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Abstract 
In this study I have explored scientific insights towards establishing how the 

biochemistry of the human being could have a significant impact on human learning 

in a number of different ways. I have discovered that the biochemistry within the 

whole human being is triggered by the molecules of emotion occurring in a 

psychosomatic network active throughout the whole being. The molecules of 

emotion are neuropeptides such as endorphins, linked to their receptors, such as 

opiate receptors. This triggering of the molecules of emotion constitutes the pleasure 

principle which enables and encourages learning. In addition, the growth of myelin 

ensheathing all the neurons, through a process of myelination, also informs human 

learning biochemically. These biochemical processes make human learning ‘active’. 

These biochemical processes also constitute a network of subtle energies operating 

in the viscera of all human beings, and so account for the anthropology of learning, 

viz. what is common to all human learning, regardless of ethnic group, language, 

economic circumstances, religious belief system, level of education, social class, 

age, gender, rural or urban location, inter alia.  

 

I have then drawn on my own learning experiences – my autobiography - and the 

experiences of others – an autoethnography - for evidence of the operation of the 

biochemistry in my and their learning. I have presented evidence of the emotions of 

joy, love and fun activating whole-being-learning that occurs in all of personal, 

spiritual and educational human learning.  

 

I have described my living spiritual and living educational theory as one where 

human learning happens when there is joy-filled love and love-filled joy within a safe 

community of practice. Within this safe community of practice, at least three aspects 

are argued to be features of whole-being-learning: 

 the relationships between the learners, their teachers and the subject are 

characterised by joy-filled love and love filled joy.  
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 the talents and gifts of both the learners and the teachers are explored, 

celebrated, and used for inclusive benefit.   

 the knowledges of, about, and between, learners and teachers become 

integrated and coherent. 

 

My original contributions to the body of scholarly knowledge evidenced by my 

study include the following : 

 I have established the link between human learning as a biochemical process 

and the efficiency of games as a learning tool, thereby showing the link 

between learning and fun. 

 I have explored the holistic, organic intrinsic connections between personal, 

spiritual and educational human learning.  

 I have contributed to a growing understanding of the study of self as a subject 

and object in terms of my ways of human knowing (my epistemology), my 

ways of being human (my ontology) and my values (my axiology) which 

(in)form my attitudes of joy-filled love and love filled joy in all that I do.  
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Prologue1 

Sitting on my verandah with the strong February afternoon sun shining brightly on 

the rose bushes around me, I am amazed. Amazed at the energy of the sunshine, 

amazed at the beauty of the rose bushes, amazed at the talent of Kelvin, my 

husband, meticulously tending his roses, amazed at the opportunity to just sit for a 

few minutes and reflect.  

In fifty years, opportunities to enjoy - peacefully - the splendour of all of God’s 

creation are rare. This peaceful ‘just sitting’ in wonderment in God’s presence is 

something I have learnt to value even more in the past two years since being 

ordained as a priest.  

This ‘just sitting’ in splendour provides a balance for 25 years spent in the often 

tumultuous kaleidoscope of the university,  first as a Chemistry Lecturer and latterly 

as an Academic Developer.  

What are the light and bright moments in this kaleidoscope? There is light when my 

engagements with academics and students result in learning and participation in 

communities that bring joy and a sense of achievement. There are joy and light when 

I can share my knowledge with other academics at weekly Transformative 

Education/al Studies (TES) sessions on Friday afternoons, share my knowledge at 

annual self-study seminars and workshops, and share my knowledge at national and 

international conferences with others as we together “reach into the sleeping heart of 

the text, so as to awaken life in it and make it beat” (Jousse 2000:108).  

I am reminded that as I gaze on the sun, I am not alone on this research and 

learning journey. I am influenced  by many of my colleagues,  who have the ability to 

“[arouse] in [me] a conscious realisation of the living and moving beauty of a 

dawning day” (Jousse 2000:107). My colleagues share their passion and excitement 

for learning, teaching and assessment with me. They help me realise the 

significance of the Games for Learning that we developed in the Effective Learning 

Centre. We have many exciting and challenging conversations as we share 

                                            
1 My Prologue is a copy of my presentation for the American Educational Researchers Association 
(AERA) conference that I attended in April 2012. I presented as part of the Transformative 
Education/al Studies (TES) symposium which was chaired by Joan Whitehead, with Jack Whitehead 
as the discussant. 
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understandings of the process of learning and engage in self-study methodologies of 

research (Whitehead 2009a; Samaras 2011).  

I have observed that I learn when I love what I am doing, when I am encouraged and 

supported by people who love me. I believe that when I am doing what I love, I feel a 

sense of achievement, relief, and joy. All my “molecules of emotion” (Pert 1999) that 

are hard-wired for pleasure then interact and vibrate synchronously. In this I believe 

that I am typical of all human beings.  

Learning is biochemical because the expression of joy and pleasure throughout the 

body from the heart, the stomach, the head, the hands and the feet, sets the 

“molecules of emotion” (Pert 1999), which are all the neuropeptides in the neurons, 

into motion across the synapses and along the dendrites (Gershon 1998; Goswami 

2004; Fields 2005; Lipton 2005; Schulte-Korne et al. 2007; Fields 2008b; Stewart 

and Williamson 2008).  As I grow in consciousness through the “widely distributed 

psychosomatic network of communicating molecules”  I experience a change in my 

bodymind and hence my learning (Pert 2006:5). Which is why as an Academic 

Developer I create educational environments in which the pleasure principle 

operates, in which learning occurs and in which new understandings develop.  I 

provide opportunities for learners to experience the leading out of their imagination, 

creativity and heart, to feel alive and fed in what they are doing. It is from  "knowing 

more about [myself] as [a] teacher and teacher educator [that I have been] 

changed…” (Pithouse et al. 2009)  

So as I reflect, under the sun, on my transformative journey as a Doctoral 

Researcher and Academic at a University of Technology in South Africa, I  am 

reminded that  

“doctorates are very personal qualifications…[candidates have] a sense of 
ownership… the thesis represents a piece of work in which the author has 
belief. The belief relates to its merit and wider relevance” (Trafford and Leshem 
2008:4) 

My transformative journey has compelled me to get to know and value my origins, 

has developed within me a sense of authority in my work and enabled me to identify 

who I am in relation to other academics and researchers (Jousse 2006).  During my 

research, I have been “jolted out of complacency” (Pithouse et al. 2009) and 
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experienced both the social benefits and the  “direct contribution to [my] own self-

realisation”  (Mooney 1957:155).   

As I journey, I remember too that “the world does not exist to be recorded in the 

pages of a book. The world exists to transform itself, through the book or, better still, 

without the book, into living and self-creating thought” (Jousse 2000:109). 
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Chapter 1: Introduction 

I think the TRC (Truth and Reconciliation Commission)  
was also about making the private public.  

I think that only if we attempt this pouring out of personal feeling and thinking 
 into the public domain,  

will the new public become possible.  
We cannot tell what kind of public it will be,  

but we do need to release more and more personal detail  
into our public home  

to bring about a more real human environment:  
more real because it is more honest, more trusting, and more expressive. 

Njabulo Ndebele2 
 

What is the background of my study?  
I am a Coloured South African woman. I was born in 1961 when Apartheid was 13 

years old. While my study is not directly about political oppression and its effects on 

learning, the factor of apartheid in the life of any South African cannot be ignored. I 

believe that Apartheid and its effects will visit us at least “unto the third and fourth 

generation” (RSV 1975:Exodus 34v7 and Lamentations 5v7) which is why I find it 

important to make my private voice - as a 50-something year old, Coloured woman, 

who has lived and worked in South Africa all my life - public.  

I believe that my private voice is important because it reveals not only oppression of 

various kinds, but also, and perhaps even more importantly, my study reveals how I 

and others have achieved in spite of apartheid and, what is more, seen how all life 

events, political and otherwise, oppressive or otherwise, impact on learning primarily 

as biological processes before they become sociological. I believe my private voice 

reveals an understanding of learning which is anthropological, and so can apply to all 

learners anywhere and through all time, and as such, deserves to be made public.   

Over the past 20 years, I have noted the following, and find the situation deeply 

concerning.  

                                            
2 Dr Ndebele was awarded an Honorary Doctorate at Durban University of Technology in 2011. This 
is an extract from the graduation programme. 
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1. The rate of success in higher education in South Africa is worryingly slow 

(Scott 2007). A recent study at the DUT revealed an overall student 

throughput of 23.60% (Pillay 2010). In Pillay’s study, throughput is calculated 

by tracking a cohort of students registering for the first time in a given year, 

and completing the qualification in regulation time. In DUT’s case, regulation 

time is mostly three years. The graduation rate overall in the South African 

universities of technology increased in the period 2004 to 2007 from 16% to 

slightly more than 20% (CHE 2009). Graduation rate is calculated “by dividing 

the total number of qualifications awarded at an institution by the total number 

of students enrolled in the same year” (CHE 2009:34). This figure provides 

only a rough measure of the number of graduates staying in the system and 

does not account for changing enrolments and different duration of programs. 

I believe that there is a need to find an approach that will improve both the 

rate and quality of student learning and increase the rate of student 

throughput and graduation in South Africa.  

 

2. In South Africa, teachers in higher education are increasingly despairing 

because of learner apathy, disinterest and failure. The learners are faced with 

a system of education where the language of instruction is possibly their 

second or even third – or more – language – in effect, some learners are 

learning in a foreign language. The teachers are faced with increased 

workloads due to increased student enrolments – from 425 000 students in 

1994 to 761 000 students in 2007 (CHE 2009). Teachers are faced with 

demands for increased research output and the demands of increased 

administrative responsibilities. In addition, both teachers and learners, in 

some cases, are experiencing changes in institutional cultures of learning due 

to the merging of higher education institutions, and the merging of 

departments within universities. The teachers and the learners need to find an 

approach and a space where they can negotiate their learning to motivate 

each other (Johnson 2006).  

3. The sociological demographics of higher education learners are changing on 

a scale and at a rate which is unprecedented. There are more students in 

higher education from working class and rural backgrounds than ever before. 

Black African student enrolment has increased from 40% in 1993 to 67% in 
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2007 (CHE 2009; CHE March 2010). There is a need to find an approach that 

will motivate everyone regardless of their sociological origins and influences.  

 

What is my rationale for this study?  
I believe that if we wish to address the concerns I have noted above, we have to find 

a way to make learning a positive and self-rewarding exercise for all learners.  

In the last 20 years, as a teacher in higher education, I have observed learners 

learning, and note that those engaged in ‘active learning’ (viz. “learning by doing” 

(Dewey, 1938)), learn better. In addition, when I have worked with educators and 

learners to develop learning materials that promote active learning, I have 

experienced how learners who become emotionally happily involved have been 

motivated to learn. I have observed that when learners become enthusiastic, 

fascinated, and intrigued, they become engaged in, and contribute more, to their own 

learning, and then realise that learning can be self-rewarding. I have also observed, 

especially in children, that self-rewarding learning happens when they use their 

whole beings and are having fun and when they compete and collaborate with each 

other. Yet, in higher education learning is not often associated with having fun and 

with activity experienced through the whole being.  

Current understanding of active learning (Bonwell and Eison 1991; Angelo 1993; 

Allen 1995; Cooperstein and Kocevar-Weidinger 2004; Massey et al. 2005; Collins et 

al. 2007; Boyas 2008) does not account for the nature and operation of the activity in 

learning, or what constitutes the kind of activity that makes learning happen 

effectively. Currently, perceptions about learning are that learning is primarily 

psychological. Educational and cognitive psychology (Piaget 1926; Bruner 1977; 

Gagne 1985) multiple intelligences (Gardner 2006) and emotional intelligence 

(Goleman 1995) are cited as important factors at the learning and teaching interface. 

Reflection on learning behaviours (Schon, D 1983a) reveal that motivation is a 

common featurein all instances (Malone and Lepper 1987; Garris et al. 2002; Gom 

2009) but that people are motivated by different things(Huizenga et al. 2009; Chang 

and Chang Winter 2012). I argue that there must be something amongst all these 

factors that motivate learning is common to everyone.  
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Since 2004, some of us at DUT - educators and learners - have been engaged, and 

continue to be engaged, in deliberately designing and using various forms of 

emotionally-informed active learning exercises including game and poster 

construction. I have observed that everyone involved, even those who are initially 

sceptical and disinterested, become motivated and work longer and with greater 

commitment and achieve greater success. I have also observed that the learners 

enjoy the learning process, even when it involves what is commonly perceived as 

boring and tedious learning content.   

I have found myself wondering “What then is active learning, and what is it about 

active learning, learning by doing, that makes it work?” To address this question, I 

considered it necessary to explore the possibility that learning goes beyond its 

psychology, and is rooted in human biochemistry (Gershon 1998; Pert 1999; Fields 

2005; Pert 2006; Fields 2008b). I believe that such an understanding could inform 

educators in higher education with new insights about the nature of learning, and 

that such an understanding and such insights might inform and improve teaching 

and assessment practice, so that learners find learning a pleasurable and self-

rewarding exercise. I believe that learners who enjoy learning are more likely to 

succeed in their studies at university, and in their careers and lives beyond the 

university.   

What are the research questions which I have attempted to 
answer?  
My principal research question is How can I account for my understanding of 

learning as a biochemical process?   

Two further questions are : 

1. What scientific evidence is there for a biochemical basis for learning? 

2. What empirical evidence is there in the classroom that human learning occurs 

biochemically? 

During the course of my study I realised that the title of my thesis could be improved 

if it was stated as “How do I account for my understanding of learning as a 

biochemical process? My request was refused by the Faculty Research Committee 

on the grounds of the fact that a thesis cannot be titled with a question. I was most 
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disappointed. However I feel I have compensated for this disappointment by using 

questions as sub-headings throughout my account of my understanding of learning 

as a biochemical process. 

 
What did I aim to do in my study? 
In my study, I aimed to  

 explore the biochemistry of human beings as a factor in human learning; 

 demonstrate the possibility of the biochemistry of human learning through my 

own lived experiences, and the lived experiences of others,  of active learning. 

What do I claim to have done in my study? 
In my study ...  

 I have explored the anthropology of learning, by exploring an understanding of 

human biochemistry as a common denominator in human learning; 

 I have investigated how being “hardwired for pleasure” (Pert 1999)  increases 

learners’ engagement in their learning when play and fun during learning, 

teaching, and assessment in Higher Education are introduced.  

 I have illustrated through the lived experiences of a number of learners, 

myself included, the role and operation of positive emotion-driven learning in 

our learning experiences of different kinds – personal, spiritual and 

educational.  

 I have identified the role of ‘joy-filled love and love-filled joy’ in my learning 

processes, and the learning processes of others.  

 I have suggested that the learning that lacks love and joy does not motivate 

and engage learners.   

 I restrict my focus on the significance of social, economic, political oppression 

as factors in learning, because their inclusion would make my study 

unmanageable at this level.  
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What have I deliberately not done in this study?  
In this study I have not ...  

 included any laboratory or biological analysis in the determination of learning 

as a biochemical process;   

 investigated teaching and learning at any other institutions except those 

recorded; 

 attempted to explore the scholarship of motivation per se, beyond recognising 

its role in learning;   

 implied that psychology and sociology of education have no place in 

education;  

 explored to any significant degree the implications in my study of the affects of 

social, economic, political oppression;  

 made claims about specific ethnic cultures or gender; 

 explored personal and group identity as factors in learning. 

All of these deliberate exclusions from my study imply that they need investigation at 

another time. I deal with this in the Conclusion of my study.  

How have I integrated the review of literature in my study?  
Mine is a multidisciplinary study. The multi-disciplinarity of my study has required 

that I read in a number of disciplines and directions. Because of this, I have 

integrated my literary references throughout the study where such references are 

pertinent (Bruce 1994:144). 

What original contribution do I believe I have made to the body of 
scholarly knowledge, evidenced by my study?  
I believe that I have identified the link between learning as a biochemical process 

and the efficiency of games as a learning tool, and thereby shown the link between 

learning and fun.  

I believe that I have shown that learning is simultaneously an emotional and 

intellectual process.  

I believe that I have found a new role for educators in addition to “the sage on the 

stage” (King 1993) and “the guide on the side” (King 1993), viz. the designer of 

whole-being-learning opportunities - an architect of whole-being-learning. 
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I believe that I have made a contribution to self-study in showing how I have focused 

on developing my ways of knowing, my ways of being, and my values and attitudes 

using my personal voice.  

I believe that I have made a contribution to a growing understanding of the study of 

self as subject and object in a study (Jousse 2000:26).  

Using myself as subject and object of my study, I believe that I have shown 

coherence between ways of human knowing (epistemology), ways of being human 

(ontology) and ways of human valuing which translate into human attitudes 

(axiology).  

I believe that I have demonstrated how to bring people to a knowing, an awareness 

of their spiritual and creative selves.   

I believe that I have made a unique contribution to personal, spiritual and educational 

learning showing an holistic, organic relationship between them through the intrinsic 

connections between personal, spiritual and educational learning. 

I believe that I have shown how methodologies designed and used by others can be 

adapted and modified to personal use in different contexts.   

What is the structure of my thesis? What is the rationale for this 
structure?  
I begin my thesis in Chapter 1 with the background, rationale and questions 

investigated in my study. I briefly state what I have set out to achieve and what I 

actually achieved as my original contribution to knowledge.  

I provide in Chapter 2 an analysis of the methodologies that I have used in my study 

in order to promote a clear understanding of the diversity of approaches I employed 

in undertaking my research. 

I include in Chapter 3 an account of my understanding of learning as a biochemical 

process by examining the scientific literature presented out of the lived experiences 

of a number of scientists engaged in scholarly studies of human biology, physiology 

and human expression.  
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In Chapter 4 I share my autobiography, and an auto-ethnography, from the 

perspective of, and through the lens of, my personal learning in order to provide an 

account of critical incidents that illustrate my understanding of learning as a 

biochemical process.  

In Chapter 5 I provide an account of my evidence of the biochemical nature of 

learning from the perspective of spiritual learning, and through a spiritual lens, as I 

study myself as a learner and teacher in my spirituality which is as a Christian. 

In Chapter 6 I provide an account of my evidence of the biochemical nature of 

learning from the perspective of educational learning, and through an educational 

lens, in a university of technology. I describe the concept of whole-being-learning as 

manifested in a safe community of practice with nurtured relationships, recognised 

talents and gifts and integrated knowledge. 

In Chapter 7 I provide evidence of my understanding of the biochemical nature of 

learning through the lived experiences of teachers and learners with whom I have 

engaged in a university of technology. 

In Chapter 8 I provide a chronological account, spanning the past decade from 2002 

until 2012, of how I have shared my understanding of learning as a biochemical 

process in various public spaces in local and international conferences and 

symposia. In my reflection I provide an account of my own whole-being-learning. 

I conclude my thesis in Chapter 9 by sharing a summary of my original contributions 

to knowledge as well as posing new questions for future studies which will explore 

the understanding of learning as a biochemical process and the implications thereof.     

I have presented a Bibliography and not a list of References. My Bibliography 

reflects a wide spectrum of readings that I have explored as part of this doctoral 

journey. 

In both the Appendices and enclosed DVD’s, I have included a Schedule of 

Participants (SOP) in which I have listed all the audio- and video-recordings that I 

have referred to in my thesis. I have included a selection of working documents in 

the Appendices to provide my readers with an indication of my modus operandi 

when I was mining my ‘data’ for ‘evidence’.   
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Chapter 2 

What Methodological Approach did I use? 
 

The great mistake we have made in education 
 is to have adopted only the teacher’s point-of-view,  

so the perspective of our psychology is that of the teacher  
Marcel Jousse 

 
 

Introduction 
In this chapter I provide an account of the variety of methodologies I use to answer 

my research question “How can I account for my understanding of learning as a 

biochemical process?  In my study I aimed to demonstrate the possibility of the 

biochemistry of human learning through my own lived experiences, and the lived 

experiences of others, of active learning. 

I also describe the methods I used to generate my data and to mine my data for 

relevant evidence. I include the modifications I have made to the various frameworks 

I have used to compile my report. 

What was my research approach? 
I chose a qualitative research approach as the focus of my evidence is in “lived 

experiences”(Denzin and Lincoln 1994) both my own and those of my research 

participants. I have chosen not to use a quantitative approach as I did not want to 

use a biochemical laboratory for my study, but rather “laboratories of awareness” 

(Jousse, 2000:27) in which  

 

... the experimenter is simultaneously the experimented. Man is no longer ‘this 
unknown’: [s]he becomes [her] own discoverer. The only person one can know 
well, is oneself. But to know oneself well, one must observe oneself thoroughly. 
The true laboratory is an observation laboratory of the self, so called because it 
is difficult to learn to see oneself. That is why it is necessary to create what 
could best be called ‘Laboratories of awareness’. While we will never be able to 
step outside of ourselves, yet, thanks to Mimism, everything that is re-played 
through us, is within us. All science is awareness. All objectivity is subjectivity. 
The true Laboratory is therefore the Laboratory of the self. To instruct oneself is 
to develop oneself. Only the individual can know [her]self, whence today the 
ever-increasing awareness of the role of living memory and of its omnipresent 
adjuvant, rhythm (Jousse, 2000:26/7).  
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In short, I am providing an account of my understanding of learning as a biochemical 

process out of my “lived experience” and the “lived experiences” of my research 

participants.  

In my exploration of “How does learning happen deep within my biochemical being?, 

I provide evidence from scientific literature accounting for learning as biochemical 

process out of the lived experiences of a number of scientists engaged in human 

biology, physiology and human expression.  

I subsequently provide an account of my understanding of learning as a biochemical 

process, using a series of “perspectives” (Jousse, 2000:99 and 242, inter alia) and 

“lenses” (Singer 1995:5). I include evidence of the biochemical nature of learning 

from the perspective of my own personal learning and through a personal lens, from 

the perspective of spiritual learning and through a spiritual lens, and from the 

perspective of educational learning and through an educational lens. I provide 

evidence of my learning from three perspectives - personal, spiritual and educational 

- since they are integral to my lived experience as a family member, as a member of 

a spiritual community and as a member of an educational community of practice. 

These perspectives have influenced my life and my thinking. I look at my learning 

and the learning of others through multiple lenses to gain deeper and richer insight 

as I point outwards to the world and to other people. My study is thus significant for 

teachers and learners not only in education and specifically in university classrooms 

but also in the teaching and learning of spirituality in our communities and society.   

Throughout I will try to work with only what I truly know, by which I  mean, with 
that which I have experienced, directly or, if that is not the case, with what I 
have read and been able to verify, and not with what has been written about it 
and for which I can find no personal confirmation (Sienaert, 2006:2).  

My lived experience includes many interactions that are dynamic and energy-filled. I 

support the view of Jousse that to know is   

to become conscious in a dynamic, live fashion (…) in both an integrated and 
anthropological [manner] (Jousse 2006:18).  

I become conscious, become aware, bring-into-consciousness through a continuous 

process that demands ceaseless study in the “living reality of the human beings 
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themselves” (Jousse 2006:22). The living reality of humans is their complexity of 

movement and play. Through my entire body, I “receive, integrate, conserve and re-

play in ex-pression, the reality of human experience in ways which are dynamic, 

concrete and whole” (Jousse 2006:175).   

I am thus investing in my studies at both a personal and profound level and can 

identify with Ross Mooney in “The Researcher Himself” in his assertion that 

Research is a personal venture which, quite aside from its social benefits, is 
worth doing for its direct contribution to one’s own self-realisation. It can be 
taken as a way of meeting life with the maximum of stops open to get out of 
experience its most poignant significance, its most full-throated song (Mooney 
1957:155). 

I make meaning of my personal “lived experiences” as a learner and teacher as I 

explore approaches that enable me to know myself.  Jousse in his book Be Yourself 

(2006) reminds me that as I know and value my own true origins, I am in a position 

to have authority in my work and to identify who I am in relation to others. In order to 

know myself both as a learner and as a teacher, I observe myself. I observe what is 

real before me and within me in an analytical and rigorous manner from my early 

years of childhood, my schooling until my present learning in adulthood.  

 As a practitioner researcher, I am encouraged by Dadds and Hart (2001) to be 

inventive in my methodology: 

More important than adhering to any specific methodological approach, be it 
that of traditional social science or traditional action research, may be the 
willingness and courage of practitioners – and those who support them – to 
create enquiry approaches that enable new, valid understandings to develop; 
understandings that empower practitioners to improve their work for the 
beneficiaries in their care. Practitioner research methodologies are with us to 
serve professional practices. So what genuinely matters are the purposes of 
practice which the research seeks to serve, and the integrity with which the 
practitioner researcher makes methodological choices about ways of achieving 
those purposes. No methodology is, or should be, cast in stone, if we accept 
that professional intention should be informing research processes, not pre-set 
ideas about methods of techniques…(Dadds and Hart 2001:169). 

Furthermore, Kincheloe reminds me that bricolage, a multi-method mode of 

research,  

exists out of respect for the complexity of the lived world (…) it is grounded on 
an epistemology of complexity (…) construct[ing] a far more active role for 
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humans both in shaping reality and in creating the research processes and 
narratives that represent it (Kincheloe 2005:324 - 325).  

In my study, I avoid monological knowledge and unilateral perspectives on the world 

as they “fail to account for the complex relationship between [my] material reality and 

[my] human perception” (Kincheloe 2005:326). In my study I bring at times an 

“insider” perspective (Jousse 2000:9), at times an “implicated” perspective (Stoller 

1997), and other times an “outsider” perspective (Stoller 1997). In my research “I” 

am thus both the subject and the object (Jousse 2000:26). I bring an insider 

perspective when I am studying my own whole-being-learning. I bring an implicated 

perspective when I am studying the whole-being-learning of my fellow-parishioners 

and my colleagues as my students. I bring an outsider perspective when I am 

studying the whole-being-learning of the students of my colleagues. 

