified, let’s investigate some ways in which this occurred. 

 One student, Molly, reflected back on her reading comprehension as a child, saying she 

had always struggled with it, but she dug a little deeper and realized she is always reading just to 

check it off her list of things to do, so she assigned herself some personal work she thought 

might be helpful: 

[For the personal work] towards the end was like reading with more…intention, 

something along those lines. Not like reading to get it done. And I think it might have 
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been a coincidence that like towards the end of the semester the readings in some of my 

classes got a lot more interesting, at least I thought. Maybe I wasn't like as busy with 

other things. I think there were a lot of variables but I think it was when there is like a 

subject I am interested in I can get really into it you know. But if it is something I am not 

overly interested in I don't even have the time to put half of my effort into it, you know. I 

think I need to be better about doing things that may not come naturally or doing things 

that I may not be innately interested in. It just makes you a well-rounded person. If I only 

did the things I was interested in or was good at I don't know, I wouldn't know a lot about 

a lot of things. So I think that was like helpful for me … towards the end. Like I am going 

to read this and I'm going to get something out of it not just so I could do well on the test, 

because I don't know like education is so important that now that I am at the end it is like 

I am going to take this seriously. I am not reading to take a test. This could be really 

important…I can't say that I am like great at that … but I'm thinking about it. 

What Molly says here is very important because instead of treating her reading comprehension as 

a deficit, like many students do (e.g., “I am just bad a math,” or “science just doesn’t come 

naturally to me,” or “I don’t like reading”), she now sees her struggle with reading 

comprehension is also connected to her ability to sit in one place for an extended period of time. 

Pleasure reading or intentionality in her reading could be a kind of exercise she could do to help 

herself grow in that subject area, instead of making identity claims about her inability to 

comprehend what she reads.  

 Another student, Rose, realized throughout the course of the semester she really didn’t 

like to ask for help. This applied to all kinds of situations, but she gave a specific example about 

how it related to her studying: 
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For my Biotech class I usually don't ask for help studying because I just studied better by 

myself usually but it was actually before another girl in the class had said like, ‘Hey I 

have arranged a study group, Tim is going to help us out. Do you want to go?’ So I went 

and then I asked her, ‘Hey are we going to do this again,’ and she was like ‘Well no I'm 

not going to, but you can ask if you want to,’ and I was like oh wait I don't want to do 

that but I ended up doing it anyway. He was really nice about it. Sometimes people 

actually like to be helpful…I know I do, which is strange because I think I am bothering 

people and I really don't want to be that person who keeps bugging someone and asking 

for help. Like when people ask me for help I don't think like oh leave me alone or 

something, I'm more like somebody wants me to help, I can actually do something that is 

useful to them. 

For Rose, it was an important realization that in her own learning process, she could seek health 

by participating with her community, and participation might make someone else feel helpful or 

useful. 

Madison had much to say about her interaction with her educational activity as well, as 

she reflected on why studying or taking time to “process” something is difficult for her: 

I have never been a big studier and I think this kind of helped me understand why…I feel 

like I just intrinsically know or like intuitively know that something is the way it is and I 

don't really question… It really bothers me when professors are like, ‘take a week, think 

about it and then we will come back and discuss.’ It's like I don't need a week to think 

about it. I already know what I think. Like the minute someone asks me a question I have 

an answer…It's more like I have an initial reaction and I don't question it and so I just go 

with it and I just assume that that's what's right. Which I think is very helpful and very 
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hurtful at the same time because I think a lot of just my education, like looking, 

holistically at my college education, how it's been very like impulsive when it comes to 

my homework and my writing. I do one draft, I spellcheck it and that's it I don't reread it, 

and it’s done…I don't take time to let it sink in and I don't take time to explore other 

possibilities with it which has been hard and I realize that now, like kind of understanding 

why I don't like to do studying and why I don't like to take a week to think about things. 

So I think it has been helpful in that sense because now like when a teacher is like, ‘okay, 

think about it, talk to me if you want to process all of this stuff,’ I have been able to try to 

force myself to process a little bit more… to maybe understand what I intrinsically think 

is right, if that is the actual right thing. 

This was a really important realization for Madison because previously the idea of “processing” 

or “studying” had been simply a frustrating one. It wasn’t until she was able to pinpoint how 

driven by her own instincts she was that she began to see that using her ability to think could 

augment her learning process, as well as help her question whether or not her instincts are always 

right. This does not mean she will stop responding instinctively, but perhaps she will be 

conscious of this tendency so she can better interact with ideas or people who might be at odds 

with her instincts.  

 

Do students understand possible links between this new self-understanding and their 
action in the world? 
 