I use a number of different qualitative methodologies of self-study (Hamilton and 

Pinnegar 1998; LaBoskey 2004; Hamilton et al. 2008; Pithouse et al. 2009)  critical 

autobiography (Taylor, PC and Settelmaier 2003; Taylor, PC and Afonso 2009)  

autoethnography (Ellis and Bochner 2000; Baker 2001; Ellis 2004)  informed by 

values driven action research living theory methodology (Whitehead and Huxtable 

2008; Whitehead 2009a; Whitehead 2009b; Whitehead 2009c) transmitted in the 

mode of narrative inquiry (Clandinin and Connelly 2000). My research design has 

focussed on my story (narrative inquiry), on my self within a larger context (critical 

autobiography and autoethnography), my self in action within educational contexts 

(self-study) and my self in action informed by values of my lived self (action research 

living theory methodology). 

I present a graphic summary, in Venn diagram format, (see Figure 1) to illustrate the 

convergence and divergence of the five methodological components of my study. 

(Hamilton et al. 2008; Pinnegar and Hamilton 2009). My Venn diagram is different to 

those presented by Hamilton et al (2008) and Hamilton and Pinnegar (2009) in that I 

have included Action Research Living Theory Methodology (Whitehead 2009a; 

Whitehead 2010a). As I engaged in my research, I noticed a blurring of the 

boundaries of the five methodologies. I have found that there are instances where 

these methodologies overlap and concur particularly in respect of critical reflection, 

common places, use of narrative/story, the position of the “I” and the commitment to 

improvement. I discuss how I have engaged with each of these commonalities and 
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similarities in my study before discussing the unique contributions of each 

methodology to my study. 

 
What is the central core of overlap of the methodologies? 
I use critical reflection of my practice as I reflect on critical incidents of my own active 

learning in my critical autobiography and self-study to make claims about my 

understanding of my own learning and teaching and the learning and teaching of 

others (Schon, DA 1983b; Mitchell and Weber 1999; Pinnegar and Hamilton 2009; 

Pithouse et al. 2009). I engage in critical reflection of my practice in my 

autoethnography and action research self study living theory methodology as I ask 

questions for clarification or explanation. During my interactions with members of my 

local Anglican Churches teachers and learners at the Durban University of 

Technology, I critically reflected on how parishioners and students and I were 

motivated to learn when we became emotionally involved, having fun and 

experiencing joy in our learning. I experienced a contradiction in that learning in 

general, and spiritual learning, and educational learning in particular, are not 

associated with having fun (Rieber 2001; Rieber and Matzko 2001; Mungai and 

Jones 2002). I observed that there is a lack of understanding of the activity 

experienced during active learning, or rather during learning occurring in the whole 

being – body, mind and spirit. My study has been provoked by this contradiction and 

lack of understanding of the nature and operation of the activity in active learning. In 

my study I explore the activity in active learning as the biochemical change 

(learning) happening throughout the whole being of the learner.  

I critically reflect on the work of, amongst others, the biophysicist, Candace Pert 

(1999; 2006; 2008), the neurobiologist, Michael Gershon (1998; 1999a), and the cell 

biologist, Bruce Lipton (2005) and the educationist, anthropologist, linguistician, 

mathematician, biblical scholar, ethnologist, psychologist, Marcel Jousse (2000; 

2004; 2005; 2006), to gain an understanding of learning as a biochemical process. I 

thus coined the term ‘whole-being-learning’ as an expression of “bio-chemical 

change/learning” that happens when humans engage in learning. I use the term 

whole-being-learning throughout my thesis from this point on, to express 

“biochemical change/learning that happens when humans engage in learning”. 
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Critical Reflection 
Commonplaces 

Use of narrative/story 
“I” 

Commitment to 
improvement 

Narrative focus:  
Story research design 

Auto-ethnography focus:  
Cultural context research design 

Self-study focus: 
Practice, self-in-relation  
ontological stance research design 

Critical Auto-biography focus:  
critical incident research design 

Action Research Living Theory focus:  
Practice, Values driven educational  
influence research design 

Figure 1: Venn diagram showing an Analysis of Methodologies – adapted from (Hamilton et al. 2008; Pinnegar and Hamilton 2009) 
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In my study, I give an account of my understanding of learning as a biochemical 

process from my ‘whole-being-learning ’ experiences during the period 1969 – 2011. 

My focus in my study has been on my engagement in ‘whole-being-learning ’  and 

the engagement  in ‘whole-being-learning ’ of those with whom I interacted in the 

local Anglican church and with teachers and students from the  Durban University of 

Technology.  

I have approached the use of narrative or story as a research strategy for each 

methodology. Overall, I have used story as a means of expression of the actual 

action in the research itself (Clandinin and Connelly 2000; Connelly and Clandinin 

2006).  

My study is influenced by Dewey’s work in which education, experience and life are 

inextricably intertwined (Dewey 1916; Dewey 1934; Dewey 1938). I think about 

education as experience and support the view that   

We learn about education from thinking about life, and we learn about life from 
thinking about education (Clandinin and Connelly 2000:xxiv). 

My inquiry is about me living, telling and reliving my own story as a researcher 

interested in providing an account for my understanding of learning as a biochemical 

process. From the beginning I was able to deal with questions of “who I am in the 

field and who we are in the texts that we write on our experience of the field 

experience” (Clandinin and Connelly 2000:70).  My primary research tool on my 

research journey over the past decade has been critical thinking and critical 

reflection. I started used writing only recently as a method of discovery of myself, my 

practice and others in my practice (Richardson 2000).  

My critical autobiography moves into an autoethnography as it becomes entangled 

with the stories of the lives of other people with whom I interacted in my family, my 

work place, in the church and in my whole life (Ellis and Bochner 2000; Taylor, PC 

and Settelmaier 2003; Ellis 2004). I use action research living theory methodology to 

provide a story of my living theory, my explanation of my educational influence in my 

learning and in the learning of others.  I use multimedia narratives such as video and 

photographs to present stories of my life-affirming energy with values as part of my 

action research self-study living theory (Whitehead 2009a; Whitehead 2009c; 

Whitehead 2010a). 



21 
 

I situate myself in my study as an insider, an implicated insider and observer (Jousse 

2000; Stoller 1997) as I “understand, facilitate and articulate the teaching-learning 

process”  from the perspectives of and through the lenses of my personal, spiritual 

and educational lived experiences (LaBoskey 2004:856). All the methodologies 

result in my personal, spiritual and educational life being exposed and open to 

critique. I found that I needed to have great courage as I expose my own 

vulnerability in my study. 

As a self-study researcher, I focused on my “situated self” (Pithouse et al. 2009:45) 

using an “holistic approach that acknowledges the intersection of the personal and 

professional … lead[ing] to reflective critique and a concern about change, social 

justice and professional action” (Pithouse et al. 2009:58). However I do not focus 

only on the “intersection of the personal and professional” but rather I observe that in 

my study I have integrated my personal, spiritual and professional life as a learner 

and  educator (my italics) (Mitchell and Weber 1999).  

Using auto-ethnography, my cultural “I” is shaped by my cultural contexts and 

complexities of my personal, spiritual and professional lived experience. “I” am 

privileged in action research living theory methodology as my focus is on the 

generation of my personal living theory, my spiritual living theory and my educational 

living theory.  

In my research, all the methodologies are committed to me using different 

approaches to make a difference in the world by improvement of (my) practice 

(Whitehead 2009c). In my study I focus on the improvement of my understanding of 

my own learning as well as the learning of others in and through their practice. I 

found a common approach between an action research self-study living theory 

methodology and a self study methodology as they both involve  a “systematic 

inquiry into [my] own practice” (Dinkelman 2003:9). My research is “self-initiated and 

self-focused and improvement aimed”  (LaBoskey 2004:259). As I engage in this 

systematic inquiry, I “make explicit what is implicit in practice” (Pinnegar and 

Hamilton 2009). In my study I reflect on how I used action research cycles intuitively 

at first in my practice and only made it explicit in later years. My concern about 

myself in my research is to “provoke, challenge and illuminate rather than confirm 

and settle” (Bullough and Pinnegar 2001:20). 
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In writing my critical autobiography and autoethnography, I critically examine how my 

personal life-story and my cultural context (in)forms my present practice and plans 

for my future practice. I examine the concern of myself and others not living out our 

values as fully as they could be in our practice, as in action research self-study living 

theory methodology improvement of practice is values driven.  

In my research regardless of methodology, I am committed to ethical behaviour in 

my interactions with colleagues and other participants. I obtained ethical clearance 

from my university for the overall study and from each research participant who was 

willing to participate in my study (see Appendix A : Template of consent form). I 

negotiated with participants as to the form of their input to my research. I asked them 

to write their stories by responding to open-ended questions on a questionnaire, at 

times and venues that were most suitable and comfortable for them. I allowed 

participants who did not want to write, the opportunity to share their story via an 

audio-recorded conversation. All my participants except for my colleagues students, 

agreed for their first names to be used in my study. I refer to the students by the 

coded numbers I gave to each of their response sheets. 

 

What are the unique contributions of each methodology? 
In my research, I have been guided overall by the following five elements of self 

study which according to LaBoskey (2004:259) are “self-initiated and focused”; 

“improvement aimed”; “interactive”; “includes multiple qualitative methods” and 

“intention of formalising work and making it available to the professional community 

for deliberation, testing  and judgement”.  

I have already described how many of these elements overlap with other 

methodologies. I see the unique contribution of self-study as the interactive  element  

as I focus on the action of self in relation to other(s) as well as with documented 

literature revealing my professional identity and knowledge (Hamilton and Pinnegar 

1998; Loughran and Northfield 1998; Guilfoyle et al. 2002; Hamilton and LaBoskey 

2002; Dinkelman 2003; LaBoskey 2004; Hamilton et al. 2008; Pithouse et al. 2009; 

Pinnegar et al. 2010).                                                                    
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I am reminded that I  

…do not construct practice alone, and most often coming to know practice 
involves deepening [my] understanding of and relationship with others. 
..provid[ing] understanding and assertion about how we might act differently in 
our future practice.(Pinnegar and Hamilton 2009:15) 

In my study I thus engaged in dialogue with self, others and practice. In my narrative 

about my research, I have mingled my voice and my participants’ voices through 

dialogues in the stories. I shared the stories I had written of my participants with 

them, asking them for their comments: “Please tell me what you think about what I 

have written about you, and me.”  I include their responses in my account.  

In thinking about my lived experiences of my learning, I started by writing my 

autobiography (Taylor, PC and Settelmaier 2003; Afonso 2007). I write my 

autobiography from the perspective of and through the lens of my personal learning. 

In my thesis, I start with my autobiography in order to deal with the question of who I 

am as a learner by focussing on critical incidents in my own life-history. Some of the 

critical incidents I experienced were the love and support of a caring family, the loss 

of self-esteem as a socio-economically disadvantaged learner attending an under-

resourced school, rejection I faced as a learner entering Higher Education and my 

spiritual growth through my experience of divine healing of Bell’s Palsy. These 

critical incidents are nodal moments as they illuminate the struggles of my life, and 

will, I hope, allow readers to recognise and connect with my story.  

In my autobiography, I reproduce the emotional impact of the incidents through a 

series of short evocative descriptions that reveal the “dramatic, thematic, and 

emotional significance” of educational experiences (Burroway 1987; Afonso 2007). 

Through engaging in the emotional impact of the incidents, I have come to 

understand myself and the process of learning in deeper ways (Ellis and Bochner 

2000). As I wrote my stories and critically reflected on what I had written, I was able 

to uncover layers of meaning in my life, and in my connections with the lives of 

others. I became aware of the many layered narratives in my personal, spiritual and 

educational life that intersected. As I articulated these intersecting narrative threads, 

I found myself articulating my values, bringing them out of my gut- and heart-brain 

intuitions, knowing, and understanding, into my head-brain consciousness, knowing 

and understanding.   
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I experienced reflexive relationships in my study as I told my story of my childhood 

learning, filled with emotions of love, care, support and belief in myself, and was able 

to retell my childhood story as the story of JNGE (pronounced Ginger). JNGE is my 

story about me believing that I was/am ‘Just Not Good Enough’, and showing how I 

have grown and changed – which I think of as learning – and coming to believe in 

myself (showing the growth and change in my narrative from a story of rejection and 

not believing in myself).  I have enriched my autobiography  with photographs taken 

during my school years and at graduation, school reports from primary school 

through to matric and letters of application and rejection to study at university 

(Mitchell and Weber 1999).  

I have pointedly provided unique insights and interpretation of the  socio-political and 

cultural forces such as the specific apartheid policy of “separate education” in South 

Africa and how that has shaped my practice (Bloch 2009). As I engage history in my 

journey of personal development and occasional disappointment, I reveal my 

prejudices about education that excludes and rejects people that are from different 

cultural and socio-economic backgrounds to my own. In my autobiography I also 

highlight my biases towards engaging in educational experiences that are active, 

highly emotional, driven by intuition.  

In my autoethnography, as I study myself, I include cultural elements of my personal 

experience of learning such as being a coloured female in a racially divided system 

of education and in a patriarchal system of education and religion (Ellis and Bochner 

2000; Ellis 2004). As I situate myself within a broader socio-cultural context I reveal 

multiple layers of experience and understanding of whole-being-learning.  

 

In my study of my educational practice, I have used action research living theory 

methodology. Whitehead (2009a) offers a living theory methodology that is useful for 

creating my own living theory which explains my educational influence. In November, 

2009, I had a privileged opportunity of interacting with Jack Whitehead face-to-face 

during his keynote address at HELTASA at the University of Johannesburg, and then 

a week later at workshops based on “Using a living theory methodology in improving 

practice and generating educational knowledge in living theories” at the Durban 

University of Technology.  



25 
 

This interaction helped me to realise that action research living theory methodology 

was a relevant methodology and method for my research. Jack helped me to 

understand, and accept, that because my practice is lived, and because my practice 

is values-driven and (in)formed, my practice is the manifestation of my living theory, 

and therefore the ex-pression of me as my own living theory.  I then came to 

understand that as I engage in understanding my own living theory, I am able to 

learn more (change more) and thus my theory changes as I am living what I learn, 

and new knowledge emerges (Hamilton and Pinnegar 1998). 

In using an action research living theory methodology, I am able to show how I am 

both congruent and contradictory in my personal, spiritual and educational beliefs 

and behaviours.  In some instances, I and others are not experiencing a joy-filled 

love and love-filled joy in our spiritual lives which is a contradiction. In some ways, 

our spirituality and learning in educational institutions is not fully active when our 

biochemistry for educational learning is operating at less than optimal levels because 

it is focused on something other than the educational learning at hand.  

I adopt a living approach to educational theory and use action reflection cycle to 

“present [my] claims to know how and why [I] am attempting to overcome” my 

concerns in the form: 

I experience a [concern] when some of my [spiritual and educational] values 
are negated in my practice. I imagine a solution to my concern; I act in the 
direction of my solution; I evaluate the outcomes of my actions; I modify my 
problems, ideas and actions in light of my evaluations (Whitehead 2009c:112). 

I give an account of my own learning as a practitioner-researcher as well as the 

learning of others by investigating my practice of whole-being-learning with a view to 

offer explanations for what I am doing so that I can hold myself publicly accountable 

(McNiff 2010). I have used multimedia narratives to identify and express my values 

in my spiritual and educational lives. I have critically reflected on how, when and to 

what extent I live these values in my practices of engaging in whole-being-learning 

(Whitehead 2008a; Whitehead and Huxtable 2008; Whitehead 2009b). I use 

multimedia to show the life-affirming energy with my values of being loving, kind, 

respectful, considerate, impartial and showing sincere treatment of others, as 

explanatory principles of my spiritual influence. My values of loving what I do, having 

a passion for what I do and having fun and pleasure in all I do are explanatory 
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principles of my educational influence, and ex-pression of my biochemistry of 

learning, movement, change, development and understanding. 

I use the unique contribution of narrative inquiry to share the lived experiences of 

myself and others as a story (Connelly and Clandinin 2006; Clandinin et al. 2007). In 

my study I use narrative inquiry  as a mode of reporting my research through story-

telling and as such I have been guided by issues of time, social elements and 

elements of my individual context and the location of my actions.  

With whom did I interact in my study? How did I interact with them?  
In my autobiography and autoethnography, which is my account of my personal 

learning, I have shared photos of my life-history from pre-school years, through high 

school to university study, highlighting the socio-political environment that influenced 

my whole-being-learning. I have constructed my account using photographs in the 

exploration of school-in-memory work (Mitchell and Weber 1999). 

Using action research living theory methodology I studied the spiritual and 

educational influences of myself and others engaged in whole-being-learning. I 

compiled a schedule of my participants (SOP) with whom I interacted during my 

research and have presented it as Appendix B: Schedule of Participants (SOP). In 

my study, I reference the audio/video interactions with the participants using the 

following format: (SOP number, name, date, exact time of utterance in minutes). I 

omit the time for the written responses as they were a maximum length of a short 

paragraph 

I studied the spiritual influences of myself and others engaged in whole-being-

learning from the perspective of spiritual learning and through a spiritual lens by 

interacting with a total of eighteen parishioners from the local Anglican Communion 

where I worshipped and ministered from 1988 until 2011. In my account of my 

spiritual learning, I share a video of how I teach during my sermons in the church, 

and a video showing how I engage in liturgical dance as an influence on my 

spirituality.  

My interactions with others were in the practice of ministry, my own theological 

studies and Bible studies, liturgical dance, floral arranging, and during “Quiet 

Mornings” that I facilitated. I used open-ended questions to determine the spiritual 
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influences experienced during their participation with me to actively learn, move, 

change, develop and understand their spirituality. I did not stipulate the length of the 

responses to the questions. Some of the participants responded with bulleted terms 

whilst others wrote many paragraphs. Some responses were hand written and others 

were typed and emailed or even sent as message on social media using Facebook. 

See Appendix C: Written responses of the participants. The general format of the 

questions for the spiritual learning perspective and lens were: 

1. To what extent and how did I influence your learning during … 
2.  To what extent and how did you influence my learning during … 
3. Can you describe the emotions you experienced during these learning moments 

giving instances or examples as appropriate? 
 

I distributed the questionnaire either after a church service or for those who no 

longer attended the church, I contacted them via email and some of them responded 

via a SKYPE conversation. I held two SKYPE conversations with participants who 

were out of town – one with Fr Terry and his wife Rita who were in New Zealand and 

the other with Faith, an ex-parishioner from one of my local parishes  who had 

moved down to the South Coast. I communicated with them via email and Facebook 

to set up a suitable time for the conversation. I audio recorded the conversations on 

the computer, but unfortunately the recording software I used was freeware - JingTM 

and I had a problem starting the recording so I missed out on the initial few minutes. 

The conversation during that time though involved general niceties so I did not miss 

any critical data.  

In my account of my spiritual learning, I have used photographs of Dawn, Charys 

and me arranging flowers for an Easter service to show the ex-pression of our 

spirituality achieved by realising our connections and relationships with each other, 

and the connection between God and His creation. I have also used photographs as 

a record of the activities during Quiet Days, which the women in the parish and I 

found promoted our spiritual whole-being-learning. 

When studying the lived experience of whole-being-learning  from an educational 

perspective and through an educational lens, I interacted with seven colleagues from 

the Durban University of Technology and five groups of their students in their 

second, third or fourth years of study, who were engaging in using games for whole-
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being-learning. In my account of my educational learning, I share videos showing 

how I facilitate workshops on promoting the use of active learning, present at 

symposia and a conference. I have also included a video of Sherlien, one of my 

colleagues, presenting the games that she used for active learning at a symposium. I 

also used photographs to show how the creative potential of Derrick’s students had 

been realised as they were nurtured in the development of their games for whole-

being-learning. 

I held conversations, at pre-arranged times during June to September 2009 with the 

lecturers, in their offices. As I engaged with the lecturers in conversation, for some, 

their story telling was short approximately 20 minutes whilst for others they spoke for 

up to 45 minutes. I originally scheduled a one-hour session with them. I interacted 

with the students by requesting them to write their responses as there were too 

many of them to hold individual conversations. I asked both the lecturers and 

students one open-ended question to elicit their stories: 

What would you like to tell me about your experience – your feelings, thoughts and 
emotions - of using games for learning teaching and assessment? 

After reading and listening to the responses of my colleagues and students, I 

realised that there were parts of the story that they had omitted and were critical for 

my account of my understanding of learning as a biochemical process.  

I then held focus group discussions to elicit feelings and descriptions about what 

they had mentioned earlier. From the sharing of the ideas in a group, I hoped that 

others would also recognise their own ideas which they had not probably mentioned 

before (Pinnegar and Hamilton 2009). I did not sit in on the focus group discussions 

as I also wanted them to engage freely without my influence. I asked the lecturers 

the following questions: 

1. How did you feel - what were your personal experiences - when you designed 
the games for playing or when you developed the games assignment for your 
learners? 

2. What made you feel that you had to “make learning fun for them”? 
3. The students had a voice they never had before. What did you observe in the 

learners - what gave them the voice and how did they express it? 

4. Why do some students not want to engage in game-playing with the others? 



29 
 

5. What changes did you notice in the learners after they had played the games 
or designed the games? 

6. What changes did you notice in yourself after you had introduced games in 
the classroom? 

The followup questions for the students were 

1. How do you feel when you play games? 
2. Why do you think games help you remember better? 
3. Why do you think games help you understand better? 
4. In previous input from you, you mentioned that “Games make learning easier 

and games make studying easier”. What is the difference between learning 
and studying? 

I used the specific terms that are underlined and bold in the followup questions as 

they are key terms that provide evidence of learning as a biochemical process (Pert 

1999; Jousse 2000; Jousse 2004; Jousse 2005; Jousse 2006; Pert 2006). 

How did I mine the data for usable and relevant evidence? 
I generated a great deal of data: 180 minutes of audio recorded conversations,  130 

minutes of video recordings, over 300 books, thesis and journal articles, more than 

30 pages of photographs, email and questionnaire responses. I was “spoiled for 

choice” in the words of my supervisor. I learnt from Jack Whitehead during one of his 

presentations at the Durban University of Technology that all data is not evidence 

(Whitehead 2004).  

So I had to ‘mine’ the data for ‘evidence’ I listened to the audio recordings,  I 

watched the videos, I read and reread the books, the articles and the emails, and 

talked again and again to my research participants, trying all the time to distinguish 

what was usable and relevant. I was still “spoiled for choice” with respect to the 

evidence I had mined from the data. The stories that I could have written would have 

filled volumes, however I was restricted by the word limit of my thesis so I had to be 

even more rigorous in the selection of the appropriate evidence. 

I transferred the audio recordings of my conversations to my i-Pod digital playback 

device from the digital recorder. Instead of transcribing the videos and the audio-

recorded conversations, I listened to each recording numerous times for the different 

emotions revealed in the way my research participants spoke, informed by the view 

of Conolly (2002) that 
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While the scribal record captures and records aspects of the linguistic elements of 

the performance, i.e. the actual words are recorded, it does not record the dynamic 

vitality of the performance as an indivisible whole made manifest in (1) the 

kinaesthetic features, i.e. movement and gesture; (2) the spatial features, i.e. line, 

form, shape; (3) the paralinguistic and non-verbal aural features, i.e. non-verbal 

sounds, pitch, inflection, timbre, emphasis, vocal modulation; (4) the temporal 

features, i.e. pace, pause; (5) the interactive features, i.e. the responses of the 

audience (Conolly 2002:162). 

I am aware that the paralinguistic elements of speech are connected to the emotions 

through the work done in the research field of Speech Emotion Recognition 

(Caponetti et al. 2011). I took particular note of the non-verbal sounds, I interpreted, 

them and created Table 1 which I used as a guide: 

Table 1: Interpretation of Non-Verbal sounds (Timm, 2012) 

Non-verbal sound Interpretation 

Pitch High/low 

Pace Quick or slow 

Pause Frequency and length 

Inflection Up/down or wriggle 

Volume Loud/quiet 

Timbre of voice quality Sad, happy, thinking 

Emphasis Words emphasised 

Repetition Word or phrase 

 

I mined the audio recordings for evidence, focusing on those aspects of the 

recordings that provided the most relevant and appropriate evidence to construct the 

narratives for my account of understanding learning as a biochemical process.  

I used Whitehead’s method (Whitehead 2008b; Whitehead 2009a; Whitehead 2009c; 

Whitehead 2010a) of viewing the video in order to “see and experience” the 

relationally dynamic flows of energy and values. Using Quicktime to view the 

videoclip, I moved the cursor along at about seven times the normal speed, a few 

times, back and forth, as I focussed on the values being expressed. I found that I 

could see and appreciate the embodied expression of values of the person, between 
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persons and within a space, in the rhythm of moving the cursor backwards and 

forwards. When I felt the “moment of empathetic resonance” I stopped the cursor, 

and reflected on the validity of the video.  

As I viewed the videos, I was able to recognise the expression of our life-affirming 

energy (Whitehead 2008b; Whitehead and Huxtable 2008; Whitehead 2009c) 

through our corporeal-manual and laryngo-buccal gestes (Jousse 2000; Jousse 

2004; Jousse 2005). Jousse used the term cinematograph for what we call video and 

he shared how the recorded cinematograph could be used to “study at our leisure” 

the psycho-physiological movement or ex-pressions of the body” (Jousse 2000:32). I 

agree with Jousse when he states : 

I am well aware that even the most adequate vocabulary would not enable us 
to grasp fully the refinement and the highly expressive power of this intuitive, 
logical, mimismological gesticulation. Such density of life could not possibly ‘be 
expressed’ statically on paper. A proper lesson in Cinemimage would demand 
the collaboration of a man of pure Corporeal manual Style or the help of a 
cinematographic record of his gesticulation. It is because it runs on without 
interruption, that the movie film constitutes in fact the only ‘continuous, moving 
book’ capable of receiving and rendering, in its full duration, the movement and 
indivisible continuity of the logical, living, Propositional Geste (Jousse 2000:71).  

 

In this way, I was also able to identify our – my own and those of my research 

participants - values of loving what we do, supporting and encouraging others as we 

engage in whole-being-learning. In my account, I provide an explanation of the 

particular context of the video as well as an explanation of the embodied values. I 

have used You Tube (http://www.youtube.com) as a streaming server to enable the 

integration of my videos into explanations of educational influence and the 

communication of meanings of energy flowing values as these are expressed in 

practice. I also provide all the videos I refer to in this thesis in the Schedule of 

Participants - Appendix B and on the enclosed DVD.  

I used two stages of mining the data for evidence of biochemical activity in the lived 

experiences of myself and my research participants. 

What was the first stage of mining data for evidence?  

I believe that the evidence of biochemical activity in learning is found in the 

emotional issues experienced by learners. I believe in the indivisibility of thinking and 

http://www.youtube.com/
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feeling and hence indivisibility of intellectual and emotional engagement (Jousse 

2000; Pert 2008). The emotions experienced either trigger the learning or are the 

obstacles to learning. The low energy emotions are indicative of low biochemical 

activity whilst the high energy emotions indicate heightened biochemical activity.  I 

observed the physical gestures, listened to the spoken word and read the written 

word recorded from the lived experiences of myself and my research participants. I 

identified the emotions of low energy, hence no, or low, engagement in learning 

experienced by myself and others,  such as loss of self-esteem – in the case of 

Ingrid, lack of belief in the self – in the case of Sherlien, boredom experienced by 

Ivan and Dorinda’s students and inertia as experienced by Derrick and Anisa’s 

students. I identified the evidence of changes in emotion, energy and hence 

biochemical changes experienced when learning happens to me personally, 

spiritually and professionally as an educator. As I mined the data for evidence, I also 

identified within the written texts, the use of the terms by myself and others, such as, 

‘movement’, ‘growth’, ‘development’, ‘change’ and ‘understanding’ as being 

synonymous or associated with ‘learning’.  

What was the second stage of mining data for evidence?  

I used the evidence from the first stage for the second stage of mining the data for 

evidence. I mined for evidence of whole-being-learning. Whole-being-learning 

happens when there are nurturing relationships, recognition of talents and gifts and 

integration of knowledge. The key words - with synonyms - I used are ‘caring’, 

‘nurturing’ or ‘hurting’; recognising talents and gifts, questioning, integrating and 

embodied as well as intellectual knowing. 

How did I use frameworks in my research?  
I used frameworks to structure and direct the reporting of my research process as 

well as in the mining of the data for appropriate evidence when I explored my 

learning and the learning of others from a spiritual perspective and from an 

educational perspective.  

In my stories of spiritual learning and my educational learning perspectives and 

lenses, I used Action Research Self-Study framework  to structure and direct the 

reporting of the research process (McNiff and Whitehead 2006; McNiff 2010). I have 

re-phrased and re-ordered the sequence of the questions in the Framework in order 
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to present a coherent and meaningful report. I found the framework a most useful 

tool to help me discriminate or discern what data to use as evidence. Various 

frameworks for have been presented by different authors such as Brown (1994)  

Bullough and Pinnegar  (2001), McNiff and Whitehead (2006; 2010). 

 

I follow Whitehead’s advice that “generating knowledge relies on asking, researching 

and answering good questions” (Whitehead 2009c). I realised that my particular 

context of my research and my voice in my research could not be adequately 

included in the original McNiff and Whitehead Framework unless I rephrased the 

questions. I have presented the adaptations and modifications in Table 2 and Table 

3  I have thus been able to explicitly make space for the lived experience of myself 

and my research participants in my research report.  
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Table 2: Adaptation of Action Research Framework: my Spiritual learning (Timm 2012) 

McNiff & 

Whitehead(2006) 

McNiff(2010) Questions used for my spiritual learning 

1. What really matters 

to me?  2. What do I 

care passionately 

about?  

3. What kind of 

difference do I want to 

make in the world? 

 4. What are my values 

and why? 

5. What is my concern? 

6. Why am I 

concerned? 

7. What kind of 

experiences can I 

describe to show the 

reasons for my 

concerns? 

8. What can I do about 

it? 

9. What will I do about 

it? 

10. How do I evaluate 

the educational 

influences of my 

actions? 

11. How do I modify 

my concerns, ideas and 

actions in the light of 

my evaluation? 

 

 

1.What is my concern? 

2.Why am I concerned? 

3.How do I show the 

situation as it is and as it 

develops as I take 

action? 

4.What can I do? 

5.What will I do? 

6.How do I generate 

evidence from the data? 

7.How do I check that 

any conclusions I come 

to are reasonably fair and 

accurate? 

8.How do I explain the 

significance of my action 

research? 

9.How do I modify my 

ideas and practices in 

light of my evaluation? 

1. What really matters to me?  What do I care passionately 
about?  What kind of difference do I want to make in the world? 
 
2. What are my values and why? 

3. What is my concern? Why am I concerned? 

4. What evidence do I have for my concern? 

5. What have I done about my concern? 

6. How did studying theology influence my whole-being-learning 

of Christian Spirituality? What evidence can I present of this 

influence? What evidence can I present of my influence on the 

Christian spirituality of others?  

7. How did participating in liturgical dance influence my whole-

being-learning of Christian Spirituality? What evidence can I 

present of this influence? What evidence can I present of my 

influence on the Christian spirituality of others? 

8. How did participating in floral arranging influence my whole-

being-learning of Christian Spirituality? What evidence can I 

present of this influence? What evidence can I present of my 

influence on the Christian spirituality of others? 

9. How did I use Bible Studies to influence the whole-being-

learning of Christian Spirituality of others? What evidence can I 

present of this influence? What evidence can I present of my 

influence on the Christian spirituality of others? 

10. How did I use Quiet Days to influence the whole-being-

learning of Christian Spirituality of others? What evidence can I 

present of this influence? What evidence can I present of my 

influence on the Christian spirituality of others? 

11. What do I see as future explorations following on my study? 
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Table 3 : Adaptation of Action Research Framework: my educational learning 

McNiff & 

Whitehead (2006) 

McNiff(2010) Questions used for my educational learning 

1. What really matters 

to me?  2. What do I 

care passionately 

about?  

3. What kind of 

difference do I want 

to make in the world? 

 4. What are my 

values and why? 

5. What is my 

concern? 

6. Why am I 

concerned? 

7. What kind of 

experiences can I 

describe to show the 

reasons for my 

concerns? 

8. What can I do 

about it? 

9. What will I do 

about it? 

10. How do I evaluate 

the educational 

influences of my 

actions? 

11. How do I modify 

my concerns, ideas 

and actions in the 

light of my 

evaluation? 

 

 

 

 

 

 

1. What is my concern? 

2. Why am I concerned? 

3. How do I show the 

situation as it is and as it 

develops as I take action? 

4. What can I do? 

5. What will I do? 

6 How do I generate 

evidence from the data? 

7. How do I check that any 

conclusions I come to are 

reasonably fair and 

accurate? 

8. How do I explain the 

significance of my action 

research? 

9. How do I modify my ideas 

and practices in light of my 

evaluation? 

 

 

 

 

 

 

 

1. What is my concern? Why am I 

concerned? 

2. What really matters to me?  What do I care 

passionately about?  What are my values 

and beliefs? What kind of difference do I 

want to make in the world?  

3. What is the extent of me living out my 

values and creating a safe space for whole-

being-learning ? 

4. What is the evidence for my concern that 

students do not believe in themselves and 

how their emotional issues get in the way of 

their whole-being-learning ? 

5. What evidence do I have of my students 

who do not believe in themselves? What did 

I do to influence their belief in themselves? 

 

6. What evidence do I have of students not 

actively engaging with the teachers and with 

the subject matter? What did the teachers 

do? What evidence do I have of my 

influence? What evidence do I have of the 

teachers influence? 

7. What do I see as future explorations 

following on my study? 
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The Johari Window was developed as a model of awareness of group processes by 

Joseph Luft (a Psychologist) and Harry Ingram (a physician) (Luft 1969).I modified 

the Johari Window framework (Kormanski 1988; Shenton 2007)  and used it to mine 

the data I had generated from my colleagues for evidence of them using whole-

being-learning  techniques in their classrooms. I modified the Johari Window 

framework to examine the self as perceived by the self, and the self as perceived by 

others.  

Table 4 : Original Johari window Framework 

 

 

Table 5 :Modified Johari Framework for the interpretation of data (Timm, 2012) 

 

 

Public self 

Features of which the individual is aware 

known to the wider world as well 

Blind self 

Characteristics of person known to 

others but not to the individual 

Private self 

Individuals self knowledge which is not 

revealed to others 

Unknown self 

Includes aspects of the person that 

neither the individual nor anyone else 

knows 

 Observed by the lecturer Not observed the lecturer 

Observed by 

the Academic 

Developer  

 

 

 

 

 

 

 

 

Not observed 

by the 

Academic 

Developer 
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I have modified the framework by changing the focus from the “known” to the 

“observed” and the “self” to the lecturer whilst the “World or others” is changed to 

“the Academic Developer” as presented in Table 4 and Table 5.  

I identified three concerns, as part of the action research living theory methodology 

(Whitehead 2010a; Whitehead 2011), regarding the engagement of whole-being-

learning  by lecturers and students at the Durban University of Technology. The 

three concerns were that students did not believe in themselves and emotional 

issues they experienced got in the way of their learning, students were not actively 

engaging with their teachers and learning was not happening and teachers were in a 

state of despair in their classes and needed support and encouragement.  

I compiled one Johari window for each concern per lecturer. I populated the table 

with evidence I obtained from mining the data generated in observing the lecturers in 

my workshops and in their classrooms, audio-recordings of purposeful conversations 

with them and reading and listening to feedback from others with whom they 

interacted.  I identified the terms/phrases indicating the emotions experienced by the 

teachers or the students as well as movement, growth, development, change and 

understanding relevant to the concern. In the first vertical column, I recorded the 

exact words used either in the purposeful conversations together with the time in 

minutes or the words from the student questionnaires with the corresponding 

identification number for the questionnaire. I recorded my observations and 

reflections in the second column. The second column was only completed after the 

first column.  

Appendix D includes an exemplar of a completed framework for one concern for a 

lecturer.  

How do I justify the use of ‘anecdotal stories’ as research? 
During my research journey, I was often asked “How can anecdotal stories be 

research?” I thought about this deeply.  

 

I realised that to answer this question, I had to decide what I understand about 

‘research’ and ‘anecdotal stories.’ 
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What do I believe about research?  

I believe, like Marcel Jousse that  

The aim of research is to quest for and discover fresh insights and understanding. 
But how can we discover something fresh and new when it appears as if all has 
already been discovered? By the incessant, meticulous and detailed scrutiny of the 
Old (Jousse 2000:482). 
 

I also believe, like Laplace, that research is about discovery, and that   

Discoveries consist in the bringing together of ideas susceptible to being connected, 
which have hitherto been isolated (Jousse 2000:54). 
 

I further understand that  

Humankind is not a recent, newly created phenomenon. Neither has it restricted its 
thinking and searching to customary and inevitably limited formulations. The sum of 
its age-old, never-ending experience, fertile with living psychological discoveries, is 
not totally contained in the library of the so-called classical authors. An even broader 
study of human thought and of all its vital and dynamic means of expression will 
assuredly lead us to a richer understanding of life (Jousse 2004:16). 
 

Then there is an age-old dictum that echoes through my being.  

Every Zen master knows though that the answer is "in" the question. There is 
no such thing as an impossible problem or enigma. The only thing that makes a 
solution "impossible" is the route used to find it. If you're going off on circuitous 
paths that lead nowhere, then nowhere is where you'll end up 

(enchantedmind.com/html/creativity/.../zen_pondering_puzzles.html) 

 

I like the way Neil Postman and Charles Weingartner express this.  

Once you have learned how to ask relevant and appropriate questions, you 
have learned how to learn and no one can keep you from learning whatever 
you want or need to know (Neil Postman and Charles Weingartner, Teaching 
as a Subversive Activity, fno.org/oct97/question.html). 

 

When I put all of the above together in my mind, I find that I have a number of beliefs 

which inform my understanding of ‘research’.  
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I believe that the answer lies in the question. I believe that all human beings know a 

great deal of what they need to know. I believe that this human knowing is ancient in 

that it is held in the human genome, and because it is their own knowing, that it is 

authentic. I believe that I can discover something new when I juxtapose those things 

which have not been previously juxtaposed.  

 

What do I do in my research informed by this set of beliefs? 

I ask questions of human beings about human beings. I ask human beings, myself 

included, about their lived experiences. I ask human beings, myself included, about 

the intellectual discoveries they have made of themselves and others, and for 

themselves from their lived experiences. I ask human beings, myself included, about 

the emotional discoveries that they have made of themselves and others, and for 

themselves from their lived experiences. I ask human beings, myself included, about 

the spiritual discoveries that they have made of themselves and others, and for 

themselves from their lived experiences. I juxtapose all these responses and then I 

look for congruencies which answer the research questions that I have asked myself.  

What do I believe about ‘anecdotal stories’?  

I believe that all human knowledge however recorded is an ‘anecdotal story’ of one 

kind or another.  

What is a story?  

The Concise Oxford Dictionary defines a ‘story’ in seven different ways  

1. past course of person’s or institutions life (...) 2. account given of an incident or 

series of events (...) 3. piece of narrative, tale of any length told or printed in prose or 

verse of actual or fictitious events, legend, myth, anecdote, novel, romance, narrative 

or descriptive item of news (...) 4. main facts or plot of novel or epic or play (...) 5. 

facts or experiences that deserve narration (...) 6. (colloq. or childish). lie, fib; liar (...) 

7. ~book (...) ~line (...) ~teller  (...).  

All in this definition lend themselves to research of one kind or another. The “past 

course of person’s or institutions life”, an “account given of an incident or series of 
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events”, the “facts or experiences that deserve narration” all deserve responsible 

investigation to provide insights about human behaviours and the human condition.  

Erik Ericson, the psychiatrist, has described each patient as a “universe of 
one”, and an eminent physician has claimed that “85 per cent of the problems a 
doctor sees in his office are not in a book (Schon 1983:16). 

A “piece of narrative, tale of any length told or printed in prose or verse of actual or 

fictitious events, legend, myth, anecdote, novel, romance, narrative or descriptive 

item of news”, the “main facts or plot of novel or epic or play”, and storybooks, 

storylines, and storytellers also throw light on human behaviours and the human 

condition from a different perspective, that recorded in human stories, and grist to 

the mill of research into orality-literacy, and literature, and providing another 

perspective and lens for our understanding of the human being and the human 

condition. Even where human lies and fibs, and liars are significant to the mill of 

responsible research.  

  

I borrow from the motto of Glenwood High School, Durban, South Africa, where my 

two sons spent their high school years. The Roman playwright Terentius Varro, who 

lived in the last few decades preceding the birth of Christ, wrote "Homo sum humani 

nihil a me alienum puto"3 - "I am a human - I consider nothing pertaining to human 

kind a matter of indifference to me" (my italics).  

 

What is an anecdote?  

An anecdote is defined in the Concise Oxford Dictionary as a “narrative (or painting, 

etc.) of amusing or interesting incident; (...) L.f. Gk anekdota things unpublished (...).”  

There are three elements in this definition which deserve some attention in relation 

to the research. A “narrative” is a story which is primarily “interesting” and may be 

“amusing”, and which is a “thing unpublished”.  

 

                                            
3 http://glenwoodhighschool.co.za/school-prospectus 

http://glenwoodhighschool.co.za/school-prospectus
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Having addressed the “interesting” and perhaps “amusing” “narratives” under “story”, 

I focus here on the “thing unpublished”. I refer again to Marcel Jousse  

The sum of its age-old, never-ending experience, fertile with living 
psychological discoveries, is not totally contained in the library of the so-called 
classical authors. An even broader study of human thought and of all its vital 
and dynamic means of expression will assuredly lead us to a richer 
understanding of life (Jousse 2004:16). (my bold) 

From Jousse I understand that responsible and inclusional research cannot restrict 

itself to knowledge that has already been published, nor can it restrict itself to 

knowledge that has been recorded only in writing. I also reflect that all research is 

“unpublished” until it is published.  

I am satisfied that “anecdotal stories” are research.  

 

What do I believe about my study?  
I believe that the evidence which I have provided appropriately answers the research 

questions which I have asked. My stories/accounts provided evidence of my 

concerns as well as the educational influences of various activities that I and others 

undertook to address the concerns experienced within our classrooms and learning 

environments in general. In order to address the concerns, I engaged in action 

research living theory methodology. I offer an explanation for my educational 

influence, my living educational and living spiritual theory. I offer my belief in the 

value of joy-filled love and love-filled joy in educational and spiritual practice.   

 

In summary, in my research I have juxtaposed human biology and human learning. I 

have juxtaposed the scientific enquiry of many, which is already published and 

accredited, with the authentic accounts of the lived experiences of myself and others, 

which are shared orally, and are not published. I believe that this multiple 

juxtapositioning has revealed important discoveries about our understanding of 

effective education. I believe that in so doing, I have answered the question “How 

can anecdotal stories be research?” 
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Conclusion  
In this chapter, I have described how my research design as a self-study researcher 

has included insider, implicated and outsider perspectives as I account for 

researching the ‘self’ as a phenomenon, my practice and the practice of others. I 

have been inventive in my methodology and provided a Venn analysis of the 

different methodologies I have employed in my study highlighting the commonalities 

and unique contributions of each methodology.  

I provide information on how I interacted with various research participants during my 

generation of my data. I have described how I have mined my data for usable and 

relevant evidence using a two-stage approach as I was “spoiled for choice” with all 

the data I had generated.  I share my modifications that I made to the Johari 

Framework and the Action Research Framework to structure my account of my 

study. 
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Chapter 3 

How does learning happen?:  
Deep within my whole biochemical being? 

 

This anthropos must be studied not only in [her] skull, 

not only in [her] skeleton, 

not only in [her] musculature, but as a whole living being. 

This is not about the soul or body. 

According to the doctrine taught by Aristotle and Thomas Aquinas 

and aided by the power of constant, living observation 

I say: ‘There is only a single, there is only one human compound’. 

To speak of a body and a soul separately is to operate an unwarranted vivisection… 

Marcel Jousse 

 

 

Introduction 
In this chapter I will provide an account of my understanding of the biochemical 

nature of learning by examining the scientific literature presented out of the lived 

experiences of a number of scientists engaged in human biology, physiology and 

human expression.  

 

Is Chemistry everywhere? 
I recall that when I taught Chemistry 1 students at ML Sultan Technikon from 1987 

until 2000, I frequently used the statement  – “Chemistry is everywhere”. I would say 

this to make the students more aware of chemistry and chemical reactions, all the 

chemical changes - in every experience of their everyday lives. When I started taking 

a keen interest in ‘active learning’, as the co-ordinator of the Effective Learning 

Centre in 2001, I asked myself: “So, if chemistry is everywhere, where is the 
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chemistry in learning?” I then soon realized that in the human body where all 

biological processes are interdependent, it is not about the chemistry but rather the 

biochemistry since in the human being biochemical reactions are taking place all the 

time. I reasoned that these biochemical reactions are about changes that are 

continuously occurring in my body. I  experience a variety of biochemical changes 

during my respiration process, my digestion process, the circulation of myblood and 

other such processes in myeveryday life. So I decided to try to find out what the 

biochemical changes are that occur when I  am learning. This raised even more 

questions for me such as, “Is there any learning-change?” “Where is the learning-

change occurring?” “What is the nature of the learning-change?” “How do I  know 

that learning-change is happening?” “What evidence of learning-change is 

apparent?” “How can I measure the evidence of learning-change?”  

 

 

What have I learnt about learning as change? 
I am unhappy about the term active learning since I understand that it is a tautology 

to say that learning is active. Learning by its very nature is about change. Historically 

and currently, theories of learning understand learning as a process of change. 

Change as an understanding of learning is demonstrated as behavioural change as 

a result of experience (Maples & Webster 1980 in Merriam & Caffarella 1991:124; 

(Merriam and Caffarella 1998). Four orientations of learning - with some main 

theorists - are generally behaviourist (Skinner 1973), cognitivist (Piaget 1926; 

Maslow 1968; Bruner 1977; Gagne 1985), humanist, (Rogers and Freiberg 1993) 

and situational (Lave and Wenger 1991). The locus of learning respectively in each 

of these orientations is stimuli in external environment, internal cognitive structuring, 

affective and cognitive needs, and the relationship between people and their 

environment. Sensory stimulation theory supports the notion that for greater learning 

to take place, multi-senses need to be stimulated but it does not provide the answer 

as to what is happening in the body when this stimulation occurs (Laird 1985).  
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The gap identified in these theories is that none of them addresses the locus of 

learning as a biochemical process within the whole being - the whole mind and the 

body (Conolly and Timm 2005). Whole being learning has a variety of 

understandings (Laird 1985; Hill and George 1996; Hill 1999; Jousse 2000) but only 

Jousse identifies that learning is the result of “intussusception” (Jousse, 2000:576) 

and that knowledge is visceral. According to Holdstock (1987), the discipline of 

education does not take cognisance of the fact that everything starts with the nature 

of my being – my whole human biochemical being.   

 

What have I learnt about head-brain learning? 
As a starting point to discover what is happening biochemically when I, as a human 

being, learn, I thought it would be useful to explore the world of neuroscience. My 

understanding at that point was that my learning happens in the neurons and there 

are neurons in my brain. I read many books and journal articles on the neuroscience 

of learning, on how the brain works, on the biology of the mind, the biology of belief, 

learning and education (Fagnou and Tuchek 1995; Bownds 1999; Andreas 2000; 

Zull 2002; Blackmore 2004; Goswami 2004; Wilson 2004a; Wilson 2004b; Leaf 

2005; Lipton 2005; Ansari and Coch 2006; Goswami 2006; Wolfe, Pat  2006; Zull 

2006; Silva 2007; Goswami 2008; Barnacle 2009; Reis et al. 2009; Carew and 

Magsamen 2010). As I read, I came to realize that  learning does not  only happen in 

my head-brain but that there were other ‘brains’ in my body with neural activity. As I 

read, I realized the significance of neurons and the neuronal network throughout the 

body. I found understanding of these neuronal networks by reading amongst others, 

the work of Zull (2002), Leaf (2005) and Lipton (2005).  

 

Caroline Leaf in her book Switch on your brain (2005) says the following about 

learning: 

…most learning, around 90%, actually takes place on levels that go beyond 
conscious, to what I call metacognitive thinking levels that include the non-
conscious, in ways we never dreamt of before (Leaf 2005:2) (…) learning does 
not just happen at school or university, but from birth to death, 24 hours a day 
(Leaf 2005:58). 
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I am interested to note that Leaf’s thinking is different from the thinking of many 

educators that most learning takes place when we are consciously aware of what we 

are doing like reading or taking notes. Leaf maintains that learning involves 

something above conscious and non-conscious levels. Leaf believes that the neural 

network dominates all that I  do. Leaf focuses only on the neural network in the brain, 

but I am aware that this neural network operates throughout the body including the 

heart and the stomach. At that point I realized that I had to discover as much as I 

could about the whole of my neuronal network. I started with the brain, my brain.  

 

Your brain is a very busy organ. It is on duty all the time, receiving vast 
amounts of information from your eyes, ears, nose and other sense organs. It 
even receives information while you are asleep (Leaf 2005 :75).  

 

My brain receives the information in the form of electrical impulses from the sense 

organs which includes the skin all over my body which is my sense organ of touch. I 

am reminded by Robinson and Aronica (2009) that in addition to the five senses of 

sight, sound, smell, taste and touch, we have four more: 

…sense of temperature (thermoception) (…) different from our sense of touch. 
We don’t need to be touching anything to feel hot or cold. (…) sense of pain 
(nociception) (…) registering pain that originates from the inside or the outside 
of our bodies (…) vestibular sense (equilibrioception), which includes our sense 
of balance and acceleration (…) kinesthetic sense (proprioception), which gives 
us our understanding of where our limbs and the rest of our body are in space 
and in relation to each other. (…) all of these senses contribute to our feelings 
of being in the world and to our ability to function in it (Robinson and Aronica 
2009:32-33) 

 

Thus I feel and receive the electrical impulses not only through the organs in my 

head but throughout my body. The neural network operates throughout my body 

through the chemical messengers called neurotransmitters. The neurons are also 

involved in the process of receiving information, storing it in my memory and making 

it available. (Reis et al. 2009). Each person is  
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born with approximately 200 trillion neurons. Half of those were used for growth 
in the womb, birth, adjustment to life outside of the womb and the basic 
milestones – language, sitting walking and so on. That leaves 100 trillion 
neurons for you to learn with (Leaf 2005 :84).  

The neurons in my brain do not reproduce but they mature or develop structurally. 

My brain has its full complement of neuronal learning cells from birth. As I grow, the 

interconnectedness of the neurons and density of my brain increases. As I learn, the 

network of neurons grows and these networks make memories possible. How do 

they grow? The receptors in mysense organs change the information they receive 

into electrical impulses which fire to and fro across the network in my hippocampus 

and corpus callosum. These impulses stimulate branches – called dendrites - to 

grow from the nerve cell body of the neurons thus establishing the network. The 

more electrical impulses I receive, the greater the number of dendrites on my nerve 

cells. The lengths of the neurons as well as the number of dendrites on my neurons 

vary across the network. My neurons vary from millimeters in length to meters long. 

The dendrites branching off from the neurons also vary, from a few, to a few 

thousand, all making connections with dendrites of my other cells. Dendritic spines 

on the dendrite have electrical impulses and these spines interconnect to form the 

neural network. 

 

The electrical impulses on the dendrites move across the synapses. These synapses 

are the points of contact between the axons and dendrites. The axons collect signals 

from the dendrites and send them away from the nerve cell body. The axons are 

covered with myelin. The myelin helps the signal to pass more quickly along the 

axons. (I will discuss the role of myelin later.)  An electrochemical reaction occurs in 

the fluid of the synapses due to the electrical impulse. This electrochemical reaction 

releases the neurotransmitters which result in the growth of the dendrites. Hence the 

greater the number of electrical impulses received and processed, the greater the 

amount of brain chemicals produced, the greater the network and the greater the 

memories. These brain chemicals, neuropeptides – opiates and the opiate receptors 

- are produced in the limbic system of my brain.  
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My limbic system is comprised of the thalamus, hypothalamus, amygdala and 

pituitary and it is directly linked to my emotions, pleasure and pain, and sense 

perception. My emotions play an important role in building of good and bad 

memories. When I feel fear and anger, chemicals are secreted that affect my 

memory negatively. This causes “memory fatigue, confusion, lack of concentration 

and memory loss” (Leaf 2005: 92). Hence, I reasoned, learning would happen more 

easily when the positive emotions of fun and pleasure are experienced. Pert believes 

“when we are playing we are stretching our emotional expressive ranges, loosening 

up our biochemical flow of information, getting unstuck, and healing our feelings” 

(Pert 1999:277). When we play we let the emotions and neuropeptides flow.  