 Unless self-understanding can be linked to action, it isn’t very helpful. In the same way 

that the Jesuit phrase “cura personalis” cannot just be personalis but must be cura personalis, 

care for the whole person, an understanding without an appropriate action arising from that 
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understanding is just disembodied information.  For Molly, understanding her wandering mind 

helped her to begin reading with a new level of intentionality. For Rose, understanding her fear 

of asking others for help was the catalyst in asking for help when she wanted or needed it. For 

Madison, understanding she almost always just goes with her gut helped her to begin asking 

questions of her instinct so she could be a better student and thinker. For each of these students, 

their new self-understanding is intimately tied to what they do in the world. This does not mean 

they always enact this possibility, but merely that it is a consideration before they act.  

Another student, Chris, talks about how frustrated he can get in his biochemistry lab and 

how his new self-understanding is helping him work against this tendency: 

I decided that I wasn't going to blame people when I make a mistake or like when I'm not 

happy about doing something. So…I'm in bio-chemistry lab and the teacher assigns a 

paper every week. So if I do bad[ly]…I usually just like sit there and think of … why it's 

hurtful. Like she's assigning a paper every single week. How does she expect us to like, 

do this kind of a workload every single week? The class is only 2 credits. And I just sit 

there and get in a pit of negativity about it. So I was going to try not to do that. I don't 

know, it's kind of hard to just, like, identify something like that, that is so integral to who 

you are and fix it right away. But I think just like identifying the problem helps a lot on 

that road to not doing it anymore. So that helped. 

As Alexander said in his interview, the first step is acknowledging you have a problem. Chris has 

identified a frustration that can be really limiting for him, and has developed a strategy for not 

blaming other people. He doesn’t always succeed, but he is practicing.  

 I found this repeatedly in my interviews. Students would talk about new awareness they 

have gained about who they are in and outside of the classroom. Some, like Xavier, had 
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developed some practices and devoted themselves wholly to them. Others, like Madison or Chris 

or Alexander or Molly, have identified some healthy and helpful strategies they practice when 

they can. Across the board, though, students acknowledged this process as a struggle. It was seen 

as a process of transformation. This was not always well liked. As students who have been 

trained in the banking model of education, we were taught problems had informational solutions, 

as if understanding something fixes it. This is not the reality of our existence in or out of the 

classroom. To be meaningfully informed is to be transformed, which is to say is to embody an 

idea, belief or understanding. The process of embodiment is not clean or simple or easy. To 

embody this idea and to close out this section, I will employ Westin’s words and experience: 

I mean it's stressful. Self-awareness is stressful, maybe not for everybody, but for me it is, 

because it also places a lot of pressure on me because I feel like now that I understand 

myself I'm really out of excuses for acting in unhealthy ways. It really takes the old 

cliché, ‘ignorance is bliss’ and says, ‘oh well too bad because we are about to get rid of 

your ignorance so you have nothing to hide behind anymore.’ I mean, yes, it absolutely 

changes how people will perceive how I understand and act, because right now as a 

senior, especially, 99% of the world will see how I'm behaving in terms of my classes, 

like ‘classic senioritis’ and that will be the end of the discussion. But what I now 

understand is that, I mean there can be a lot of factors, but part of what's happening in 

some of my classes is that I didn't have as much time to dedicate to my classes as I 

wanted, so I wasn't doing as well. They weren't going as well as I had hoped, so 

therefore, you know, I reprioritized it in my mind as not important and thus allowed 

myself to just disengage and coast and really choose to not care all that much… Umm, I 

mean that is exactly what is happening. I could call that ‘senioritis’ I guess, but it's my 
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own version of senioritis, it's not a disease with which I'm inflected. So, I mean I think 

that is one example of the specificity with which I'm able to talk about or think about 

what's going on in my mind and my heart and my body. It also has very real effects on 

like the day to day as a student. Like today I had a homework assignment that I really 

didn't want to do, I really don't care about, but I legitimately … sat and just like thought 

for a moment about the concept of a 3's integration to a 6 and how, like, part of like the 

very like tangible personal work I can do to get there and to work towards that health is to 

do tasks that I'm assigned that I find unimportant for which I will receive no recognition. 

And like, it was literally that language that then motivated me to do the stupid homework 

assignment and I did it and I don't feel great about it, it wasn't like particularly important, 

but I know that like I do feel great about the fact that like, that I'm now able to view like 

doing stupid homework assignments, not as just homework, but as a way to pursue 

personal health which is maybe the definition of embodied education, because now I'm 

learning … I'm doing school as it were, for very personal healthy reasons and they have 

nothing to do with traditional reasons you do school, such as a degree or grades or 

whatever. 