What have I learnt about the chemistry of emotions? 
I became very interested in finding out more about the relationship between brain 

chemicals and emotions. In this quest, I came across the work of Candace Pert and 

Eric Kandell. Eric Kandell, from Columbia University won the Nobel prize in 2001 for 

his brain research. He showed that learning can dramatically change the 

effectiveness of a synapse and that the number of neurotransmitters at some 

synapses varies after learning and increases with repetition. Candace Pert in 

Molecules of Emotion cites the work of Eric Kandell 

Dr Eric Kandell and his associates at Columbia University College of 
Physicians and Surgeons have proved that biochemical change wrought at the 
receptor level is the molecular basis of memory. When a receptor is flooded 
with a ligand, it changes the cell membrane in such a way that the probability of 
an electrical impulse travelling across the membrane where the receptor 
resides is facilitated or inhibited, thereafter affecting the choice of neuronal 
circuitry that will be used. These recent discoveries are important for 
appreciating how memories are stored not only in the brain, but in a 
psychosomatic network extending into the body, particularly in the ubiquitous 
receptors between nerves and bundles of cell bodies called ganglia, which are 
distributed not just in and near the spinal cord, but all the way out along 
pathways to internal organs and the very surface of our skin. The decision 
about what becomes a thought rising to consciousness and what remains 
undigested thought pattern buried at a deeper level in the body is mediated by 
the receptors. I’d say that the fact that memory is encoded or stored at the 
receptor level means the memory processes are emotion –driven and 
unconscious (but, like other receptor –mediated processes, can sometimes be 
made conscious) (Pert 1999 :143). 

Thus I have molecules of emotion not only in my brain, but “in the psychosomatic 

network”(ibid).  
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Pert discovered that peptide and protein molecules known as endorphins and opiate 

receptors are the biochemical substrates for emotions and she coined the term 

‘molecules of emotion’ (Pert 1999; Pert 2006). The opiate receptor binds with 

specific ligands in my cells that are of the opiate group such as endorphins, 

morphine or heroin. The ligands are smaller molecules than the receptors and they 

are classified as neurotransmitters, steroids and neuropeptides. The 

neurotransmitters are generally made in the limbic system of my brain, the steroids 

include the hormones and the neuropeptides which are made up of building blocks, 

the amino acids. The neuropeptides constitute about 95% of the ligands and they 

play a wide role in regulating practically all of my life processes. These 

neuropeptides are distributed throughout my body’s nerves as the molecules of 

emotion. Due to this distribution of neuropeptides throughout my body, I  am able to 

experience numerous ways for my conscious mind to access and change my 

unconscious mind and my body.  

 

The neuropeptides (endorphins) and receptors (protein molecules such as opiates) 

form ion channels to pump ions in and out of the cell in a rhythmic pulsating 

movement (Reis et al. 2009) or as Pert mentions “moving, dancing in a rhythmic, 

vibratory way” (Pert 1999:23)  as they bind with a ligand resulting in the chemical 

transfer of information into the cell. This pulsating movement creates an impulse that 

meanders through the body generating an electric current throughout the bodymind 

which keeps me awake, alert and conscious. The electric current also influences the 

state of excitability or relaxation of the entire organism. The excitability varies from 

place to place in the organism and from individual to individual depending on which 

receptors are occupied by which peptides. As my cells change, on a global level, I  

experience changes in behavior, physical activity and mood (Reis et al. 2009). Thus 

the current flow between individuals can be very different and may need to be 

modulated especially in relationships between people (Pert 2008). 
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The movement and change happens internally at the individual level and externally. 

When I place my hand on my chest, I feel the rhythm of my heart beat. My body is 

filled with rhythm and oscillations. There is power of rhythm in nature and in the 

human body. This rhythm can also exist in the classroom. However, the 

‘technological advances have obscured our intuitive harmony with nature’s rhythms’ 

(Miller, B 2009:7) we have lost touch with the natural rhythms and hence have 

experienced a disconnection and lack of interaction with nature.  

 

Goleman reminds us too that 

…we are wired to connect. Neuroscience has discovered that our brain’s very 
design makes it sociable, inexorably drawn into an intimate brain-to-brain 
linkup whenever we engage with another person. The neural bridge lets us 
affect the brain- and so the body – of everyone we interact with, just as they 
do us. Even our most routine encounters act as regulators in the brain, 
priming our emotions, some desirable, some not. The more strongly 
connected we are with someone emotionally, the greater the mutual force. 
Our most potent exchanges occur with those people with whom we spend the 
most time of day in and out, year after year – particularly those we care about 
the most. During these neural linkups, our brains engage in an emotional 
tango, a dance of feelings. Our social interactions operate as modulators, 
something like interpersonal thermostats that continually reset key aspects of 
our brain function as they orchestrate our emotions. The resulting feelings 
have far-reaching consequences that ripple throughout our body, sending out 
cascades of hormones that regulate biological systems from our heart to our 
immune cells. … our relationships mould not just our experience but our 
biology. The brain-to-brain link allows our strongest relationships to shape us 
on matters as benign as whether we laugh at the same jokes or as profound 
as which genes are (or not) activated in T-cells, the immune system’s foot 
soldiers in the constant battle against invading bacteria and viruses (Goleman 
2007:4-5). 

I have provided a description of the brain and the central nervous system functioning 

as an electrical communication system as well as a chemical-based system 

throughout my body. I am interested to know that this discovery made in the 1970’s 

of the ‘chemical brain’ was possible due to the technology available to measure the 

second nervous system. I am awed to realize that my chemical brain is more ancient 

and far more basic than the electrical network based on neuron-axon-dendrite-

neurotransmitter connections. The neuropeptides were made inside my cells long 

before there were dendrites, axons or neurons or even brains. As the neuropeptides 
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move through extracellular space, flowing in my blood and cerebrospinal fluid, I 

experience complex and fundamental changes in my cells throughout my body. 

According to Elmer Green, a Mayo clinic Physician, as cited by Pert, 

Every change in the physiological state is accompanied by an appropriate 
change in the mental emotional state, conscious or unconscious, and 
conversely, every change in the mental emotional state, conscious or 
unconscious, is accompanied by an appropriate change in the physiological 
state (Pert 1999 :137). 

The molecules of emotion are not only in the head brain they are throughout the 

body and clusters of them exist in certain ‘nodal’ points in the body. The stomach 

and the heart each have an aggregation of these molecules as dense as that in the 

head-brain. Since the nervous system is a network throughout the body not just in 

the head-brain, is the change that occurs in learning only in the head-brain? Does it 

start in the head-brain or end in the head-brain? 

 

I believe Pert when she says “the body is the unconscious mind” (Pert 1999:141) 

supporting the view that there are infinite ways for the conscious mind to access and 

modify the unconscious mind and the body. Hence my emotional brain is no longer 

confined to my limbic system. I  have high concentrations of almost every 

neuropeptide receptor in other areas of my body like my spinal cord and where 

information from any of my nine senses – sight, sound, smell, taste, touch, 

thermoception, nociception, equilibrioception, proprioception, (Robinson and Aronica 

2009:32-33) enters the nervous system. my neuropeptides process information, 

prioritise it and bias it to cause neurophysiological change within me. My emotions 

and bodily sensations are intricately intertwined in a multidirectional network. I 

experience each one altering the other, sometimes at an unconscious level or at 

times, at a conscious level. Furthermore, Candace Pert reminds me to: 

Think of the brain as a machine for not merely filtering and storing this sensory 
input, but for associating it with other events or stimuli occurring simultaneously 
at any synapse or receptor along the way- that is, learning (Pert 1999 : 142). 
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Pert continues to state that  

Emotional states are produced by the various neuropeptide ligands. An 
experience of an emotion or a feeling is a mechanism for activating a particular 
neuronal circuit-simultaneously throughout the brain and the body- which 
generates a behavior involving the whole creature, with all the necessary 
physiological changes that behavior would require. This fits nicely with Paul 
Ekman’s elegant formulation that each emotion is experienced throughout the 
organism and not just in the head or the body, and has a corresponding facial 
expression. It’s part of the constellation of bodily changes that occurs with each 
shift of subjective feeling (Pert 1999 :145). 

I experience a change in my receptors, both in sensitivity and in the structure of the 

cell membrane thus providing a biochemical potential for change and growth, 

learning. My neuropeptides direct my attention by their activities and I am not 

consciously involved in deciding what gets processed, remembered and learned. I 

experience these changes at the subconscious level but they can be brought into 

consciousness by amongst other means, intentional training. Thus quite often, I am 

not aware of what I have actually learnt until an opportunity arises that actually 

brings it up consciously.  

 

Furthermore, Pert says: 

…peptides serve to weave the body’s organs and systems into a single web 
that reacts to both internal and external environmental changes with complex, 
subtly orchestrated responses. Peptides are the sheet containing the music 
notes, phrases, and rhythms that allow the orchestra – your body- to play as an 
integrated entity. And the music that results is the tone or feeling that you 
experience subjectively as your emotions (Pert 1999 : 148). 

This weaving that Pert mentions reminds me of the psychosomatic network 

mentioned earlier which I would like to connect with the belief that 

Neurons that fire together, wire together. …neurons do not work alone, they 
form networks of connected information. All brains contain the same basic 
structures, but the networks in each brain are as unique as that person’s 
fingerprints (Childre et al. 1999 :36). 

Through these networks of connected information I  experience a flow, a constant 

exchange and processing and storage of information, which is what happens as 

neuropeptides and their receptors bind across the systems within my body. I  
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observe that a network does not necessarily have a hierarchical structure, rather 

entry can be gained at any nodal point allowing quick access to any other point 

hence the locations are equal in theory to direct the flow of information within my 

body. I  experience the flow as living circuits across my body. 

 

What have I learnt about the chemistry of memory? 
According to Dr George Bartzokis, a UCLA neurologist and myelin researcher  

All skills, all language, all music, all movements, are made of living circuits, and 
all circuits grow (Coyle 2009:6). 

I discovered a book by Daniel Coyle the talent code (2009) which provides an 

explanation of the transformation of the wiring of our head-brains through 

myelination, as we approach tasks in our lives. In writing this book, Coyle drew on 

the work of a wide array of neurologists, psychologists and scientists and his own 

experiences. Having read Coyle’s book, I think that by focusing on the head-brain 

only, he has missed the point. My whole body is wired and there is myelin sheath on 

the nerve fibers that are distributed throughout my whole body. I  experience an 

increase in myelination - the growth of the myelin sheath - as my neural impulse 

activity increases (Fields 2005). my neural impulse activity increases as my senses 

are activated in my body. 

 

I believe that the role of myelin is thus critical in the learning process. The myelin is a 

phospholipids membrane, a dense fat that wraps around the nerve fiber that is 

attached to the neuron cell body. Myelin is a neural insulator wrapped over my nerve 

fibers resulting in an increased signal strength, speed and accuracy of my living 

neural circuit. Each time my circuit is set up, my myelin layer is optimized around my 

nerve fibers. Having passion and persistence for something, working harder at it, 

spending energy and time all contributes to the growth of the myelin in the circuit 

(Fields 2005; Fields 2008b). The more I work at something, like developing a skill 

and thus my neuron circuit, the less aware I am that I am actually using it and the 

skill becomes spontaneous or automatic and stored in my subconscious mind. This 

process is called automaticity and I experience it as my myelin, the fat layer 
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increases or grows. I  have observed that the general focus of research has been on 

the neurons and the synapse with not much attention paid to the myelin, until recent 

studies  showed that not only synapses increase in brains as they are stimulated, but 

also the myelin increases (Fields 2005; Fields 2008b; Fields 2008a). Fields provides 

a description of how the myelin grows through the role of the supporter cells 

oligodendrocytes and astrocytes. These cells result in the growth of the myelin layer 

on the nerve fibers as a response to the nerve firing. Thus the firing of the nerves is 

proportional to the growth of the myelin layer which is proportional to the speed of 

the signal through the fiber. The exact mechanism of this process of myelin growth 

and the subsequent increase in neuron functioning, impulse speed and hence skill is 

still to be defined. Diseases such as multiple sclerosis result in the loss of skill and 

associated loss of myelin whilst the neuron connections remains intact (Fields 

2008a).  Myelin plays a role in how learning manifests itself together with the 

synaptic change that is key to learning. 

 

Myelin is a living tissue that responds to actions such as urgent repetition of nerve 

firing. Myelination happens only in one way over a sustained period of time. Thus it is 

hard to break old habits except through doing new things often enough. The myelin 

will not ‘unwrap’ except by age and disease. There is a net gain of myelin until about 

age fifty after which it slows down yet still continues to grow though at a smaller rate 

again dependant on the nerve firing. The growth of myelin process is similar to what 

happens when the body grows muscle by pushing itself to the outer edges of 

physical ability (Bartzokis 2008).  

 

Another point to consider now is that talent is no longer to be understood in terms of 

genes and environmental influences but also in terms of practicing more deeply and 

learning more skill (Miller, EM 1994; Casey 2000; Klingberg 2000; Fields 2005; Ullen 

2005; Pujol 2006; Walhovd and Fjell 2007). 
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I understand the psychosomatic portion of the network as comprising the psyche 

which is generally nonmaterial in nature, such as the mind, emotion and soul and the 

soma which is the material world of molecules, cells and organs. Most of the 

emphasis on understanding of learning thus far has been on the mind with less on 

the emotion and even less on the soul as far as the psyche is concerned (Wolfe, Pat 

and Brandt 1998; Bownds 1999; Brandt 1999; Ralph 2000; Strother 2007; Bakhurst 

2008). With regards to the soma, there has been emphasis on the head-brain as the 

organ of learning, with not much about the molecules and cells and other possible 

organs (Byrne 1986; Caine and Caine 1995; Caine and Caine 1998b; D'Arcangelo 

1998; Bransford et al. 2000; Pascale et al. 2001; David 2003; Ben et al. 2004; Ashby 

and Maddox 2005; Leaf 2005).  

 

I am reminded of the words of James Zull, a Professor of Biology, who says: 

Ultimately, our understanding of learning must be consistent with the biological 
properties of the learning organ. In fact, no matter how widely accepted they 
may be, all current theories will automatically be reconsidered and revisited as 
our knowledge about the brain continues to grow (Armour and Ardell 1984 :8). 

This quote led me to explore whether the head-brain is the learning organ and also 

where is the brain in the human body – is it just in the head or elsewhere in the 

body? According to Candace Pert, the mobile brain is an appropriate term to 

describe the psychosomatic network since the head-brain is integrated so well at the 

molecular level with the rest of the body (Pert 1999: 188). 

 

What have I learnt about the chemistry of gut-brain learning? 
More recently, Barnacle (2009) in her article Gut Instinct: The body and learning 

cites the work of Wilson, who draws on clinical data to show how  

hierarchical models which situate the central nervous system and cognition 
above and in control of the so called lower functions of the enteric nervous 
system cannot account for  what actually occurs in both bodily and 
psychological processes and events . … the nervous system extends well 
beyond the skull, and as it so travels through the body it takes the psyche with 
it (Wilson 2004b: 47). 
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So it is clear that the gut is capable of complex emotional responses and it is seen to 

be operating independently from the head-brain. From this I understand that the gut 

is autonomous, producing my gut insights should play a role in my knowing and 

learning. 

 

At about this time of my inquiry, I was alerted to an insert in a local newspaper  

(Brown, H 2005) that referred to the work of Dr Michael D. Gershon who had written 

a book entitled “The Second Brain” (Gershon 1998). Dr Michael Gershon is a 

neurobiologist whose research has focussed on understanding the nervous system 

that runs the bowel.  The extract in the newspaper that I could relate to was 

Two brains are better than one. At least that is the rationale for the close 
relationship between the human body’s two brains, the one at the top of the 
spinal cord and the hidden but powerful brain in the gut known as the enteric 
nervous system, which directs all of the functions of the gastrointestinal, or GI, 
system.  In fact, anyone whose stomach has ever felt a little unsettled before 
giving a speech or had a bout of intestinal urgency the night before an 
examination has experienced the actions of the dual nervous system (Brown, H 
2005). 

 

I have felt and continue to feel that ‘unsettled stomach’ many times when conducting 

a staff development workshop or before delivering a sermon in church even though I 

have prepared everything in advance. I still experience the bouts of “intestinal 

urgency” (ibid) before examinations. I recall having had just that experience as 

recently as last year before I sat for a three-hour examination session on South 

African Church History as part of my B Theology studies. Even though I had done 

very well in all the assignments and prepared for the examination by going over all 

the pre-examination exercises, I still made at least two visits to the toilet within the 

half hour before writing due to the “intestinal urgency” (ibid) I experienced.  

 

I thus proceeded to search for the text referred to in the newspaper article to obtain 

the primary source of the article. Through internet searches and the inter-library 

loans system at DUT, I located an article published by David Gershon in Hospital 
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Practice (Gershon 1999a) and I obtained a copy of The Second Brain (Gershon 

1998).  

 David Gershon  believes that 

Descartes said “I think, therefore I am,” because his gut prompted him to say 
so.  The brain in the bowel has got to work right or no one will have the luxury 
to think at all. No one thinks straight when his mind is focussed on the toilet 
(Gershon 1998:xv)  

 and that 

Rediscovery is every bit as good as discovery, if what is rediscovered is 
important and was forgotten. It is better still when the rediscovered information 
has the capacity to improve the lives of those around us... What I [Gershon] 
have done, with a great deal of help from colleagues around the world, is to find 
it [existence of the second brain] again and return it to scientific consciousness 
(Gershon 1998:3). 

Gershon cites the laboratory work of Bayliss and Starling who deduced that the 

enteric nervous system was a self-contained hub of neuronal activity that operated 

largely independent of the central nervous system input (Gershon 1998:3-5).  My 

enteric nervous system which is the local nervous mechanism of my bowel has 

properties like those of the head-brain and the spinal cord.  My bowel contains a 

complex network, or plexus, of nerve cells and fibers. This network is made up of the 

Auerbach’s plexus and the Meissner’s plexus found in between the muscles 

encircling my gut.  I have more nerve cells in the enteric nervous system- a few 

million - than those that connect the head-brain to the bowel- a few thousand motor 

fibers. My neurotransmitters are the chemicals involved in the communication 

between nerve cells. I thus have a large number of neurotransmitters in the bowel 

and the bowel can get along without hearing from the head-brain. All the classes of 

my neurotransmitters in the head-brain are found in the enteric nervous system.  

When my enteric nervous system fails and the gut does not work so well, all my 

brain functions also seem to fail (Gershon 1998).  

 

My neurotransmitters in the body as the communicating chemicals belong to the 

same group as the molecules of emotion discovered by Candace Pert (1999). 

Gershon (1998) emphasizes acetylcholine and norepinephrine as the first two 
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neurotransmitters discovered in the peripheral nervous system. Acetylcholine is the 

neurotransmitter that excites the ganglia linking the first nerve cell to the second 

nerve cell of the parasympathetic nerves, the sympathetic nerves as well as at the 

second nerve cell junction, the neuroeffector, where the signal is sent to the effector 

under the control of the nerve cell. Norepinephrine is the neurotransmitter at the 

sympathetic neuroeffector junction. Once my nerve cells are excited, they express 

receptor molecules that bind the neurotransmitters and eventually lead to a 

physiological change within me. These receptors are molecules expressed on the 

cell surfaces enabling my cells to respond to specific chemicals in their 

environments. Serotonin was later discovered to be the neurotransmitter that was 

manufactured and stored in the bowel. Approximately 1% of the serotonin in my 

body is manufactured in my head-brain. (Gershon 1998). 

 

I can thus understand how the enteric nervous system has been recognised as a 

“complex, integrative brain in its own right” (Gershon 1998:31) and as such can be 

seen as the second brain in my body in that all the classes of chemicals that transmit 

instructions in my head-brain are also represented in my enteric nervous system. 

The relationship between my cerebral and enteric brain is very close and to quote 

Gershon, “it is easy to become confused which is doing the talking” (Gershon 

1999b:41) thus the ‘two brains’ can be seen as a whole or as one.  

 

I understand that these chemicals, the neuropeptides and receptors, the 

biochemicals of emotion, are the messengers that link all the major systems of my 

body into the bodymind. My emotions are cellular signals involved in the translation 

of information into physical reality and they are thus the nexus between matter and 

mind. 

 

Furthermore, I understand according to Lipton (2005), that my conscious mind not 

only “reads” the flow of the cellular co-ordinating signals that comprise my  body’s 

“mind” it can also generate emotions, which are manifested through the controlled 
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release of regulatory signals by my nervous system (Lipton 2005: 101). I see how my 

limbic system can now sense and co-ordinate the flow of behaviour-regulating 

signals within my cellular community.  

 

What have I learnt about the chemistry of the heart-brain learning? 
I believe my molecules of emotion are also found in my heart. I understand the heart 

is generally considered only in terms of its physiological function of being a 

multichanneled muscular organ with electrical circuitry. My heart is thus the central 

rhythmic force of my being. my experience of good health is a delicate balance of the 

rhythm with dis-ease resulting from dys-rhythm. I believe that my rhythms are 

regulated by love, an emotion that I feel as a human being. I ask myself, “Why then 

is the emotional definition of the heart and its effect on the physical body not 

considered by western conventional medicine?” Am I losing sight of the whole 

person, largely because of the body/mind split of Descartes? I have observed new 

practices to heal the mind/body split that are integrative and holistic or 

complementary (Dossey 2009). I believe that the heart with all its intelligence should 

not just be confined to religion and philosophy. I see the work done in this regard by 

the HeartMath Institute which combines scientific research with emotional wisdom as 

being very useful to explain all aspects of my heart. The Institute has coined the term 

“heart intelligence” which is 

…the intelligent flow of awareness and insight that we experience once the 
mind and emotions are brought into balance and coherence through a self-
initiated process. This form of intelligence is experienced as direct, intuitive 
knowing that manifests in thoughts and emotions that are beneficial for 
ourselves and others (Childre et al. 1999:6).  

In exploring the biochemical link to learning through the functioning of the heart, I set 

about trying to understand the ‘intelligent flow’ between my heart, my head-brain and 

the rest of my body.   

 

The heart is linked to the aspects of our lives such as wisdom, love, compassion, 

courage and strength that associate us with being human. The common sayings 

such as ‘speaking from the heart’- when I consider people saying things that are 
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sincere, or when people do something ‘with all their heart’ meaning that they throw 

themselves into an activity. Other idioms used are ‘thinking with the head and not the 

heart’, or ‘becoming disheartened’. All these expressions are also linked to my 

gestures of pointing to my heart when I point to myself. In many religions, the heart is 

referred to as the ‘seat of the soul’ and it is the connecting place between spirit and 

humanness.   

 

The Mesopotamians, the Egyptians, the Babylonians and the Greeks – all of these 

ancient cultures- maintained that the heart was the primary organ capable of 

influencing and directing our emotions, our morality and our decision-making ability 

(RSV 1975).  

 

When I reflect on my own Christian faith and read the Bible I also see the importance 

placed on the heart in both the Old Testament and the New Testament. Two 

examples of many more are from the book of Proverbs in the Old Testament refers 

to “For as a man thinketh in his heart, so is he” – Proverbs 23:7, and in the New 

Testament in Luke 5:22 “What reason ye in your hearts?” (RSV 1975). From my 

interactions with peoples of other faiths, I discovered that it is not only in the 

Christian faith, but also in other traditions such as the Judaic, Yogic, and in Chinese 

medicine that the heart has an ‘intelligence’ that operates independently of the brain 

yet in communication with it. However all this is generally not considered to be linked 

to science and hence not to be very sophisticated scientific thinking. 

 

I recall that in biology lessons taught at school, the heart was considered to be just 

another working part of the body, devoid of independent intelligence or emotion. The 

heart of an unborn foetus starts beating before the head-brain is formed. The head-

brain starts developing from the brainstem, then the emotional centres- the 

amygdala and the hippocampus emerge. Thus, the head-brain grows out of the 

emotional region. An unborn child has a beating heart before even an emotional 

brain and a rational brain.  
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I know that my heartbeat is autorhythmic with the timing of the beat thought to be 

controlled through the autonomic nervous system (Childre et al. 1999). my heart 

does not need a hardwired connection to the head-brain to keep it beating.  my heart 

has at least forty thousand nerve cells which are as many as found in the subcortical 

centers in the head-brain (Armour and Ardell 1984). There is communications sent to 

the head-brain from the heart that affect the amygdala, the thalamus and the cortex. 

Physiologists John and Beatrice Lacey of the Fels Research Institute found that the 

heart did not merely mechanically respond to a signal from the head-brain (Lacey 

and Lacey 1970). My heart’s response appeared to depend on the nature of the task 

at hand and the type of mental processing it required. Furthermore, the messages 

from my heart may actually influence my behavior. My heartbeat significantly 

influences how I perceive and react to the world (Lacey and Lacey 1970). 

Researchers in the later years discovered that the electrical activity of the higher 

head-brain centers involved in cognitive and emotional processing is directly affected 

by neural impulses which are as a result of the transformation of the rhythmic 

beating patterns of the heart (Schandry et al. 1986; Frysinger and Harper 1990; 

McCraty et al. 1996).  The neural impulses change patterns of activity in the nervous 

system either by reducing activities such as releasing hormones, or flow in blood 

vessels or increasing the heart rate, or immune responses. Thus I experience 

biochemical change in my body involving change in hormone levels and reactions of 

the neuropeptides. So yet again I see the neuropeptides, and with them their 

receptors, as the biochemical basis of emotion.  

The heart thus communicates with the body neurologically (through the 
transmission of nerve impulses), biochemically (through hormones and 
neurotransmitters), biophysically (through pressure waves) and energetically 
(through magnetic field interactions) (Childre et al. 1999: 28). 

All these communication routes from my heart to my head-brain influence my 

physiological, mental and emotional processes in my body. The human “emotional 

system” is thus not confined to the head-brain but is a network distributed in a 

network that extends throughout the entire body as postulated by Candace Pert 

(1999). The emotional state of my body can be measured by the heart rate variability 

(HRV) which is the measurement of beat-to-beat changes in the heart rate. Smooth 
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and harmonious HRV rhythms are generated by feelings of appreciation, love, 

compassion and care. These types of rhythms are less stressful to the body’s 

systems and result in more efficient communications between the heart and other 

organs. my bodies function at optimum capacity that includes learning, when the 

head and heart are attuned to each other and working together. This inner 

coherence can be considered to be a benchmark of intelligence and essential to 

effective living and learning.  

 

I find the linking of intelligence to the heart rather different to the view of intelligence 

which has been measured as the cognitive ability and intellect through Intelligent 

Quotient (IQ) tests. The IQ scores of people did not change when measured at 

kindergarten and then in adulthood regardless of education received which led 

people to argue then that intelligence is inherited, fixed and cannot be changed 

(Goleman 2006).  However, understandings of intelligence has changed due to the 

work of Howard Gardner (Gardner 2006), Daniel Goleman (1998; 2006; 2007) and 

many others on discovering multiple intelligences, emotional intelligence, social 

intelligence and spiritual intelligence. The HeartMath Institute has worked at finding 

an answer to Goleman’s question: “How can we bring intelligence to our emotions – 

and civility to our streets and caring to our communal life?” (Goleman 2006 : xxiv). 

The Institute believes that the answer is in heart intelligence which is the source of 

emotional intelligence.  

From our research at the Institute of HeartMath, we’ve concluded that 
intelligence and intuition are heightened when we learn to listen more deeply to 
our own heart. It’s through learning how to decipher the messages we receive 
from our heart that we gain the keen perception needed to effectively manage 
our emotions in the midst of life’s situations and challenges. The more we learn 
to listen and follow our heart intelligence, the more educated, balanced, and 
coherent our emotions become. (Childre et al. 1999 : 13) 

I find the link between emotions and heart intelligence very interesting and important. 

The molecules of emotion that Candace Pert (1999) discovered, are the messengers 

that carry the message from my heart to my head-brain and to my whole body. 

Goleman (2006) shares a discussion that he had with Gardner on why he (Gardner) 

emphasised thoughts about feelings more than on emotions themselves, he 

(Gardner) said : 
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When I first wrote about the personal intelligences, I was talking about emotion, 
especially in my notion of intrapersonal intelligence – one component is 
emotionally tuning in to yourself. It’s the visceral-feeling signals you get that are 
essential for interpersonal intelligence. But as it has developed in practice, the 
theory of multiple intelligence has evolved to focus more on metacognition 
rather than on the full range of emotional abilities (Goleman 2006:41).  

 

The visceral feelings are the feelings felt throughout my body. These feelings provide 

evidence of our humanity and the emotions that enrich us. The higher values of the 

human heart of faith, hope, devotion and love are missed from the cognitive view. 

These values are intricately linked to our emotions which enrich our lives and our 

learning. Albert Einstein reminds us that: 

The most beautiful and profound emotion we can experience is the sensation of 
the mystical. It is the power of all true science (Lipton 2005:152). 

One way of understanding the mysteries of the universe is to use Newtonian linear 

thinking as well as quantum physics. From a quantum physics approach, we 

understand the universe as one indivisible dynamic whole in which energy and 

matter are entangled such that they cannot be considered as independent elements 

(Lipton 2005). Newtonian linear thinking on the other hand, provides categories of 

space, time and solid matter (Zohar and Marshall 1994). These categories lead to 

separateness, distance and causality resulting in either/or ways of thinking. Quantum 

physics provides us with a means of both/and kind of thinking. An example of this is 

in the case of light being both wavelike and particle-like at the same time.  

 

Earlier on, I stated that matter and energy are entangled which leads to the corollary 

that mind (energy) and body (matter) are similarly bound. The reality of a quantum 

universe reconnects what Descartes took apart. The mind (energy) arises from the 

physical body and the physical body can be influenced by the material mind. 

Thought “energy” can activate or inhibit the cell’s functioning proteins via the 

mechanics of constructive and destructive interference (Lipton 2005:95). Laws of 

quantum physics control a molecule’s life-generating movements (Lipton 2005). 
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What have I learnt about learning related to human beliefs? 
I read in Lipton’s Biology of Belief (2005) that the mind is generally subdivided into 

the conscious and the unconscious which are actually interdependent. Furthermore, 

the conscious mind is the creative one, the one that conjures up positive thoughts. In 

contrast, the subconscious mind is a repository of stimulus response tapes derived 

from instincts and learned experiences. The subconscious mind is strictly habitual: it 

will play the same behavioural responses to life’s signals over and over again. When 

it comes to sheer neurological processing abilities, the subconscious mind is millions 

of times more powerful than the conscious mind (Lipton 2005:97). I began to see that 

reason or thinking does not govern the subconscious mind whose actions are 

reflexive in nature. Thus I have the capacity to consciously evaluate my responses to 

environmental stimuli and change old responses any time desire as long as I deal 

with the powerful subconscious mind.  

  

According to Candace Pert, 

Awareness is the property of the whole organism; and in the psychosomatic 
network we see the conscious and [subconscious] mind infusing every aspect 
of the physical body, the body is the subconscious mind (Pert 2008:18). 

My responses to environmental stimuli are controlled by perceptions which can be 

true or false. These controlling perceptions can be referred to as beliefs. I believe 

what I choose to believe. When I choose to believe then I will something into being, 

making it a reality, making it true. As I choose to believe, I thus change my mind. I 

agree then that   

Beliefs control biology.... when the mind changes, it absolutely affects your 
biology. (Lipton 2005:111) 

Synaptic pathways are hardwired in our subconscious minds by observing the 

beliefs, behaviours and attitudes of others around us. Our life experiences are thus 

downloaded and hardwired as stimulus response behaviours into our subconscious 

minds. The behavior activating stimuli are signals detected from the external world 

and/or signals that arise through biochemical reactions from within the body such as 

emotions, pleasure and pain.  
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Siegel (2008) also states that as I am mindfully aware and pay attention to my 

experiences, scientifically recognized changes in my physiology, my mental 

functions and interpersonal relationships are created. I can be mindfully aware of my 

inner self as well as of the other person in a relationship as I focus my attention 

either on myself or on the internal world of the other in the present moment.  In so 

doing I “feel felt” and connected in a relationship that is vibrant and alive, an 

immediate experience (Siegel 2008:62,77). Feeling felt leads to feeling understood 

and feeling at peace as we are able to recognize and understand the energetic 

emotional signals from others.  

 

Mindfulness thus results in amongst other attributes, patience, self-compassion and 

wisdom (Siegel 2008: 67). When I am mindfully aware, I also become more aware of 

my own awareness. Thus I reflect on my inner life moment by moment with curiosity, 

openness, acceptance and love - (COAL) (Siegel 2008:70). I realize that when I am 

without COAL, then I am not living a life being kind to myself or to others. I am not 

attuned and not in a caring relationship, not promoting kindness, respect and love, I 

am not mindfully aware. This is because functions of mindful awareness such as 

empathy, balancing emotions, attuning to others, being in touch with intuition are all 

associated with the growth of neural fibers in the prefrontal cortex just behind the 

forehead. These fibers are distributed throughout the body and are the underlying 

mechanisms leading to resonate feelings of connectedness and love between 

persons in a relationship. 

 

My beliefs act like filters and change how I see the world. And my biology adapts to 

those beliefs (Lipton 2005; Church 2008). It is not my genes that control my life, it is 

my beliefs. I need to learn how to harness my mind to promote growth. Teachers can 

remove hope by programming me to believe I am powerless.    
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Your beliefs become your thoughts 

Your thoughts become your words 

Your words become your actions 

Your actions become your habits 

Your habits become your values 

Your values become your destiny 

Mahatma Gandhi (Lipton 2005:114) 

 
When considering the quantum world, I need to remember that my presence and 

expectations alter what I  see since I  cannot isolate myself from a situation in which I  

find myself. This is because the universe from a quantum perspective is an 

integration of interdependent energy fields that are entangled in a meshwork of 

interactions. The flow of information is holistic. Thus the cellular constituents, 

proteins and neuropeptides are woven into a complex web of crosstalk, feedback 

and communication loops throughout the body (Lipton 2005:73).  

 

What have I learnt about the value of energy in learning? 
Jousse provides us with the theory of visceral intussusception to describe the ability 

humans have to learn-  

“Intussusception is the grasping of the external world (suscipere) and the 
internalising thereof (intus), i.e. the synchronising of all the gestes that flow 
from nature into man, so that he can then express them. I use the term, 
‘gestes’, but I should say ‘actions’ because outside of us they are only actions 
which take place. But within the man who receives them and re-plays them, 
these actions will become ‘gestes’” (Jousse 2000:576). 

I am only able to know what I  have intussuscepted. I cannot know what someone 

else has intussuscepted, as each person intussuscepts differently. Furthermore, 

through intussusception, “our learning, understanding, memory, thinking and feeling 

–mind- are operations of the whole human being, rather than of the brain only” 

(Conolly 2001:119). Pert asserts confidently at a recorded lecture in 2000, Your 

Body is Your Subconscious Mind, that ‘we think with and feel with our whole 

indivisible bio-psychological complexus of geste, and that we are indivisibly 
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resonating to the universe – whether we like it or not (Pert 2000). This ‘indivisibility’ 

of the human being, the anthropos, is a position that Jousse adopted as well from his 

teacher, Professor Pierre Janet who said “We think with our entire body” (Jousse 

2000:83). 

 

I understand that my movement or ‘geste’ is  

action executed as a bio-psychological or psycho-physiological whole in re-
action to actions played into him/her by the universe. These gestes can be 
visible or invisible, macroscopic or microscopic, developed or only hinted at, 
conscious or unconscious, voluntary or involuntary. (Jousse 2000:60) 

my geste, the living energy, is regarded as the ‘motricity mechanism’ be it visible or 

invisible, macroscopic or microscopic, developed or only hinted at, conscious or 

unconscious, voluntary or involuntary (Jousse 2000; Jousse 2004). This ‘motricity 

mechanism’ or ‘motor response’ is the first and foremost e-motion in man, e-merging 

from the depths of my beings.  Jousse reminds me that “memory is only, and can 

only be, the replaying of macroscopic or microscopic gestes which have previously 

been embedded in all the diversified fibres of the human organism” (Jousse 2000:26) 

by the process of intussusception. Memory is thus driven by motor-e(x)motion 

responses into consciousness throughout “all the diversified fibres of the human 

organism” (Jousse 2000:26) which constitute the whole of man. Jousse thus 

concludes 

Memory constitutes man as a whole, and the whole of man is embedded in 
his Memory(Jousse 2000:258) 

 

Conolly (2001:126)  elaborates on the geste as being the “emotive-thoughts” and 

“thoughtfilled-feelings” of indivisible human thought and emotion. Furthermore, the 

geste operates both microscopically and macroscopically as a complexus of 

rhythmo-mimisms “received, registered and replayed” in interaction with the universe 

of the anthropos or whole being (Conolly 2001:126). Conolly provides an explanation 

of what Jousse termed the microscopic and macroscopic gestes: 

The inner and hidden gestes are referred to as microscopic, and the visible 
outer gestes are referred to as macroscopic. In other terms, the 
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microscopic gestes are the inner vibrations of rhythmic motor energy - our 
thoughts and emotions - and the macroscopic gestes are the visible and 
audible - and other - manifestations of human expression, such as movement, 
dance and mime, sound, speech and song, writing, sculpting, painting and so 
on.(emphasis in original) (Conolly 2001:194). 

Hence all my neurotransmitters inclusive of the molecules of emotion as described 

by Pert (1999) are microscopic gestes. The inner microscopic activity is either 

psycho-physiological or bio-psychological, what I have identified as the biochemical 

processes identified by Candace Pert (1999) and Michael Gershon (1998). The inner 

activity is what is im-pressed as reality in a child who receives it into her viscera, into 

her being and into her memory and then registers it, and then re-plays it. The 

macroscopic geste is the “observable expression of the inner activity” (Jousse 

2004:36). 

 

Jousse (2000) reminds me that the energy within each of my tissues is stored in a 

potential state in the form of chemical compounds. This highlights for me the particle 

–wave duality that exists in our human bodies. In my living body, the chemical 

compounds in turn transform into mechanical energy, heat, electricity in the muscles 

and into nervous energy in the nervous system. This transformation is occurring 

everywhere in my body and is ongoing which is evident as movement. 

 

Dynamogenesis – release of energy- is the process that occurs as humans respond 

to internal and external stimuli. Stimuli arise continuously from the internal 

components of the body such as the muscles, vessels, glands, viscera as well as 

from the exterior through the skin, eyes, ears, noses and taste buds. As my body 

experiences dynamogenesis, its vital and intellectual capacity is enhanced. I 

experience this enhancement as pleasure. Pleasure is the consciousness of 

dynamogenesis. This release of energy, dynamogenesis, involves thought which is 

the bringing –into-consciousness, and the memory which is the re-play of 

consciousness. Both my thought and memory pulse and respond to the Rhythm of 

my Body. my body is in collective and continuous rhythm in the way that my heart-

beats, rhythm in the way I  breathe, rhythm in the balancing of my hands, rhythm in 

the footsteps I  take. All this rhythm is organic and dependant upon the part of my 
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body that is used to express the intussuscepted, intelligised and globally re-played 

Cosmos.(Jousse 2000:175). Thus what I feel, act and know becomes visibly 

expressed and known as I interact with others and the cosmos.  

 

According to Jousse, “In the universe everything interacts. There is universal 

interaction (Jousse 2000:62). 

Every word I speak and every gesture that I make resonates through the universe for 

all time. Jousse observed that all elements of the universe interact following the Law 

of Interaction in ever interacting phases. The ‘universal interaction’ is triphasic and 

Jousse has formulated it as the Law of Interaction – “an Acting one’ – ‘acting on’ – 

‘an Acted upon’” (Jousse 2000:111). An ‘Acting one’ and an ‘Acted upon’ are clusters 

of energy that are dynamically propelling gestes – streams of subtle energy. The 

interactions are indefinite, occurring with a degree of multiplicity as the ‘Acted upon’ 

registers and replays the action on other ‘action-beings’. The ‘Acted upon’ is 

unconscious of the multiple, complexus interactions played by the ‘Acting one.’ An 

‘Acting One’ and ‘Acted upon’ are seen and mimed as a geste which is ‘in essence’ 

the reality itself – the Essential Action. The human has not only the one essential 

geste which has been ‘expressed’ within her /him, but rather many, which are 

considered her/his potential. The ‘Acting one’ and the ‘Acted upon’ act on each other 

through multiple Transitory Actions which are continuous and diverse.  

 

Each interaction energises the following geste, in(de)finitely, in self-energising 

patterns of movement. As a dynamic living, breathing being, I  am never motionless 

as all my involuntary processes move – cardiovascular, digestive – my gestes 

continue to move so my thought-filled feelings and my feeling-filled thoughts cannot 

stop. 

 

Through intussusception, an ‘Acted upon’  

replays the phases of each of the interactions of the universe mimically through 
the gestes of his[sic] whole body (…) What is created physically and 
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unconsciously in the universe is psycho-physiologically and consciously re-
created in and through [the Acted upon] (Jousse 2000: 91). 

Furthermore, Jousse observed that humans interact with each other and the world 

around them in a process of interaction which he called the Law of Mimism as “a 

process of dynamic imitation so that “everything that is re-played through us, is 

within us” (Jousse 2000: 25).  

 

These two processes of interaction and dynamic imitation in- and trans-form my 

human understanding of ourselves and the world in which I  live, viscerally, in 

“intuition” which rises from within the viscera into ‘intelligent consciousness’. Jousse 

notes that what is played into - in+pressed into - the anthropos is automatically in the 

memory. Even when ‘re-played’ in ‘ex-pression’, it leaves its ‘im-pression’ in the 

molecules of the viscera. As the ‘mimorisation’ is repeated into the ‘memorisation’, it 

rises into consciousness constituting learning and understanding and our knowledge 

- ‘what I  know’.  

 

I am fascinated how Conolly (2001) shows that Jousse is able to link memory, 

learning, the heart and the whole being:  

Learning in the ‘memory-heart’’, viz. ‘memorising’ is central to Jousse’s thesis 
of learning and understanding. ‘Mimorisation is memorisation’ he says, 
meaning that anything that has been ‘mimismed’ - im-pressed by the universe - 
is automatically embedded in the viscera, and is therefore learned, and 
therefore known, and therefore potentially understood. But it must be 
remembered that ‘mimisming’ implies, simultaneously the fulfilment of all the 
principles of the Anthropology of Geste and Rhythm, viz.: a ‘mirroring of 
meaning’ and rhythming in a balanced and formulaic format AND repeated re-
impression in order that it rise into consciousness.  

The mnemonic oral-style (Jousse, 2010, Sienaert, 1990; Conolly, 2001) is not ‘rote 

learning’, even though it might appear so. The distinguishing differences between 

oral-style mnemonic memorisation and rote-learning memorisation is that the former 

is (in)formed by corporeal-manual performed texts, and the latter either memorised 

from scribal alphabetic texts or simply imitated with little or no context, application 

and/or exemplification. The oral-style mnemonic text is always performed in context 
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and with examples to which the learner can relate because they are part of the 

learners’ reality, while the rote-learning text is “meaningless words repeated without 

understanding or reference, and therefore have no potential for application, analysis, 

synthesis or evaluation unless the meaning can be resuscitated in some way” 

(Jousse 2004:145).  

 

 Jousse, using Jesus as a teacher role model says 

 Jesus was in essence a teacher who wanted adults to be taught as children are 
taught, which is why he uttered the famous maxim that is hardly ever properly 
understood : unless you become like a small child, and memorize your lessons, you 
cannot enter into my divine teachings (Jousse 2004:110). 

 

A small child is a dynamic, living being. As a small child I  am able to learn as I  “be 

myself … draw from [myself] the maximum of [myself]” (Jousse 2004:114). In 

becoming like a small child, I believe that I need to become aware of what I am as I 

engage with life, through play. A child spontaneously plays all of her experiences. 

She learns as she pays attention to, sees and observes things as oriented by the 

teacher. Her curiosity is conserved as she observes things and becomes conscious 

of everything that she mimes4. Jousse observed children to understand more about 

play and he concluded that: 

Play consists of taking in the interactions of the universe and in replaying them. Play 
is, in and of itself, thought, expression, language. Human expression is nothing more 
than Play… the human child [is] immediately i(n)mpressed by the gestes of moving 
things and will mime the gestes of these things, and it will do so in an interactional 
fashion (Jousse 2004:118). 

 

                                            
4 Mimism is the process of miming and the Mimeme is a “unit of selected voluntarily and involuntarily, 
balanced rhythmic formulaic expression synchronous with the universe” Conolly, J. 2001. An 
Annotated and Glossed English Translation of Memory, Memorisation and Memorisers in Ancient 
Galilee by Marcel Jousse: A Study of the Origin, Nature, Analysis and Recording of Mnemonic 
Rhythmo-stylistic Texts. PhD, University of Natal. ..  
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Jousse reminds us that   

 [I] think with, and feel with, [my] whole indivisible psycho-physiological complexus of 
geste, which resonates indivisibly with the universe, whether [I ] am aware of it or 
not” (Jousse 2004:154).  

This awareness is expressed in our emotions, beliefs and expectations and 

influences how we respond to and experience our world. Pert’s scientific findings 

also show that emotions are molecular in the body and the “body is hardwired for 

pleasure” (Pert 2000). 

 

So then what is the role of the head brain in memory? Pierre Janet as cited by 

Jousse has the following to say: 

In no way is it the organ of action. Action does not depend on the brain; it is not 
performed by it. There was a time when the brain was said to secrete thought 
as the liver secretes bile. That is childish. A brain separated from a living being 
is incapable of thought or of action. The brain is one of the elements of the 
extremely complex circuit that we call action; when the brain is separated from 
the muscle, there is no longer action. Action is dependent on both brain and 
muscle. In reality, man thinks with his whole body; he thinks with his hands, his 
feet, his ears, as well as with his brain. It is absolutely ridiculous to claim that 
his thought depends on a part of himself: it is tantamount to saying that our 
manual ability depends on our fingernails. 

Psychological activity is an activity of the whole - it is not a localized activity. 
The brain is quite simply a conglomerate of switches ... It is not the brain that 
determines psychological activity; it only regulates it. (Jousse 2000:73) 

 

I have come to realise that I as a human being think and feel indivisibly with my 

whole body and being through the “complexus of gestes” (Jousse 2000:60). My 

gestes can change from deep unconsciousness to full consciousness or from purely 

automatic reflex action to totally voluntary activity depending on the emphasis placed 

on them by the organs that emit them. Thus an ocular geste makes me see, whilst 

an auricular geste, makes me hear. There are innumerable gestes being played and 

re-played in me at any one time.  This led Jousse to seek an answer to the question:  

How does the composite human being, situated at the very core of the 
universe’s perpetual motion, react to this activity and manage to hold it in his 
memory? (Jousse 2000:60) 
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Jousse found the answer after years of observation of the human expression - both 

oralate and literate - of the whole being of people from all over the planet, from many 

different linguistic groups, cultures, and spiritual and religious beliefs. He formulated 

the psycho-physiological laws of human expression and memorisation.  

 

What have I learnt about human expression and communication? 
Jousse (2005) observed that humans ex-press (press out) their human inner reality  - 

microscopic gestes -  in different forms of external ex-pression - macroscopic gestes. 

He observed that human expression began in a new born infant at the level of ‘whole 

body’ which he called “corporeal-manual” (Jousse 2000) expression that involves 

use of the whole body and hands. Using “corporeal-manual” (ibid) expression, the 

human being expresses all states of consciousness, the emotional, the intellectual 

and motor, primarily through the movement of the body and the hands. The human 

being never loses this capacity. But human expression occurring through the 

“corporeal-manual” (ibid) only is limiting. It can only be used in daylight and other 

artificial sources of light, and in face-to-face interactions, and they cannot ex-press 

themselves corporeally-manually with something in their arms.  

 

Hence an evolutionary and developmental drive takes place which localizes their 

expression in the larynx and the lips called “laryngo-buccal” (ibid) expression, not to 

the exclusion of the “corporeal-manual” (ibid), but to enhance it. In both evolutionary 

and developmental terms this takes place quickly and naturally. Babies are born 

expressing themselves corporeally-manually in physical and vocal movement and by 

the age of six to eight months they have discovered their lips to shape what is 

coming from their larynxes, and by the time they are one year old, they are using 

single words and have connected statements by the age of three. When the child 

goes to school - if he or she is that fortunate – the child learns the code known as 

scribal alphabetic writing. In evolutionary terms, the same pattern of development is 

evident: corporeal-manual ex-pression is enhanced by laryngo-buccal ex-pression, 

and scribal alphabetic writing comes much later, actually only 6000 years ago, which 

is recent, given the age of the human species.  
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These three categories of human expression – corporeal-manual, laryngo-buccal 

and written style – show distinct differences. The whole body is active in the first two 

categories, viz. the corporeal-manual and laryngo-buccal expression, and there is an 

immediate and direct interface with the inner geste. The law of memory states that:  

The greater the number of motor elements a psychophysiological state 
engages, the greater the ease with which it will be revisited and relived (Jousse 
2005:62) 

But the third category of mimographism which develops into scribal alphabetic 

writing requires mediation through an extra-biological tool of some kind.   

 

So I understand that the written style is mediated with a tool. The living expressive 

geste from Corporeal-manual style man is called Mimodrama, the laryngo-buccal 

gestes are Oral style and the algebrised or reduced form of Oral Styles produces the 

written style which is Mimographic from drawing or alphabetic scribal writing (Jousse 

2000). Thus learning that relies on the human expression using only scribal 

alphabetic writing is not as active, as learning that includes all of the corporeal-

manual and the laryngo-buccal forms of human expression and scribal alphabetic 

mode. The longevity and success of the oral tradition using the mnemonic oral style 

from all over the globe furthermore indicates to us that human learning can be 

effective and efficient without scribal alphabetic writing. This is not to say that scribal 

alphabetic writing has not added significantly to human development, but written 

texts in and of themselves are inert and do not present the vitality and energy of the 

living human being unless they are “reintegrated into the living musculature” (Jousse 

2000:272). Jousse used the term ‘algebrisation’ to describe the mediated form of 

expression such as scribal alphabetic writing. The algebrisation “removes and 

dislocates us from the gestually balanced, rhythmed, concrete Mimodramas of 

those…who remain spontaneous” (Jousse 2000:76). Scribal alphabetic writing as a 

form of mediated expression is a reduced means of recording the socio-cultural 

archive.  
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I have come to realise that nothing is ever written in a book which is not first 

recorded in living memory, but also very often because it is written in a book, I don’t 

always try to remember. I have also come to realise that when the recording is in the 

form of scribal alphabetic writing then the tonal and gestual features are lost and the 

expression is potentially inert and dead, missing the corporeal-manual/laryngo-

buccal elements of expression.   

Jousse stated that  

Corporeal-manual Style man is able to embed the countless actions and   
interactions of the universe in his entire acting, sensing and knowing being. 
This he does both for himself and for others: for himself a summarised 
microscopic gesticulation which still allows him to grasp with full consciousness 
and to trace with clarity each of the phases of the Propositional Geste will 
suffice, while for others he lets his corporeal and manual Mimemes irradiate 
macroscopically with all the amplitude needed to make them easily 
recognizable and understood (Jousse 2000:73). 

Corporeal-manual Style man, who is spontaneous, has mirrored/imitated the many 

balanced rhythmic formulas of the universe - that is, mimed -  and has the potential 

to mirror them synchronously, voluntarily and involuntarily. That in me which is 

oralate – my residual corporeal-manual/ laryngo-bucccal oral-style self - enables me  

to balance the expression of rhythmic formulas by activating the bilateralising and 

balancing conformity of my body that exists within me -  left to right, top to bottom 

and back to front.  The balanced expressions also “play in alternating pulsations of 

tension and relaxation, facilitating successive and rhythmic energetic explosions” 

(Jousse 2000:238). My life is driven by biological rhythms that are infinitely supple.  

Our bodies pulse successively and we are therefore rhythmed. Our bodies 
create the universal and perpetual flow of Rhythmism. Panta reî, said 
Heraclitus. We cannot stop: that is the great ironic tragedy. We are never 
motionless. Around us, over us, in us, everything flows. Our hearts continue 
their beating and our blood flows, our breathing functions, our gestes, which 
have been labelled ‘images’, continue to flow. Everything flows within us, in 
spite of us. We cannot stop our thoughts, not even for one second. We try to fix 
our attention. ‘A thought passes by’, and immediately another fills the  space. 
All things flow and we flow with them (Jousse 2000:238). 