As Westin communicates in this selection from his interview, when we gain new awareness, we 

gain new context for the way we think, speak, and act. This kind of awareness necessarily puts us 

in a new relationship with ourselves and requires we embody our knowledge. We can no longer 

stay distanced from what we know; our knowledge has profound effects on our very being. We 

cannot be merely possessors of knowledge, but inhabitors. 
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Where do we go from here? Concluding in the middle of a process 
 
  There is some good news and some bad news about the replicability of the first semester 

of the Institute. It took considerable time, and now Liz is moving on to do graduate work in 

dance, and I just took a full time job at my university. The 40-50 combined hours we spent on 

coaching alone was taxing enough, but then add to it the number of hours we spent on creating 

and adapting a course, as well as responding to student needs, as well as teaching the course 

itself, and you have a recipe for a busy life. When Liz got accepted to grad school and we told all 

of the Institute participants she would be moving, someone asked if this meant we wouldn’t be 

doing the Institute for a new group of students. I didn’t know. From that point on we began 

asking how this could be possible in settings where there is only one person to facilitate the 

course. The coachings are integral to the process, but coaching 20 students twice a semester is 

itself a part-time job. During a planning session we had the idea that perhaps the current 

participants might be interested in re-investing in the Institute by taking on coaching roles. When 

we brought it up to them, there was huge support, and a number of them brought it up again in 

their interviews when we asked how we could improve the Institute. Many of them thought it 

might even be a nice change, to have someone their age doing the coaching. Of course, a change 

of this nature would require substantial work in a different way. Although these students have 

been coached, this doesn’t mean they know how to coach. If we do choose to go this route, we 

will have to develop a training program for students who are interested.  

 A number of other suggestions emerged from my interviews, some practical and some 

more visionary. There were many really important practical suggestions, but these emerged as 

themes: 

• Provide extra resources for students who are interested in doing more research after each 
of the sessions.  
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• Change the length of time to two hours once a week or one hour twice a week and keep 
to that time frame every week.  

• Give a better framework for where we are headed with the course from the very 
beginning.  

• Encourage students who are taking a very full course loads to consider doing the Institute 
a different semester. 

• Encourage more one-on-ones with people of different types outside of Institute session 
times. 

• Bring in people from outside of the University who are familiar with the Enneagram to 
talk about their experience as a particular type.  
 

All of this advice was very helpful, and if we are able to do the Institute again, we will try to do 

each of these things. Increasing the communication from the beginning about what the Institute 

will be and how much time and investment it will take will only augment the learning 

environment for people who choose to participate. Increasing the amount of time we spend 

together or the time students spend in one-on-ones or peer coaching sessions will be 

tremendously helpful in cultivating community in the classroom, which is not only socially but 

also educationally important.   

 Alongside these practical suggestions, people had some visionary ideas as well. Xavier 

and Westin decided an interview project would be really important, and then started thinking 

about how they could create a database of videos to use for the Institute’s Enneagram 

introductory session. They also thought that if students were looking for more resources about 

their type or others’ types, they could look at the database for examples. The database was 

suggested as an ongoing project for future iterations of the Institute. Though I don’t have the 

time or the skills to keep this project going, I do think if the database is created, and we do 

continue with the Institute, it will gain some traction for today’s students who are often very 

familiar with creating videos.  

Another idea came from Kathryn, who said, “This would be great information for like 

professors to know, you know? Because a lot of times I think that is a problem too, like 
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professors are very set in their ways.” I couldn’t agree more. If, in problem-posing education, the 

teacher-student distinction is supposed to be disintegrating, making everyone into teachers and 

learners, it seems the Institute for Embodied Learning might be easily changed to the Institute for 

Embodied Teaching and Learning. If we could gather 15 to 20 professors and student life 

professionals to participate, I would be overjoyed.  

If I can garner institutional support for the continuation of the Institute and create a 

training program for past participants to peer-coach new participants, I will undoubtedly do this 

again. I learned so much in the process and found so much joy in it as well. Dare I say this work 

feels very important? In an often disembodied, fragmented, and conflict-ridden world (inside and 

outside of academia) it seems the most important work we can be doing is re-connecting 

ourselves to ourselves, to others, to ideas, and to our world. If I were a dreamer, and I am a 

dreamer, I would say the Institute for Embodied Learning should not be something for twenty 

students to opt into every other semester.  I think now, more than ever, would be the time for 

universities to adopt curriculum like what was created in the Institute and plan it into their core 

requirements. Most colleges have orientation programs for first year students, complete with 

mentors or advisors to lead them through the process of transitioning themselves into college 

life. Especially in my context at a Jesuit university, knowing and caring for yourself as a whole 

person in relationship to the world is the essence of higher education A well-educated solidarity 

with the real world (Kolvenbach), we might say, begins at home, with the self..  If we help 

provide students with tools like the Enneagram to forge connections between themselves and 

their knowledge, then they will learn no matter whether they are in a classroom or not.  

Before students step foot into the classroom, they should be aware that they, and their 

peers, are bringing their bodies with them, which will make the learning process more beautiful, 
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more complicated, and more free. And if we are moved by and in agreement with Freire’s 

definitions, then we know that is what education is for: “Education [is] the practice of freedom… 

[it] denies that man is abstract, isolated, independent, and unattached to the world; it also denies 

that the world exists as a reality apart from people. Authentic reflection considers neither abstract 

man nor the world without people, but people in their relations with the world” (81). An 

embodied education draws us into a community of knowers where truth can emerge and change 

our actions and trajectories. If education is indeed for freedom, then that freedom is not found in 

isolation or abstraction, but in our very attachment to the world.   
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