Communities engage in rituals as a significant activity to focus on a common 

purpose, at a common time and in a common way. Rituals are intrinsically rhythmic 

hence they can be aligned with natural rhythms. Thus rituals in the classroom are 
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powerful for preserving and enhancing harmonious rhythms. Rhythmic patterns of 

activity and rest, depicted in oscillation, allow for full engagement. Human capacity 

for full engagement is driven by the rhythmic patterns of high performance and 

personal renewal. Each human life moves, oscillates, vibrates and pulsates through 

seasonal flows or regular cycles. As the humans interact, so too do their energies 

oscillate, vibrate and pulsate in a wave-like manner thus either enhancing the 

intensity of the interaction or diminishing the intensity depending on their 

wavelengths and frequency of the energy-waves.  

 

How do I relate the science of learning to what happens in the 
classrooms? 
Thus I understand that in a learning situation where the teacher and the learner are 

interacting in a classroom, each of them (as particles) stay somewhat separate and 

maintain some of their original identities, while their energies (wave aspects) merge 

that gives rise to a new system that enfolds them. The teacher and the learner relate 

internally, they get inside each other and evolve together, with a new identity, not 

reducible to the sum of their parts. The interaction in the learning environment is not 

linear, but rather holistic in nature with lots of crosstalk, feedback and communication 

loops not just in one linear direction, and signals of different kinds, all of which are 

energised in multiple ways. The expressions of the memorization and mimorisation 

are visible in the macroscopic gestes of the teacher and the learner.  I believe that 

the learning environment thus needs to be a ‘safe space’ where all these interactions 

result in active learning through a biochemical change experienced within the whole 

being of the learner. 

 

From this point on in my account, I will be using whole-being-learning when I am 

referring to an understanding of learning as a biochemical process. The biochemical 

process is the inner microscopic activity of the neuropeptides and their receptors, 

molecules of emotion, as identified by Candace Pert (1999). These molecules of 

emotion are found throughout the whole being and not just localized in the head-

brain, inclusive of the gut-brain as identified by Michael Gershon (1998). The 

biochemical change is inclusive of the myelin growth that occurs across the neuronal 
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circuits (Fields 2005; Fields 2008a; Fields 2008b). The inner microscopic activity is 

what is im-pressed as reality in a learner who receives it through her/his nine senses 

(Robinson and Aronica 2009), into her/his viscera, into her memory and into her/his 

whole being, then registers it, and then re-plays it. The macroscopic geste is the 

“observable expression of the inner activity” (Jousse 2004:36) in the learners. 

 

Conclusion 
In this chapter I have provided an account of the biochemistry, neuroscience, my 

understanding of learning as a biochemical process. In the following chapters, I will 

provide evidence of how the macroscopic gestes explained in this chapter can be 

recognized in learning teaching and assessment environments. 
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Chapter 4 

How does learning happen?:  
My personal learning story 

 

The ignorant man is not the unlearned,  
but he who does not know himself,  

and the learned man is stupid when he relies on books, 
 on knowledge and on authority to give him understanding.  

Understanding comes only through self-knowledge,  
which is awareness of one's total psychological process.  

Thus education,  
in the true sense,  

is the understanding of oneself,  
for it is within each one of us  

that the whole of existence is gathered. 
Krishnamurti 

Introduction 

 In this chapter I will answer the question How do I account for my understanding of 

learning as a biochemical process in relation to my own journey as a learner? I share 

my autobiography and autoethnography from the perspective of and through the lens 

of my personal learning. I focus on critical incidents in my own life-history such as 

the love and support of a caring family, the loss of self-esteem as a socio-

economically disadvantaged learner attending an under-resourced school, rejection I 

faced as a learner entering Higher Education as an undergraduate, my learning 

whilst working in the Chemical Industry, growth as a lecturer in a Higher Education 

Institution and my post-graduate studies. 

My story of my own learning has been presented here because I believe Parker 

Palmer when he says,  

... the story of my journey is no more or less important than anyone else’s. It is 
simply the best source of data I have on a subject where generalisations often 
fail but truth may be found in the details (Palmer 2000:19). 

I have experienced various emotions during my journey as a learner from my 

childhood through to the present, both in formal and informal learning situations. 

According to Candace Pert,  
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these emotions exist in the body as informational chemicals, the 
neuropeptides and receptors, and they also exist in another realm, the one we 
experience as feeling, inspiration, love – beyond the physical.  The emotions 
move back and forth, flowing freely between both places, and, in that sense, 
they connect the physical and nonphysical (Pert 1999: 307). 

When Pert writes about the connection between “the physical and the nonphysical” 

(Pert, ibid), I am reminded of  critical incidents that have had an incredible emotional 

impact on me and that highlight the feelings, inspiration and love that I experienced 

in whole being during my journey as a learner. These emotions range from the love 

and support of a caring family to the rejection I felt when a Higher Education 

Institution rejected my application to study there because, as a Coloured, I was of 

the ‘wrong race classification.’ 

What was my context of my schooling? 
During my years of Secondary and Higher Education (1974-1982) the apartheid 

policy of ‘separate education’ according to the National Party government in South 

Africa meant that different ‘races’ (Whites, Coloureds, Indians and Blacks) had to 

attend identified / designated  schools and universities reserved exclusively for their 

use, so as to separate ‘races’ from each other in every possible way. 

I use narrative as a form of inquiry to focus inward on my individual journey but also 

‘simultaneously point outwards and towards the political and social’ as I share part of 

my life-story (Mitchell et al. 2005:4). When I reflect on my personal life I allow my 

body and my emotions - the bio-psychology of my being - a place in my theorising 

through making my actions and intentions transparent whilst reflecting on what is 

deep within my soul (Derry 2005). This process of reflection has brought me to 

become aware of what I know, and where the seat of that knowing is in my bio-

psychological being. My knowing has been influenced by my intuition, my emotions 

and my life experience which I share in this chapter (Derry 2005). I use the visual 

methodologies approach of Claudia Mitchell and Sandra Weber (Mitchell & Weber, 

1999; Mitchell et al., 2005) which include use of photography and video. I find Jack 

Whitehead’s (Whitehead 2009b; Whitehead 2009a; Whitehead 2011) use of 

multimedia in explaining, interpreting and analysing the evidence that is revealed by 

living theories methodology are appropriate to re-discover, re-call and re-live the 

emotions I felt and continue to feel during my journey as a learner (Mitchell and 

Weber 1999; Mitchell et al. 2005; Whitehead 2009c; Whitehead 2009a; Whitehead 
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2011). The re-discovery, re-call and reliving the memories of my learning are useful 

not so that I take refuge in the past or forget the present, but rather to “illuminate and 

transform the present” according to hooks (1989:17) as cited in Mitchell and Weber 

(Mitchell and Weber 1999). My narrative on my personal learning involves an 

exploration of school-in-memory work (Mitchell and Weber 1999) and as such the 

‘firsts’ in my school life-history and seeking answers to questions like ‘do I 

remember”…?’ in the context of particular events happening during my schooling are 

significant.  As I look “into – not simply at - photographs from family albums I am able 

to frame [my] sense of the past and shape the course of [my] future” (Mitchell and 

Weber 1999: 74). In looking ‘into’ photos,  

They invite us to remember, speculate, fantasize… [they] contribute to some 
of our most lasting impressions of school and of our lives as school children, 
reminding us of what we once were, and what we are no longer…provid[ing] 
perspectives on who we have become…inviting us not only to look back on 
ourselves as former students, but also forward to ourselves in the [current 
teaching and learning spaces] (Mitchell and Weber 1999:75).  

 Looking through my photo album, I came across some photos that reminded me of 

my journey through formal education systems. I will share a few photos of my life-

history highlighting the socio-political environment that influenced my own learning. 

In so doing, I have become critically aware of my own learning as a product of the 

bio-psychological processes which Pert identifies as the result of neuropeptide 

transmission (Pert 1999) and what Jousse calls “intussusception” (Jousse 2000). 

My mother, Colleen, the eldest in a family of three girls and four boys gave birth to 

me, Delysia, in 1961 in a small rural town in the southern parts of KwaZulu Natal. I 

am classified Coloured according to my birth certificate which I have included as 

Figure 2. 
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grandparents and hence was considered the youngest of a family of eight siblings, 

and only later in life did I take on the role of oldest sister to two younger siblings.  

Growing up in a small rural town in the early sixties meant that the opportunities for 

formal schooling were very limited. I actually cannot recall having attended 

preschool. I have no photographic memories and my mother confirmed that I did not 

attend preschool because there was no preschool education available. The school 

for Coloureds in Harding enrolled learners from Sub A5 through to Std 10 and both 

my parents taught classes from Std 5 through to Std 10 in that school. My 

grandmother, with whom I spent most of my early childhood, was a housewife and I 

recall she sewed most of our clothing.  

Who influenced my learning in early childhood? How did I express 
who I was in those photos of my early years? What were the 
gestures that I had internalised over the years?   
In these photos I examine the macroscopic geste – the exterior physical and vocal 

gestures - as a starting point to considering my microscopic geste (Jousse 2006). In 

examining the exterior physical and vocal gestures, I am looking at the expressive 

gestures of my body as a whole and of my hands as I ‘ex-press – to press out ‘- 

myself (Jousse 2006:156). What do I press out? I ex-press what has been grasped 

from the exterior world and brought into me – that which I have intussuscepted and 

hence according to Jousse, “we can ex-press only that which has im-pressed itself in 

us” (Jousse 2004:38). So to understand myself as a learner I need 

to become aware of, and to bring-into-consciousness, received, 
intussuscepted Mimemes6 in the face of, and confronted with the immediate 
concrete experience of ‘the real’ (Jousse 2006:148).  

 

                                            
5 The school system has changed the nomenclature. Sub A  is now Grade 1 and Std 10 is Grade 12 
6 A Mimeme is the unit of stored intussuscepted Real played into us, held in memory, re-gistered and 
ready for replay. Jousse, M. 2006. Be Yourself! Colonisation, Self-Colonisation and Decolonisation. 
Sienart, E. and Conolly, J. Cape Town: Mantis Publishing. 
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Figure 3 : Preschool going age in the 1960's-  I am on the extreme left 

             

Figure 4 :Preschool going age in the 1960's- with schoolgoing siblings - I am in the front 

I have selected photos taken in the garden at my grandmother’s home. In these 

photos (Figure 3 and figure 4) I am about three to five years old, at the preschooling 

age. I am shown as a rather serious little kid, standing straight up, hands behind my 

back, all neat and proper, standing in line from youngest to oldest. I am firmly 

positioned in my place as the youngest and the expression on my face is serious in 

the first photo.  Why did I act in that particular way in the photos? What had I learnt 

about how to present myself and from whom had I learnt?  

Aristotle said that man is the greatest mimic of all animals and it is by mimism that he 

acquires his earliest knowledge. Mimism is according to Jousse (2006), the 

instinctive tendency of human beings to replay gestually - to mime- all the actions 

played into him/her by the universe as s/he is continuously in interaction with the 

universe.  



84 
 

I believe I had become ‘in harmony with [my] milieu’ and experienced awareness 

from the ‘inside’ of how I should behave when taking photographs. I believe I had 

learnt to conform to certain norms in my society since most photographs taken then 

were ‘serious,’ class photos or wedding photos. The norms of a child as ‘being seen 

and not heard’ and that I was not allowed to be ‘playful’ and ‘out of line’ when taking 

a photograph.  

I can recall that from a young age, there was ‘playtime’ and there was ‘school and 

homework time’. Playtime was when I had fun and could play with friends and this 

always seemed too short a time. School and homework time were serious times 

when no fun and laughter was permitted. Learning was a serious matter that had no 

place for laughter and games. Fear and anxiety were emotions that drove my 

achievement at school. Fear of not doing well at school and not being accepted 

made me work harder and harder.  

So the photo shows how from a young age I was ‘schooled’ to being a serious 

person who regarded learning as a serious matter. The  interaction I had with others 

who acted upon me influenced the way in which I dressed and gave a sense of 

belonging. We are all dressed in similar attire - shorts and shirts in the first photo so 

the sense of togetherness and uniformity is evident. My grandmother was a 

seamstress who sewed all the clothes we wore, even the school uniforms. So I am 

sure that it was easier for her to dress us all similarly.  

In the second photo I am wearing a dress and the other two are in school uniform. I 

do not have a photo of my first day at school but looking at these photos I am 

reminded that I did not have a fear of starting school since I had older ‘siblings’ who 

were in the school already, and parents who were teachers. I was very excited and 

enthusiastic about going to school to the extent that I started school a year before 

the legal school-going age. I was excited to learn and be part of what my older 

siblings were doing. They were there for me at school and we spent time walking to 

and from school together and doing homework together, all as part of a serious 

endeavour.  

The initial excitement soon changed to fear which drove my achievement from then 

on. I learnt the ‘rules of being successful at school’ meant consistent hard work 

which was rewarded, I believed by making the family proud of me. Indeed they were 
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proud since copies of all my school reports were neatly kept, and I still have them as 

reminders of my learning journey.  

 Extracts from my school reports for the early years stated “This pupil has produced 

very good work throughout the year. Her hard work has been her reward to her as 

she has passed Sub A7” (Figure 5 and figure 6 my Sub A school report ) 

                                            
7 The formal school year started with Sub A, then Sub B, and then Std 1 through to 10. 
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Figure 5: Sub A report: inside 
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Figure 7 Std 1 class  

In figure 7, I am seated very seriously on the extreme left in the front. I was in std 1 

and my report indicated that -“Delysia is a diligent little girl. She has made very good 

progress in all her work. Examination results were very pleasing”  (Figure 8 and 

Figure 9: Report on progress of Delysia Bowler, 10 December 1969).  
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This trend continued with my school reports showing very good achievement in 

Arithmetic with comments such as “a steady and conscientious pupil”- Std 4, “worked 

very well throughout the year.. first out of 41 in Std 5”.  

I was hardworking, all through these school years. I had learnt and made progress in 

all my work. For me learning was not about playing. Learning was a serious 

business. School was not about fun. More so, there were subjects in the sciences 

which required even more serious engagement. I soon learnt that I had to do well in 

the ‘serious’ subjects to be successful. The fun subjects that did not really matter too 

much for my future were Languages, Arts and Crafts. I performed very well in 

Arithmetic, Environment Study and Health Education achieving full marks in the 

examinations whilst not achieving as well for the Languages, Arts and Crafts.  

I felt good and confident that I was able to achieve well in school especially in 

mathematics and the sciences which were regarded by my peers as being difficult 

subjects. I enjoyed the acceptance that I felt from my peers and the sense of 

belonging when I was able to assist them in understanding the ‘serious subjects’.  

 

What did this acceptance look like at High School? What type of 
relationships did I have with my peers in the High School 
classroom? 
I was in Std 8 in 1976 when the photo below was taken (see Fig 10). I see that we 

are seated on the teacher’s desk in the front of the class. There are no books or 

papers on the table. There is no writing on the green chalkboard behind the table. 

There are no charts or posters on the walls behind us. There is a set-square on the 

ledge of the board and my friend is carrying a ruler. I recall that we stayed in the 

same classroom from the morning til the afternoon with the various subject teachers 

coming and going. This photo must have been taken between lessons or during a 

breaktime. We are relaxed in the photo pleased to be in each other’s company. I was 

happy and safe in the school. 



92 
 

 

Figure 10 std 8 class 

The photo was taken in 1976 which was the year when the school children at Black 

South African schools protested against the inferior schooling offered by the 

apartheid government. The choice of subjects offered at the schools was limited and 

there were up to 40 learners in one classroom. Significant subjects – the serious 

science subjects – were only offered through the medium of Afrikaans which was a 

foreign language for the majority of Black learners and this made it totally impossible 

for them to pass. The schools for blacks and coloureds in the rural areas were 

generally not well resourced especially in the sciences.  

The school I was attending in Harding during the 1976 protests was not directly 

affected by the protest action of the students. The students at my school did not 

participate in the protest action even though the school was not well resourced and 

did not offer Physical Science. We were not fearful or resentful of the education we 

received even though there were shortcomings in the system. I needed to study 

Physical Science if I was to continue to fulfil my parents dream of me becoming a 

medical doctor.  My mother who was a home economics teacher, as well as the 

school guidance teacher had convinced me at this stage that since I was achieving 

so well at school, and I was such a serious student, I could become a medical 

doctor. To have a child become a medical doctor, was the pride of joy for every 

Coloured family. Not a teacher. Not a nurse. Not a lawyer. A DOCTOR!  

The sadness though, was that Physical Science as a subject required for entry into 

Medical School, was not offered at this safe, rural school. So I would have to leave 
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I had to leave the environment where I was happy and felt safe amongst my peers. 

Things were changing. I was to begin a journey, on my own, in a new school, an 

urban school which offered Physical Science and new environment with new friends. 

My rhythm of life was being changed. I asked myself “How am I going to find a 

balance between all the new experiences – from rural to urban school, from no 

Physical Science to Higher Grade Physical Science, from an English monolingual 

environment to a bilingual – English and Afrikaans class, certainty of the familiar 

environment to uncertainty of a new environment with new friends? How will this 

change affect my achievement at school? What new relationships will I make among 

my peers? How am I going to cope in a much larger school with more students? Is it 

wise to move to another school for the last two years of my schooling?  

So I left the rural school with a Junior Certificate which was issued by a National 

Department of Coloured Affairs examination department.  

The interesting thing to note on my Junior Certificate was my underachievement in 

Mathematics and History. I did not fare very well in Mathematics because I believe 

that the teacher did not prepare us adequately for the assessment. If only I had 

known what to learn, I would have learnt it and done well. There were questions in 

that examination paper on topics we had never been taught in class. The teacher 

shrugged off my queries about the paper saying that we should learn to work things 

out for ourselves if we wanted to succeed and not just be dependent on the teachers 

all the time. This was a hard but  good lesson which I took to heart in my new school.   

At the new school in Port Elizabeth, Afrikaans, one of the official languages that was 

just a subject at my previous school, was now offered together with English as a 

medium of instruction at the school. I was rather fearful of the changes in my life. I 

was taking a risk. New friends. New subjects. New teachers. New community. “Will I 

be successful in orienting myself?” In this new school which was bigger, only from 

Std 6 to Std 10, even though there were more pupils than in the school in Harding, 

the class sizes were smaller as is evident in fig 12.  
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Figure 12 Std 10 class. 

In Std 10, I was in a class with many more males than females, still all coloured and 

thankfully using English as medium of instruction. I came to the school with a specific 

plan to learn Physical Science and leave with good symbols that would enable me to 

enter Medical School. I was driven by the need to be successful as my family had 

made a huge financial sacrifice for my education. My mother always said “I will pay 

for your education as long as you achieve and when you achieve remember, no-one 

can take it away from you - it is your education”.  

I did do well at school and was able to quickly grasp the knowledge required to pass 

Physical Science. I was still very serious minded about school and did not make 

many friends even though there were only about 20 in the class. I was always in the 

top three of the class and received many book prizes at annual prize-givings. I was 

excited by this recognition of achievement which I had not experienced before.  

So the change was good for me. I knew that I had to achieve. So I did achieve. I 

made a success. I learnt. The competition at school was strong with no time for 

playing games. It was im-pressed upon me all the time. Yet again school was a 

serious business: no time to play. I persevered at school. I missed my family but 

soon gained a new family in the people with whom I stayed.  

 Whilst in my matric year of study I started having great doubts about becoming a 

doctor. The thought of working with blood and in a medical of environment made me 
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Why and how did I excel? The teacher helped me to understand and enjoy the 

subject, but also I ‘cracked the code’, or ‘learnt the rules of the exam game’ at that 

time. I had learnt from my Std 8 maths teacher, back in my safe rural environment, 

that I had to “Get to know the rules of the games played in matric exams. Get into 

the examiner’s head somehow. Learn what the teachers want you to know and you 

will be successful.” I decided to work things out on my own and predict a possible 

exam paper, study the questions and answers and hope for the best. I managed 

through studying past exam papers, to notice a trend in the exam papers that were 

set for learners writing the Department of Coloured Affairs exams. The examiners 

used questions from other Departments of Education9 question papers of a year or 

two earlier. To my amazement my gut instinct as well as the ‘code that I cracked’ for 

the examinations about what was going to be in the paper was spot-on. It worked 

and I was successful.  

My results for the other subjects were not that good because I wanted to prove to 

myself then that I could improve on my JC Mathematics mark. In terms of the 

Physical Science, even though I did not do it in Std 8, I was able to pass the subject 

in Matric and yes, with this education, I was able to attend University.  

The risk of entering a new school so late in my schooling years had paid off. I had 

changed and grown into a new person with independence and ready to take on a 

new challenge. 

What were the challenges I faced during my undergraduate years? 
What did I learn from these challenges?  
I had applied to the University of Durban–Westville to study Pharmacy. Following my 

mother’s gut instinct, we also applied for me to study a BSc at the then University of 

Natal, Durban - as she knew I wanted to be closer home. My heart was set on 

Pharmacy, with Chemistry as a second option, but not to study in Cape Town.  

I was not prepared for the responses I received from the universities and state 

organs. I was horrified and deeply hurt. The correspondence from the universities 

                                            
9 There were the Department of Coloured Affairs, Department of Indian Affairs, Departments of 
Education for each of the four provinces- for white students and the Department of Education and 
Training for the Blacks. 
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So I had to follow a course of study that was my second choice, not my heart’s 

desire. I was going to be a Chemist, not a Pharmacist. I was going to work with 

chemicals not necessarily with people. But before that, I would have to obtain special 

permission to study in an Institution close to home. I had to get to know the unwritten 

rules of how to get permission. I included a subject that was not offered at UWC in 

my application. Nobody checked whether I actually did enrol and pass that subject - 

but I never did, and still successfully completed my undergraduate study in the 

minimum time at a university close to home, which really wanted me. I took a risk 

and it paid off.  

I still feel angry about the fact that I had to obtain special permission to study at the 

university. The anger that I felt then, I still feel now when I need special permission to 

do things. I felt angry then and it was the anger that drove me to succeed in my 

studies. This emotion that I felt then and feel now as the “thoughts rise to the 

surface” (Pert 2008) confirms that much of the memory is emotion driven.  

Throughout my years of University study, I had very supportive peers in my class 

(see fig 17 to 20) as well as a group of coloureds (see fig 21) who were senior 

students in the Faculty of Science and able to mentor me in a rather informal manner 

and help me work through the anger I felt. I realised that I was not alone. I felt that I 

belonged to the community. I experienced a compatible, rhythmic pulsating 

movement of the electric current between myself and those supportive friends (Pert 

2008).   

I am still in contact with some of my peers and we still encourage and support each 

other in our endeavours and the life-affirming flow of loving energy (Whitehead 

2009a). I also had the support of my family who were with me at graduation (see fig 

22). This was a proud family moment as I am a first-generation university learner in 

the family. My family supported me throughout my spiritual life, in my physical life, 

mentally and emotionally. My mother had a three year teaching diploma obtained at 

a Teacher Training College when she was 20 years old. Through this same family 

support, she completed her fourth year of her teacher training course while I was at 

University. (see fig 23) 
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Figure 17 Senior Chemistry students in study room 

 

Figure 18 Delysia in study room 

 

Figure 19 peers outside chemistry building 

  

Figure 20: working in lab 

  

Working and 

socialising – whites 

and coloureds. 

Entry into a 

privileged world 
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Figure 21 Coloured mentors 

 

 

Figure 22 my family at graduation 

   

Figure 23 Graduation- my mother 4th year teaching diploma 

My lecturers at university were predominantly rather ‘old,’ White males in their late 

fifties as reflected in the graduation photo (fig 24). At that time, only ‘they’ became 

lecturers which was set aside for an elect few all of the same race classification. At 

My mother, a 

Lifelong learner 

My family- 

always there 

 

 

They all made it, 

I can too... 
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some of the Universities, this is still true even today. I never for one moment ever 

thought of myself as sitting there too one day as a lecturer. At that time, I thought I 

was going to be a Chemist working in Industry.  

 

Figure 24 graduation stage 

What did I learn whilst working in the Chemical Industry? 
After completing my undergraduate studies, I worked as a Chemist for about two 

years in a multinational company and did not have much interaction with people.  I 

realised that I needed to interact with people, to feel that relational dynamic energy 

(Whitehead 2009a). Chemicals and chemical equipment were too reactive for me, 

not interactive enough. I value engaging with people. But I also love technology and  

technical things. The laboratory environment that I worked in as a Chemist did not 

inspire or motivate me, I became bored.  

 

I applied for a job as a technical trainer in the same company and really enjoyed 

training workers in the production environment. I felt the need to understand more 

about education to be effective as a trainer in the industry. I was also influenced by 

my mentors that I met whilst studying at university since two of them were science 

and mathematics teachers respectively. They had successfully completed a post-

graduate qualification in education. Hence I enrolled for a correspondence post-

graduate diploma in education whilst still a trainer in Industry.  

 

Whilst enrolled for this diploma, I had an opportunity to apply for a position as a 

lecturer in chemistry at a Technikon10. I had become familiar with the education 

                                            
10 The Technikons are now called University of Technology and they still have a career focussed 
programmes but also now offer degrees and post-graduate qualifications. 
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offered at the Technikon through assisting and supporting my colleagues in the 

laboratory to solve problems they experienced whilst they were registered students 

at the Technikon. They were registered for a Chemistry Diploma on a part-time 

basis. I felt very privileged to be able to assist them at that time even though I was 

not a formally trained teacher or lecturer. I also was very interested in learning about 

this very practical course they were studying. The course was very relevant for 

working in the laboratory. This also had a great influence on me applying for the 

position at the Technikon as a Chemistry lecturer. I was so excited as at this time. I 

was getting married and planned to start a family of my own. I felt that a position in 

education would allow me to be a mother as well as pursue a career that would not 

be too demanding. I would be a whole new person breaking new ground. I have 

included a copy of an article that was in one of the local newspapers. 

 

 
Figure 25: Only woman lecturer 

What did I learn as a teacher within a Technikon? 
I was the first Coloured female lecturer to work in the Institution reserved for Indians 

only, as well as the only female Chemistry lecturer at that time (see newspaper story 

in Figure 25. I experienced similar feelings to when I changed schools. I went from a 

very comfortable zone to something new and unfamiliar, to follow my heart. I took a 
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risk to work in an environment which was different to what I had been in before.  I 

entered where I was ‘not supposed to enter’. I was taking yet another risk in my life. I 

loved the challenge presented by the new job.  

I discovered that my heart was in education.  

I soon learnt that I needed help in understanding the learning processes happening 

in my classroom. This was very different to what I had experienced as a trainer. 

There was this varying learner background in terms of work experience in the 

relevant field and different levels of interest in the subject that I was faced with in my 

classroom. I did notice soon enough that I needed different strategies for dealing 

with each class of learners in the part-time class. I had learners who had a vast 

experience of working in the Chemical Industry. In the full time class, the learners 

were directly out of school with no experience of the Industry. In spite of the 

differences, they both had to be taught the same content because they had the same 

assessments at the end of the course.   

I also taught Chemistry to learners at all levels of the National Diploma Analytical 

Chemistry. These learners were eager to know and understand more about 

Chemistry since it was their chosen career.  

I also taught Chemistry to learners for whom Chemistry was only an introductory 

subject for their Diploma in a field of Health Sciences or in a field of Engineering.  

I was the only female lecturer in the department and the only Coloured at a time 

when South Africa was still experiencing the hurt, pain and tensions of Apartheid. 

The learners in my classes were mainly of Indian origin and spoke English as their 

mother tongue at home. However over the years, this learner profile has changed to 

mainly Black South African for whom English is a second or third language or even a 

foreign language. Many of these learners came from schools that were under-

resourced with respect to facilities as well as teachers. They were from families of 

very low socio-economic status yet rich in culture and tradition. They were first 

generation tertiary learners who found it very difficult to ‘fit in’ to the Technikon 

environment.  

So faced with all these differing experiences in the classroom, how did I cope?  
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I experienced different flows of energy and values in the different classrooms. In 

some of them there was compatibility and a relationally dynamic and receptive 

response towards me and in others there was incompatibility of the rhythmic, 

pulsating electric current between us (Pert 2008; Whitehead 2009a). I felt that this 

was due to the students deeply emotional experiences they had whilst studying 

Chemistry at school level.  

My own personal experiences of studying chemistry at school – how I had to change 

schools due to chemistry, how studying chemistry at university was not really my first 

choice as mentioned previously – all came back to me when I walked into the first 

Chemistry 1 class that I lectured. Many of them were from schools that were under 

resourced – no chemistry laboratories and had unqualified science teachers (Bloch 

2009). I could identify with their feelings from my own learning of chemistry.  

I realised that I did not know much about teaching and education though I knew 

Chemistry. I was still studying towards the Higher Diploma in Education, and while 

the course was interesting, it did not help me understand what was happening in my 

class since it was more applicable to the school environment and not to the Higher 

Education environment.  

Most of my colleagues in my department that I taught with at that time knew their 

Chemistry, but had very little understanding of Education. They taught the way that 

they had been taught even though there were marked differences in the learner 

profile and course demands. I found that it did not work for me to teach the way that I 

had been taught, especially considering that the University I attended had an almost 

homogeneous, predominantly white, advantaged and privileged learner profile in the 

class. Another significant difference was that all the assessments at the University I 

attended were designed and conducted within each University autonomously.  

At the Technikon where I taught, up until the mid-nineties. All the learners from all 

the different Technikons wrote a common examination. The final year examination 

was set by external lecturers from other Institutions. So in teaching, I was soon 

‘trained’ to prepare the learners for the external examination. I had to ‘complete the 

syllabus as per National instruction’ so that my learners were not disadvantaged.  
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I felt very uncomfortable and uneasy. I felt that there could be a better way of 

teaching to ensure that the students were actually learning or engaging with the 

content. I was not happy to continue without getting some assistance to establish a 

better relationship with the learners in my classes. I could see that the learners were 

suffering, perplexed and fearful of failure. I too was also suffering, perplexed and 

fearful of failure in the classroom. I believed that there was a need for understanding 

and care, a need for human relationship between myself and the learners, a dialogue 

needed, similar to what Oliver Sacks refers to when he is treating patients not as 

“cases” but as people (Sacks 1990). 

The Technikon at that time had a unit with one person in it responsible for staff 

development and curriculum development across the campus. I soon found out 

where the person was since I kept asking my Head of Department for assistance. He 

eventually sent me off rather sceptically, to that unit with the words “Go and see if 

they can be of any help to you”. The person responsible for Academic Development 

was Mr Graham Stewart11. 

In my conversation with Graham Stewart, I got excited since I quickly realised that I 

was not alone in my concerns about how I could improve what I was doing. He 

listened to what I had to say, understood my difficulties and together we worked out 

a plan. I felt encouraged.  

The plan included an annual workshop for the Department of Chemistry during the 

end of year exam period to help us develop strategies and skills to deal with some of 

the problems we faced in the classroom. Soon these workshops were held twice a 

year and later on, they became more frequent as the Technikon employed more 

persons in the Academic Development unit. I learnt much from these workshops and 

on reflection, that is where the seeds for my involvement in academic development 

were planted.  

My knowledge and practice of teaching really evolved over the years. I was largely 

influenced by my interaction with the staff development unit. I was willing and eager 

to try something new in my class - to do things differently for the sake of 

improvement.  

                                            
11 Mr Graham Stewart is now Professor Graham Stewart, a Deputy Dean of the Faculty of Arts and 
Design and continues to be a powerful developmental force to the good. 
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As time went by, the Technikons were given more control to design and conduct 

their own assessments and I was able to contribute to these developments in the 

Department of Chemistry. But it was not only in and for the department that I 

contributed. I eventually became the person that co-ordinated the development of 

the Chemistry curriculum across all the Technikons: Our institution was the convenor 

Technikon for Chemistry. This meant that we had the responsibility of facilitating the 

development of a shared Chemistry curriculum for all the Technikons. As I interacted 

with the Industry representatives and colleagues from other institutions who were 

part of the process of curriculum development, my passion for engaging in learning, 

teaching and assessment issues developed.  

What have I learned from my post-graduate journey? 
The qualifications offered at the Technikons soon changed from only National 

Diploma’s and National Higher Diploma’s to Masters Diploma’s. This meant that my 

Honours qualification was not sufficient for me to teach at the Masters level. I 

needed to improve my qualifications to a Masters qualification. I was faced with a 

dilemma: “Do I complete a Masters in Chemistry or in Education?” By that time, 

having completed the postgraduate Higher Diploma and having taught for twelve 

years, my passion for Education was just as strong as my passion for Chemistry. 

The Technikon insisted that if I was to develop my teaching career within the 

Chemistry Department, then I had to register for a Masters in Science. At that time I 

wanted to stay in the Chemistry Department. However, I wanted to include Education 

in my studies since my primary role I saw as being an educator and not as a 

Chemist. I needed to find a university that would be able to include education as part 

of a Chemistry post graduate qualification.  

 

At that time, this notion of a multi-disciplinary qualification was still frowned upon by 

most of the universities. How could I want to do combination of such different 

disciplines whose epistemologies were generally regarded then as being so different, 

especially in South Africa? I could register for a Masters in Education and consider 

the science of Chemistry, and teaching of Chemistry as a science. However this 

would then mean I could not supervise or be involved with a Masters Diploma in 

Chemistry in the future, I would need to move and teach in the Department of 

Education. I did not want to do that. I wanted to teach Chemists and not teachers.  
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Through my networks across the tertiary institutions, I eventually found a University 

that offered a Masters in Science with a specialisation in Chemistry Education. I 

really enjoyed all aspects of the programme that was course-work based with a mini-

dissertation. I completed a Chemistry research project as well as a mini-dissertation 

that included the teaching of Chemistry. I was in my ‘Element’ to use Ken Robinson’s 

concept (Robinson and Aronica 2009).  

Being in their Element takes [people] beyond the ordinary experience of enjoyment or 
happiness…they connect with something fundamental to their sense of identity, 
purpose and well-being. Being there provides a sense of self-revelation, of defining 
who they really are and what they’re really meant to be doing with their lives. The 
Element is different for everyone. The Element has two main features, and there are 
two conditions for being in it. The features are aptitude and passion. The conditions 
are attitude and opportunity…An aptitude is a natural facility for something. It is an 
intuitive feel or grasp of what that thing is, how it works, and how to use it. Finding 
and developing our creative strengths is an essential part of becoming who we really 
are…many people are good at something but don’t feel that it’s their life’s calling. 
Being in your Element needs something more – passion. People who are in their 
Element take a deep delight and pleasure in what they do. Attitude is our personal 
perspective on ourselves and our circumstances – our angle on things, our 
disposition, and our emotional point of view. Many things affect our attitudes, 
including our basic character, our spirit, our sense of self-worth, the perceptions of 
those around us, and their expectations of us… without the right opportunities, you 
may never know what your aptitudes are or how far they might take you… a lot 
depends on the opportunities we have, on the opportunities we create, and how and 
if we take them. Being in your Element often means being connected with other 
people who share the same passions and have a common sense of commitment. In 
practice this means actively seeking opportunities to explore your aptitude in different 
fields. Often we need other people to help us recognise our real talents. Often we 
can help other people to discover theirs. (Robinson and Aronica 2009: 21 - 25)  

 

The Masters course was offered by distance-learning which meant that I did not 

have any face-to-face sessions with my lecturers. The only time I had face-to-face 

sessions was when I met with my supervisor for my mini-dissertation. So I had to be 

a self-directed learner.  

Well, who was the ‘self that was me’ at this time? Whilst juggling through the roles of, 

amongst others, wife, mother, daughter, educator and learner I did the course part-

time.  

Whilst registered for this course, I experienced major changes in my life. I changed 

jobs, and both my biological and step-dad died within nine months of each other.  

The change in jobs happened whilst doing my coursework aspect. I accepted a two-
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year contract position, in the same institution, in the academic development unit. 

This position was as the Effective Learning Centre co-ordinator where I would have 

an opportunity here to engage with learning, teaching and assessment issues whilst 

helping academics to develop innovative learning materials. I was excited to take this 

contract position since my position in the Department of Chemistry would still be 

there after two years, if I wanted to return. So I saw this as an opportunity to test 

whether my passion for learning, teaching and assessment would grow or just fade 

away.  

All of this was happening in the same time period that both my fathers died. The loss 

of both my dad’s was a traumatic time for me since I was present at both of their 

deathbeds. The one died as a result of cancer and the other one from a ruptured 

aorta. I had a good relationship with both of them and felt the losses deeply.   

How did this affect my studies? Well the double loss came at a time when I had just 

received feedback on my mini-dissertation. Both examiners had written extensive 

comments. I did not even read them carefully. I thought there was no way I would be 

able to address their concerns. The mini-dissertation lay on my desk for over a year, 

uncorrected.  

I just could not pick it up and make the changes. I did not believe in myself that I was 

able to do anything. At a time like this in my life, all that lay between me and getting 

the MSc was the completion of the mini-dissertation. It was a dear colleague of mine 

in academic development unit, who, each time she came into my office, kept on 

asking me when I would complete. Eventually I gave her the documents and said 

“Please advise me what to do here. I just cannot believe that I can do it”. She read 

the comments through and said “Take the comments one line at a time and respond 

to them”. From what she could see, I had the ability to make the changes and 

resubmit.  

For that whole year, no-one from the university where I was registered had contacted 

me. My supervisor had left the University. She was in a new job and I knew that if I 

was to be awarded the MSc, it was up to me.  

It was this colleague from my own institution who assisted me to eventually decide to 

spend one week to make the necessary changes and resubmit. She believed in me. 
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I felt that this was a negative experience for me that ended up positive. We made a 

connection and since then, she has been my mentor and friend. I finally graduated 

with a Masters degree in Science (Chemical Education). I have included 

photographs of my family – my husband and two sons, and me at my graduation in 

figure 26. 

 

Figure 26: My family at my MSc graduation 

In 2002, my Technikon merged with another Technikon and we became the Durban 

Institute of Technology. When my two-year contract position came to an end, the 

Institute extended it and eventually converted it into a permanent position in 

academic development. So I became fully involved in advising and guiding academic 

staff in their learning, teaching and assessment practices. It was during this time that 

there was another change and the Institute became a University. The requirement to 

teach in a university was that I had to read for a Doctorate. The same colleague who 

influenced me to continue with my Masters study was the one who approached me 

to read for a Doctorate in Technology with a specialisation in Education, and she 

became my supervisor.    

I was taking yet another risk. I registered for a doctorate in the last year that the 

qualification was offered at the Institution and also at a time when there was huge 

uncertainty regarding my position in the academic development unit. It was not only I 

who was under threat. All of us who worked in the unit were challenged in the same 

way because of the merger and the status change. The unit had no permanent head 

of department, no defined structure and hence was not recognised by the university 

even though we provided valuable academic development support for the academic 
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staff in the Institution. In the midst of all this, I was asked to lead the unit. I was 

excited by the opportunity presented to lead the unit but was also fearful of failure I 

was taking yet another risk.  

I still had much to learn. I experienced mixed emotions. I drew on my deep reserves 

of feeling and intuition as I was faced with leading the people in the unit. I had to 

discover my aptitude and demonstrate ‘an intuitive feel or grasp’ to lead the unit. 

Many of the decisions I made were based on my intuition which I felt in my whole 

being not only in the frontal cortex of my brain that was associated with rational 

thinking (Robinson and Aronica 2009:22). I had the passion. I had the opportunity 

and the attitude to learn all I could, so soon I was in my Element. The relationships 

with my colleagues were life-affirming and we shared some deeply emotional times. 

It was during these times of intense emotion that I truly learnt about myself as a 

leader, and how to lead.   

One of these times was in 2007 when the staff and I were told that we had to lose at 

least six staff from the unit which we believed was already too small to fulfil all the 

professional development work that we were required to do in the university. The 

staff and I were angry and upset by this proposal which would see the staff relocated 

to the faculties who did not have suitable space for them. The six staff were to leave 

the building that we all occupied as a unit. There was no space for them in the 

building which was to be taken over by another unit. I knew that it was wrong since 

the staff were not given any opportunity to present their point of view. However I 

knew that we risked losing staff from the unit unless I used the opportunity to find a 

new perspective on the situation. I had to be creative and innovative about the 

situation. I recalled that the unit had unused space in another building on a different 

campus that was not well utilised, and of which the University Senior Management 

were not aware. I thus proposed to Management that we would move out the 

building to another space. They were happy to get the space they needed and were 

no longer interested in moving the staff to the Faculties. So my intuition was correct 

in that it was not necessary to lose the staff. I had learnt that it was important to trust 

my intuition. The life affirming relationship with my colleagues grew more and more 

and we became very supportive of each other as we grew to trust each other.   
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Conclusion 
In this chapter, I have presented an account for my understanding of learning as a 

biochemical process in relation to my own journey as a learner. I have shown how 

during critical incidents of my own learning I have experienced “thought-filled 

emotions and emotion-filled thoughts” (Conolly 2001:126). My learning has involved 

the taking of risks, learning the rules of the game to succeed in my studies, 

experiences of rejection and the love-filled joy and joy-filled love of family and 

collegial support and a sense of achievement. 

I believe this account is significant as I am reminded by Kathleen Pithouse-Morgan, 

a scholar of self-study,  

A thorough and contextualised investigation of the self can inform educational 
engagement in general – as the general is embedded in the individual (Pithouse- 
Morgan 2010).  

Also, from the Krishnamurthi quote at the beginning of the chapter, “for it is within 

each one of us that the whole of existence is gathered” (Krishnamurti 1968:17). 

Through engaging in the emotional impact of critical incidents, I have come to 

understand myself and the process of learning in deeper ways (Ellis and Bochner 

2000). 
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Chapter 5 

How does learning happen?:  
My Spiritual learning story 

 
For the Anthropos,  

that mysterious composite of flesh and spirit,  
reflects a latent spirituality in [her] gestes and in [her] behaviours.  

Marcel Jousse 
 

Introduction 
In this chapter I provide an account of my evidence of the biochemical nature of 

learning from the perspective of spiritual learning and through a spiritual lens. From 

my lived experience as an ordained priest and teacher in society, I share what 

matters to me, what I care passionately about and the difference I want to make in 

the world as a follower of the teachings of Jesus. I provide evidence of not living out 

my values through telling my emotion-filled story which leads to an identification of 

my concern of lack of whole-being-learning of Christian Spirituality. I use multimedia 

narratives to share how activities that I undertook to address my concern have 

influenced my own and the spiritual whole-being-learning of others. From the 

evidence of my influence I experienced as well as my influence on the Christian 

Spirituality of others, I am able to generate my spiritual living theory.  

What really matters to me?  What do I care passionately about?  
What kind of difference do I want to make in the world? 
I have been ordained priest in the Anglican Church within the Diocese of Natal, 

Durban since November 2011. My faith journey to the ordained priesthood has been 

one of active growth in my Christian Spirituality. It matters to me that I am aware of 

my spirituality, and as such, I am passionate about my development of my 

spirituality. It follows then that the good hearth and development of the spirituality of 

others is also my concern. 

I believe that spirituality is “vital and non-negotiable lying at the heart of our lives” 

(Rolheiser 1998:6). It is vital and non-negotiable because I believe we are each born 

into this world with a spirit that cries out and is either life-giving or destructive. 

Hence, I believe our spirituality shapes our actions in life.  
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There are many definitions of spirituality but I regard 

…spirituality [as] not about serenely picking or rationally choosing certain spiritual 
activities like going to church, praying or meditating, reading spiritual books, or 
setting off on some explicit spiritual quest…[spirituality is] what [I] do with [the fire that 
burns within me], how [I] channel it, is [my] spirituality…it is about being integrated… 
within community … in harmony with mother earth… (Rolheiser 1998:6) . 

In Christian Spirituality, I believe that the ‘fire that burns within me’ is the energy of 

the Holy Spirit that is like a fire within me that moves me to act. This fire within me is 

the warmth I experience as I believe I am in the presence of God. My link to this fire 

burning within that moves me to action reminds me of two biblical callings. The first 

is the calling of Moses in the book of Exodus Chapter 3 and the second is the day of 

Pentecost as recorded in the book of Acts chapter 2. (RSV 1975).  

Moses was called by God as “the Lord appeared to him in a flame of fire out  of the 

midst of a bush”  to lead the Israelites out of Egypt to the promised Land (RSV 

1975:Exodus 3:2). The Israelites were not living in harmony with the Egyptians and 

they were suffering under oppression. Moses was called to approach Pharaoh for 

the release of the Israelites. Through the power of the Spirit of God within him, 

Moses was able to work together with Aaron and others to lead the Israelites out of 

Egypt. Moses was able to act based on his spirituality, with success. 

On the day of Pentecost in AD 33, the disciples who had followed Jesus teachings 

were gathered in one room all full of fear. They were fear-filled in that Jesus, their 

teacher and King, whom they believed to be the Messiah, had left them and gone up 

to heaven. They felt alone and bewildered. As they gathered, they experienced 

“tongues as of fire, distributed and resting on each one of them. And they were filled 

with the Holy Spirit and began to speak in other tongues, as the Spirit gave them 

utterance” (RSV 1975:Acts 2:3-4). All those gathered there were moved to act, to 

“integrate within the community” and go out to be witness of Jesus. They 

experienced a growth in their spirituality.  

As a spiritual leader in the church and teacher in society, I am also passionate about 

the spirituality of others. As a teacher, I believe in, and am inspired by, the greatest 

teacher who ever lived, the person, Jesus (Goodier 1943; Riley 1997; Jousse 2000; 

Stanton 2002). 
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I have observed how the 11 Methods of Jesus the Teacher (Goodier, 1943) have 

been used by many teachers whom I consider to be good teachers. The methods 

used by Jesus according to Goodier (1943:497) are: 

1. Jesus introduces the lesson with a question or problem. 

2. Jesus capitalised on the present situation. 

3. Jesus taught from the known to the related unknown. 

4. Jesus recognised the importance of individual differences and adapted his instruction 

to the needs of the individual. 

5. Jesus saw the latent possibilities in the individual and sought to arouse a desire to 

develop those possibilities. 

6. Jesus’ teaching was marked by its naturalness. 

7. Jesus as a pedagogue made things easily comprehensible 

8. Jesus teachings were graphic and vivid - using nearly forty parables 

9. Jesus used figurative language such as the proverb, the epigram, the paradox and 

the hyperbole. 

10. Jesus used humor in his instruction 

11. Jesus had courage in presenting his message in a face of opposition.  

I remind myself that Jesus challenged the hegemony of the day and seized 

teachable moments as a teacher, and look for ways to do the same.  

Jesus was accompanied by his twelve “Galilean artisan-paysans” disciples (Jousse, 

2000:51) Thus the disciples learnt as they interacted with him face-to-face and heart-

to-heart on a daily basis and as he showed care and interest in the difficulties being 

experienced by the peasant population “in the traditional agrarian society of first 

century Palestine” (Botha 1998:34). These difficulties included poverty, poor health, 

and corruption, and discrimination, prejudice and injustice of every possible kind 

(Jousse, 2010:234ff; Matthew, V, 3-9, 10-12; Luke, VI, 20-26). Jesus’ aim was to win 

“a pedagogical Civilising war” (Jousse, 2000:51) against these inequities and 

injustices. 

Jousse identified Rabbi Ieshoua, the Galilean - for me Jesus, The Teacher, - as “A 

teacher-by-imitation, a mimo-teacher, a rhythming-teacher” (Jousse 2004:109). His 

disciples learnt by ‘imitating’ him through listening to, and watching, him as he 

taught. Jesus’ disciples, or as Jousse prefers to call them, “Apprehenders” (Jousse, 

2000:173 inter alia), learnt “by heart” (Jousse, 2000:18 inter alia) from observing him, 
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and recorded their learning and understanding in memory, being orally traditioned in 

the use of the mnemonic oral-style (Sienaert 1990; Jousse 2000; Conolly 2001; 

Jousse 2001b; Jousse 2010), and not schooled in the literate mode. Jousse calls the 

disciples “Apprehenders” as they accessed the learning with their whole bodies and 

souls as they listened, watched and then recited and repeated the gestes of Jesus 

using the mnemonic oral-style (ibid).  

 

Jesus’ method of teaching was to speak to the many who followed him and gathered 

where he stopped, using the mnemonic oral-style (ibid) with which both he and his 

listeners were familiar, given their common peasant origins. Jousse identified the 

origin, nature and operation of the mnemonic oral-style, through his anthropological 

and gestural study of numerous communities all over the planet, and with special 

reference to the peasant communities into which he had himself been born and by 

whom he was raised (Sienaert 1990; Jousse 2000; Conolly 2001; 2001a; 2001b; 

2004; 2005; 2006; 2010). 

 

What are my values and why? 

Loving, kind, respectful, considerate, impartial and sincere treatment of others are 

strong spiritual values to me. As a Christian, I have learnt from the Bible that I am to 

do good to all (Gal 6:10), have love for both my neighbours and my enemies 

(Matthew 5:43), show respect to everyone (1 Peter 2:17), demonstrate [sisterly] 

kindness (2 Peter 1: 5 – 7) and be considerate, impartial and sincere (James 3:17).  

I believe that there is a need for more love in the world. All of us, not only Christians, 

should all be following Jesus’ commandment to love God and love our neighbours as 

ourselves. As a leader in the Christian church, I value loving relationships where 

each person is allowed to be authentic in that relationship. My love is based on the 

commandment of Jesus to love each other just as He loved us (RSV 1975: Matthew 

13:34). God loved us so much that He sent Jesus, Son of God, in flesh, to live 

amongst us in the sinful world (RSV 1975: John 3:16). Jesus loved us so much that 

he gave His life for us on the cross. After his death and resurrection, God the Holy 

Spirit was sent to comfort, counsel and lead us to all truth (RSV 1975: John 14:15-

17). I know and experience that love and comfort of God in my life especially in my 
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pain and suffering. As a disciple of Christ and an ordained priest in the church I 

believe that it is important to share the love of God amongst all creation who are 

groaning (RSV 1975: Romans 8: 22). It is not easy to do so especially in a world 

where there is a feeling of so much brokenness, hurt, mistrust, anger and hatred. I 

believe though that I can make a difference in peoples’ lives through sharing that 

love. I believe that love can be shared through prayer, and through action. “Love 

bears all things, believes all things, hopes all things, endures all things” (RSV 1975: 

1 Corinthians 13:7). I believe love is the emotion that Jesus Christ commanded us to 

share with each other.  

Furthermore, I value having fun or experiencing the joy of my Lord, Jesus, in my life. 

I believe that life is not all about seriousness. In the book of Psalms the writer 

expresses “ [God] has put more joy in my heart” (RSV 1975: Psalm 4:7)  and in 

Psalm 16 David talks about how by being with the Lord, his soul rejoices and he has 

fullness of joy. Jesus himself in the Gospel of John says to us “ these things I have 

spoken to you, that my joy may be in you, and that your joy may be full” (RSV 1975: 

John 15 :11). 

I value loving other people and being in their presence, feeling their dynamic energy 

as they interact. I value not only being in their presence but also challenging them to 

develop and grow in all the dimensions of their being – spiritually, physically, 

emotionally and mentally. I value supporting and encouraging people as they 

experience difficulties and challenges in their lives. I value being impartial and not 

being judgemental of people and their ideas as they interact with others and as they 

seek meaning for their own lives. In my own life and work, I value loving what I do, 

having a passion for what I do and having fun and pleasure in all I do. Having fun 

and pleasure in what I do makes me feel good. I experience a joy-filled love and a 

love-filled joy. 

What is my concern? Why am I concerned? 
I am concerned that people are experiencing a lack of joy, passion and awareness of 

God in their lives.  

They are not spiritually active in the life of the church and society. I am concerned 

that their spirituality is not fully active and not fully biochemically (in)formed. 
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Spirituality is biochemically (in)formed and I believe that, I as a human being, 

experienced the reality of the Law of Interaction (Jousse 2000), viz.   

‘The Acting One – acting on – The Acted upon’ 
 

in the form of 
 

‘The Loving one – loving – the loved one’, 
 

ex-pressed in the algebrised form, as 
 

‘God loves me’. 

I would like to see a community and society in which we live out our spirituality and 

all “feel good” and “feel God” (Pert 2006). I want to provide a space and opportunity 

for people to share love, show humility and be of service to each other as they each 

learn, move, change, develop, understand and grow to be who they were created to 

become, with all their potential fully realised. 

What evidence do I have for my concern? 

My evidence for my concern about the lack of joy-filled love and love-filled joy in the 

lives of others stems from my own experience. I see that others are experiencing the 

same kind of a lack of joy-filled love and love-filled joy that I used to experience. As I 

critically reflect on my journey of faith, I realise that I have had a significant incident 

in my life when I experienced personal spiritual growth, learning, movement, change, 

development and understanding. I became aware of my own spirituality.  

How did I discover that God loves me?  

In July 1993, I woke up one winter’s morning and discovered to my greatest despair, 

that my face was paralysed on the left side, my left eye was unable to blink, my 

mouth was drooping to the left and I could not hold anything in my mouth: food and 

drink dribbled down my chin. My eyesight was affected. My speech was slurred. My 

eye could no longer blink involuntarily and hence lubricate my eyeball. I had to wear 

an eye-patch over my left eye to prevent it from drying out.  

I was diagnosed with Bell’s Palsy. The ear, nose and throat specialist informed me 

that there was no medical cure for Bell’s Palsy and that he was not sure whether my 

face would ever return to normal.  
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I experienced extreme emotional discomfort as people stared at me particularly when 

I was in the classroom as a Chemistry lecturer. I went into a state of depression and 

questioning of God. I did not feel the love of God. I believed that I was just not good 

enough to be a lecturer any longer. I feared that I was going to lose my job. I 

grappled with the same spiritual questions that Parker Palmer says we all have as we 

yearn to connect with ‘the largeness of life’ who for me I believe is God: He alludes to 

the questions in Let Your life Speak- Listening for the Voice of Vocation  (Palmer 

2000) and presents them as follows in Educational Leadership:  

Does my life have meaning and purpose? Do I have gifts that the world wants 
and needs? Whom and what can I trust? How can I rise above my fears? 
How do I deal with suffering, my own and that of my family and friends? How 
[do I] maintain hope? (Palmer 1999: 6-8) 

I prayed. I tried to connect with God in my prayers for over three months. I cried out 

to God seeking answers. Did he really love me? How could this happen to me? 

Even though I attended church services of worshipping and praising God, I prayed 

and  I meditated on the Bible as the Word of God I had not experienced God’s love in 

my situation with Bell’s Palsy. I came to doubt that my faith was strong enough.  

The structure of my Christian faith resonates with the fourfold structure of faith that 

John Macquarrie presents as firstly, a commitment to the values of Jesus Christ; 

secondly a confession that Christ is the Son of God; thirdly a belief that Jesus Christ 

is a real and significant person; and fourthly that faith is experienced as a response 

to or an awakening to “a reality outside of ourselves claiming the allegiance of that 

which is most deeply within ourselves” – it is not something we create ourselves, it is 

grace (Macquarrie 1973). My lack of faith meant that I was in need of committing to 

the value of Jesus Christ as loving God his Father. I was in need of believing that as 

a real person he was concerned about my health and my desire to be healed, made 

whole. I was in need of responding to the grace of God through Jesus Christ, upon 

my life. 

I exercised the value of loving God through His son Jesus Christ and in the power of 

the Holy Spirit. I used prayer and meditation as a form of communicating with God 

whom I loved, seeking answers to my situation. We as the Christian community 

believe that our Lord Jesus brings health, life, joy and peace and that he  “came that 

[we] may have life , and have it abundantly” (John 10:10 RSV 1975). I believe that 

just as Christ healed over two thousand years ago - according to the Gospels in the 

Bible (RSV 1975), he can still heal today through priests, the laity as well as doctors, 
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nurses and other medical staff.  I believe that God works through prayer and the rites 

of Laying on of hands and Anointing as well as through the medical fraternity. In this 

case, of my Bell’s Palsy, I started off seeking healing through the medical fraternity.  

During September 1993, about three weeks after the medical specialist had 

pronounced that there was no medical cure for my condition, the local Anglican 

church of which I was a member held a healing service on a Wednesday evening. It 

is normal for the church to have healing services for the sick in the community. By 

this stage of my illness, I felt more comfortable attending the Wednesday evening 

regular worship services at the church than Sundays. Fewer people attended the 

Wednesday services and I did not have to endure so many people staring at me 

because of the eye-patch and my drooping face.  

Trusting in God’s unfailing love, that he would use this sickness for my own spiritual 

growth and to his glory, I prayed before going to the healing service and I said “Lord, 

according to your will, may I be healed”.  

When my husband and I arrived at the church, it was very full with many more people 

than those that usually attended. Many of them came seeking healing. The priest 

who conducted the healing service was a gentle giant of a priest in whom I detected 

a deep peace and serenity. I believed that Christ was truly living in him. The 

atmosphere in the church was also very calm, like the calm felt before a storm is 

experienced. I felt the mystical presence of God in that place. I felt filled with a deep 

sense awe and wonder of God, a sense of humble submission to his power. I felt a 

sense of expectation deep within me as the service reached the point when the priest 

called all those in need of healing to the altar rail. The priest held a bottle of holy oil in 

his hands to anoint each one of us as we knelt at the altar rail.   

As I stood up from the pew that I was sitting in, I felt a trembling throughout my 

physical body: I was shaking involuntarily, and markedly so. I was nervous and 

excited at the same time. I am not sure why I was nervous and excited. Maybe I was 

nervous about the healing and how I would response to the infilling of the Holy Spirit 

during the laying on of hands and the anointing. Maybe I was excited about the 

anticipated healing that I was going to receive.  My heart was beating very fast in my 

chest. I became oblivious of the people in the church. My focus was on getting to the 

altar rail. As I walked into the centre aisle of the church, I felt tears rolling down my 

right cheek. I used my hand to wipe away the tears on that cheek. I could not feel 

anything on my left side of my face. There were no tears on my left cheek. My left 

eye could not tear. I felt strange crying with one eye only. As I came up to the altar 
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rail, I experienced an overwhelming uncontrollable desire to cry out loud. I cried. I 

sobbed. My whole body shook uncontrollably all the time. The gates of my deep-

seated emotions were released in floods of tears as I knelt at the rail. I did not 

understand at that time what was happening to me. 

I cannot remember exactly how many other people were at the altar rail. I was the 

last person along the altar rail I kept sobbing all the time even up to the point when it 

was my turn for the priest to stand in front of me and pray. I could barely utter the 

responses to the priest as he asked me to affirm my belief in the power of God to 

help me. At that point I closed my eyes to experience the spiritual moment and not be 

distracted by anything. I desired spiritual wholeness, a spiritual connection with God. 

I felt the priest placing his thumb with holy oil on my forehead. He signed my 

forehead with the sign of the cross whilst praying: 

Delysia, I anoint you with oil in the name of our Lord Jesus Christ. May our 
heavenly Father make you whole in body and mind, and grant you inward 
anointing of his Holy Spirit of strength and joy and peace. Amen (Church of 
the Province of South Africa 1989: 506).  

I recollect that I felt the pressure of the priest’s thumb on my forehead for a long time 

after the congregation had said “Amen”. By then my crying had stopped and I felt at 

peace, but the pressure of the thumb was still on my forehead and my eyes were 

closed. When I opened my eyes, I expected to see the priest still standing in front of 

me as I still felt the pressure of his thumb on my forehead. However, the priest was 

not standing in front of me. He had returned to the altar and I was looking at his back. 

So whose thumb did I feel on my forehead still applying pressure? It was not a 

physical thumb of anybody. There was no physical being standing near me. Then I 

became aware that I had a feeling of such joy, peace and serenity within me. There 

was definitely a sense for me that it was God through the power of the Holy Spirit that 

was touching me and making me whole. I am reminded of the words of a song that 

we sing in church that has the following lines: 

  He touched me,  
Oh He touched me, 

  And oh the Joy that filled my soul 
 Something happened,  

And now I know,  
He touched me and  
made me whole. 
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I felt that I could also identify with the blind man, the bleeding woman and many 

others that Jesus healed. When I sat down in the pew next to my husband, he asked 

me “How do you feel? What happened up there? Why were you crying?”  I did not 

know what had happened so I replied “I do not know and do not really understand 

why I was crying”. I wondered what was the cause of my tears? What had triggered 

that physiological process in my being? Was it the release of pent-up emotions of 

fear of possibly losing my job, fear of the possible social isolation? Was it the emotion 

of joy and excitement of possible physical healing? I did not know.  

As I was seated there, I stroked my left check with my fingers. My face still had no 

sense of feeling on the left side. I did not have a mirror and was unable to see 

whether my face and my mouth were still drooping. “Oh my!” I thought. So I asked 

my husband if my face and mouth were still drooping. He said that it looked like my 

mouth was not drooping that much but my face was still looking different on each 

side. I started to feel excited and wanted to get home, to a mirror, to make sure for 

myself that there was a change, a healing. I felt the fears of the possibility of losing 

my job and the social isolation lifted off my shoulders. I was no longer fearful. I felt 

that I had the strength to carry on. I was no longer felt depressed. But the question of 

whether both sides of my face were healed and whether I would need to wear an 

eye-patch still remained. I could not wait to get home.  

When I returned home after the service and looked in the mirror, what I saw 

confirmed for me that my mouth was no longer drooping. I drank a cup of coffee and I 

noticed a difference in my mouth: I was able to sip from the cup without it being 

messy. I was able to use my lips fully, not just suck on the straw through the right 

side of my lips. My words were much clearer. In my opinion, I was healed. But I still 

needed to go to the medical specialist for his assessment as my left eyelid that was 

unable to blink started drooping and I still felt very little sensation on the left side of 

my face. 

The earliest appointment that I could get with the medical specialist was on the 

Monday of the following week. I continued to monitor myself each day after the 

healing service. I noticed my speech improving a bit and my eye still looked like a 

lazy eye with the eyelid still drooping half closed. I continued to massage my face.  

I could not wait for Monday’s appointment.  

The appointment was in the morning so I went straight from home to the specialist’s 

rooms. I went alone. As I walked from the car park to the surgery, I was constantly 
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touching and massaging my left cheek, trying to activate some more feelings in my 

face. I was pulling my mouth from side to side checking that both sides of my mouth 

were able to move together. I had removed the eye-patch. I was excited to hear what 

the medical specialist would find and say to me.  

The receptionist greeted me in her cheerful manner as I entered the door. “Good 

morning, Mrs Timm. You are looking rather cheerful this morning. You are not 

wearing your eye patch.” She had noticed how happy I was feeling and that I was no 

longer wearing the eye-patch. She did not say anything about my droopy eye. I 

replied “Good morning to you to. Indeed, I am feeling good. I am actually feeling 

blessed in that I believe that this Bell’s Palsy is on its way out, no longer going to 

bother me”. I hesitated a bit though after that and said, “But my eye seems to be 

doing its own thing now”.  I was hesitant because I was not actually sure how long it 

would still take for the effects of the Bell’s Palsy to be completely gone, for my eye to 

be back to normal. I took a seat in the waiting area all the while still touching and 

massaging my face. There were no other patients in the waiting area. I was the next 

patient to see the doctor.  

It was not long when the specialist’s consulting room door opened and he was 

available to see me. I took a seat in my usual chair. “So how are you feeling this 

morning, Mrs Timm?” the specialist asked. “I was feeling very happy and better until I 

walked in here” I said to him. “I am not sure now how I am feeling as I will wait first 

for you to assess me. My face is still without much sensation and my left eyelid has 

now started drooping.” “Oh,” he replied, “but something definitely has improved in 

your condition. You are speaking much more clearly and your mouth is no longer 

drooping.”  

He came closer to examine me as I remained seated. In silence, he touched my face 

and examined my eye. He asked me to open and close my mouth a few times. I 

noticed a confused look on his face. As he turned to walk back to his desk, he asked 

“When was the last time I saw you?” I replied “Well doctor, it was about a month ago 

when you told me that it would take anything up to eighteen months for my face and 

eye to come right, if at all”.  

He looked at my file open on his desk, still with a confused expression on his face. 

“Now what?” I thought to myself. “I am absolutely astounded”! the doctor said after a 

long pause, “I cannot believe that you have improved so much since the last time you 

were right here in this chair! You have healed so quickly”.  To which I responded, 

“Doctor, do you believe in miracle healings?” I had noticed a rosary of prayer beads 
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of the people following a Roman Catholic faith on the shelf behind his desk. I 

proceeded to tell him what I had experienced the previous Wednesday evening. 

From my account and what he saw in front of him, the doctor’s response was “ Well, I 

cannot deny the physical evidence of this healing in your body. It is indeed for me a 

miracle healing. I did not expect to see this at all from my previous experiences with 

similar patients!”  

I was completely healed. There was no evidence of Bell’s Palsy, and I have never 

had a relapse and believe I never will. I was healed by the power of my loving Lord, 

Jesus Christ, my Saviour. 

I believe that my pain and suffering was a necessary part of my listening to and 

hearing God shouting in my pain and thus necessary for my spiritual growth. After 

my physical healing experience, I was led to discover my “sense of meaning, 

purpose, values and religious practices” which are all spiritual factors in life (Dossey 

2009:38). Books, over and above the Bible, that I read, which helped me towards 

finding a sense of meaning and purpose in my life were Mans search for Meaning 

(Frankl 2004), The Purpose Driven life – What on earth am I here for (Warren 2002), 

Reclaiming the Body in Christian Spirituality (Ryan 2004) and Your Life in Rhythm 

(Miller, B 2009). I believe something else happened during my healing, I felt drawn to 

be a channel of God’s redemptive love. 

My personal story of my experience of spiritual energy is linked to deep feelings of 

emotion that I could never explain.  Why did I cry uncontrollably in the church during 

the healing ceremony and process? Was the emotion part of the “fire burning within 

me” (Rolheiser 1998:6) Was I experiencing that urgent longing, eros for God in my 

life? Was there a biochemical change happening within my body (Pert 1999) due to 

these emotions? Or were the emotions a result of the biochemical change? Why had 

I doubted God’s love? Was it so that I could go through this loving experience to 

enter a new level of spirituality in my life? Through my own story of growth and 

healing, I experienced the coming together of God, or Holy Spirit and the emotional 

reality of my physical body or of being glued together. 

As I reflect on these questions with my colleague, Joan, she prompts me to find out 

what could have been the possible causes of Bell’s Palsy? I was told by a medical 

specialist – in layman’s terms- it was a ‘cold in the nervous system that had caused 
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the paralysis’. There are possible viral infections that also result in Bell’s Palsy- there 

is however no definite physical cause for the condition. I believe that Bell’s Palsy is 

one of the emotion driven conditions in humans. During the time that I got Bell’s 

Palsy, I was trying to deal with a family crisis that I perceived to be huge in my life. 

As I reflect on the family crisis, I realise that it was about a lack of love in 

relationships, a deep-seated, paralysing coldness.  

I had experienced intense emotions of personal fear and depression during the Bells’ 

Palsy which changed to feelings of love, joy, peace and serenity within me after the 

healing. My emotions “within [became] more valuable than the [appearance] without” 

(de Chardin 1959:62) as I experienced the physical healing. I “felt good and felt God” 

(Pert 2006) I believed that I was healed. I was physically healed as the paralysis on 

my left side disappeared. My mouth could close as I ate food and drank liquids. My 

left eye was blinking involuntarily again. My physical body had learnt to function 

optimally again. My gestes had changed from inactivity to their automatic reflex 

action. My spiritual energy was increased. In retrospect I changed from believing that 

I was ‘Just Not Good Enough’ to being ‘Absolutely Good Enough’ through that 

connection of my body, my mind, my spirit and my heart. I was able to “do things  

which [kept me] energised and integrated, on fire and yet glued together” (Rolheiser 

1998:17).  

I had experienced spiritual growth. I had understood. I believe that ‘to understand is 

to love’ - I had learnt to love again. As I love God and love others with whom I come 

into contact, I am able to understand them more. I had experienced a joy-filled love 

and a love-filled joy in my healing encounter. Jousse provides me with an 

explanation for the intense embodied experiences:   

…man will nonetheless strive to Mime the actions and interactions of the invisible 
world through the intermediary of his corporeal-manual being. Man senses, 
moreover, that this is more or less how the beings of the invisible world proceed then 
they, in turn, try to reveal themselves to him. It is logical indeed that they can only do 
this by making the normal, ordinary ‘actions’ of the visible world ‘act’ in an unusual 
and astonishing fashion. For it is in no way illogical to believe that invisible beings are 
more ‘powerful’ than visible beings (Jousse 2000:77). 
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I believe that, I as a human being, experienced the reality of the Law of Interaction 
(Jousse 2000), viz.   

‘The Acting One – acting on – The Acted upon’ 
 

in the form of 
 

‘The Loving one – loving – the loved one’, 
 

ex-pressed in the algebrised form, as 
 

‘God loves me’. 
 
How does God love me? The characteristic geste of God or his Essential action is 

loving and there are an indefinite number of Transitory actions that spring forth from 

‘The Acting One, God. These Transitory Actions of loving are intussuscepted within 

the fibres of ‘The Acted Upon’. I, as ‘The Acted Upon’, then express this loving 

through the  gestes of kindness, patience, forgiveness, courtesy, humility, generosity 

and honesty (Chapman 2008). Gary Chapman, who has written on Love as a Way of 

Life (Chapman 2008) has expanded on the expressions of each of these 

characteristics in the following way: 

 Kindness – discovering the joy of helping others   
 Patience – accepting the imperfections of others  
 Forgiveness – finding freedom from the grip of anger  
 Courtesy – treating others as friends  

Humility – stepping down so someone else can step up  
 Generosity – giving yourself to others  
 Honesty – revealing who you really are . 
 

What have I done about my concern? 
In order to move towards a more active spirituality as a form of whole-being-learning 

- movement, change, growth, development, understanding - in the life of the church 

and society, I have engaged, and continue to engage, in activities for my own 

personal spiritual growth: I have become a learner of Christian Spirituality. I serve 

others, as part of my teaching ministry, by providing and sharing in opportunities for 

them to grow spiritually. As a teacher, I have a passion to connect, I feel what Parker 

Palmer describes as a teacher who feels a 

deep kinship with [Christianity]; [I wanted] to bring [others] into that relationship, to 
link them with the knowledge that is so life-giving to me …to share [my] values and 
[my] vocation (Palmer 1993: x). 
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I have undertaken and participated in a number of initiatives to actively learn my own 

spirituality and help others to actively learn their spirituality. These initiatives include 

the following which are not in a chronological order: 

I am studying for a Bachelor of Theology degree 

I have become an ordained member of the clergy  

I participate in a liturgical dancing group 

I teach floral arrangement and participate in floral arrangements within the church  

I host and facilitate a group bible study every week 

I facilitate and participate in Quiet Mornings for Women  

 

I identified people with whom I had interacted in these initiatives to give me written 

feedback on three questions (see Appendix C: written responses of participants) 

1. To what extent and how did I influence your learning during our time as…..? 

2. To what extent and how did you influence my learning during our time as….? 

3. Can you describe the emotions you experienced during these learning 

moments giving instances or examples as appropriate  

I reference the audio/video interactions with the participants using the following 

format: (SOP12 number, name, date, exact time of utterance in minutes). I omit the 

time for the written responses as they were a maximum length of a short paragraph. 

I had a conversation about the questions with Faith and Fr Terry which I audio 

recorded. The people who responded to my three questions in writing are tabulated 

below. 

 

 

 

                                            
12 SOP – Schedule of Participant in Appendix B 
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Initiative Name of Person who responded SOP number13 

Theological Studies & 

Bible Study 

Anton 2 

Liturgical Dance Charys 

Heidi  

Lola 

6 

7 

8 

Floral Arranging Dawn 

Hylton 

Charys 

9 

10 

6 

Bible Study Charys 

Fiona 

Des 

6 

11 

12 

Quiet Morning Judy 

Joy 

Alice 

Cheryl 

Lorraine 

Des 

Linda 

Joan 

Marge 

13 

14 

15 

16 

17 

18 

19 

20 

21 

 

I extracted phrases/parts of the responses to the questions that showed me the 

emotions and feelings experienced and learning, movement, change, growth, 

development, and understanding of spirituality. 

How did studying theology influence my whole-being-learning of 
Christian Spirituality? What evidence can I present of this 
influence? What evidence can I present of my influence on the 
Christian spirituality of others?  
I registered as a part-time student in January 2004 for a Bachelors degree in 

Theology with a correspondence college. I enrolled for these studies as part of my 

                                            
13 This number corresponds to the schedule in Appendix B 
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Fellowship of Vocation process in the local church on the advice of my local parish 

priest, Fr Terry. My understanding and knowledge of Christian Spirituality before I 

registered was limited to what I had learnt about twenty-eight years earlier, as part of 

my Confirmation course.  

Fr Terry and one of my fellow students, Anton, encouraged and supported me during 

my studies. Anton and I formed a study group in the parish as a support to each 

other. We meet at least once a week to discuss the questions and tasks for the 

assignments. My formal education up until this point was focussed on Chemistry or 

Chemical Education, so the world of theological education was very new to me and 

different to what I had studied before. I was very excited about the course since it 

provided me with an opportunity to register for courses that were relevant to my 

practical ministry in the church and for my spiritual growth (See the curriculum 

outline in Appendix E).  

I found that all the modules that I chose contributed to my spiritual growth especially 

doing the modules 7003- Growing spiritually, thinking theologically,  7377- Teaching 

the faith, 7372- Proclaiming our Faith and 7401- Integrating Theology and Ministry. 

These modules were very practical in nature. The written tasks in the assignments 

required me to reflect and report on projects/workshops/discussions in my local 

church and to interact with different types of people. I experienced a course that was 

not ‘bookish.’ I was able to focus on the “explicit gestes of what was real” (Jousse, 

2000:129). Jousse describes a “bookish” course as one that : 

keeps [me] focused on the mechanisms of writing and not on the explicit gestes of 
what is Real. To pose our greatest human problems in the medium of writing only is 
to distort them from the very start (Jousse 2000:129). 
 

I was able to be face–to-face and heart-to-heart with the reality of spirituality and 

theology as it informed, besieged and constrained me. My brain, hands and whole 

body were mimers and re-players of interactions I had with my priest, fellow students 

and members of the Parish. The studies influenced my sermons that I taught in the 

church. 

 

One of the first subjects that I registered for was module 7372- Proclaiming our 

Christian Faith. I registered for this course since I believed that as a teacher I had 
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the spiritual gift of teaching and the course would equip me with the necessary 

knowledge and skills to be able to share sermons in the church. I was able to share 

my knowledge as a result of my studies during sermons. In my sermons, I aimed to 

raise people’s awareness of their own spirituality by relating to their lives and 

experiences, by challenging them directly and by surprising them with creative 

innovations. I responded to my own spirituality during my sermon preparation and 

delivery. The more I responded, the more readily my spirituality informed what I had 

to say.  

My process of sermon composition has emerged along the following lines. On 

Monday, I start by praying and reading the Bible verses that have been set for the 

day according to the lectionary (Anglican Church of Southern Africa 2011). I pray 

and do these readings numerous times for a few days before I actually start writing 

the sermon. As I do these readings, I try to understand what the reading is about by 

using commentaries and various versions of the Bible. In my prayer time I listen for 

what God is saying to me is relevant for me in these readings. I become more aware 

of my own life experiences, past and present, that may relate in some way to what I 

have read. I reflect on the experiences of the parish, the parishioners and the 

community in relation to the readings.  

I normally have many conversations with myself about the possibilities for the 

sermon. Some of the thoughts I feel good about and some of them just do not seem 

to make me feel like I get the point of the readings. I always feel that there is a direct 

message from God, firstly for me, then for the congregation in all my sermons.  

By Saturday afternoon, I am ready to compile a mind-map with all my ideas for the 

sermon. The ideas that finally get included in the sermon are those that make me 

“feel Go(o)d” (Pert 2006) deep in my stomach, and address issues tugging at my 

heart. Normally I end up with about three main thoughts to explore or expand upon. I 

jot down a few paragraphs around these thoughts and read over them quite a few 

times to get the geste of the message. I need to feel the words in every fibre of my 

being before I am comfortable with standing up and delivering the sermon. At times I 

go to sleep on a Saturday evening with what I believe to be the completed sermon 

only to awaken at day-break with a strong message from deep within my being to 

change the sermon. And until I sit down and make the changes, I do not feel at 
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peace within myself. I have found over the years that I have been teaching from the 

pulpit without counting words or timing myself beforehand, when the sermon is right, 

the duration during the service is no more than 20 minutes.  

Before I stand in front of the congregation to deliver the sermon, I pray first for 

guidance, wisdom and inspiration. I never read my sermon from the words I have 

written down. I use the notes as a guide to remind me of the main points. Instead I 

speak freely, expressing myself as I feel is the best expression in response to the  

energy I sense from the congregation. I respond to their presence which is life-

giving. Quite often I find that I am unable to stand still. I need to move my arms, my 

body, and make eye contact with the congregation. I also need to use different 

objects as far as possible in my sermons so that people can relate to tangible things 

and remember what was said. I include some relevant humour to make the people 

feel relaxed if it is appropriate. I also use different tones and  inflections, in my voice, 

and pause, and vary the volume and pitch to keep their attention.  I realise that there 

were times when I say things during my sermon that I have not planned to say at all, 

and some people tell me afterwards that they felt that they were very meaningfully 

directed to them. I recently started audio- and video-recording my sermons so that I 

could listen to what I have said, or rather what God has said through me. Perhaps 

there was a relevant word there for me which I had spoken but that I had not written 

down.  

 

Figure 27: Delysia delivering her first sermon as ordained priest in Church 

In the attached video-clip of the first sermon that I taught at St Augustine’s Church, 

Queensburgh, on Sunday 27 November 2011, as a newly ordained priest, I am 

surprised to notice the spontaneous  “corporeal-manual ex-pression” (Jousse 2000) 
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in my style. Figure 27 is a photograph of the video which can be viewed on YOUtube 

at http://youtu.be/GRHo0Lh8NuU or on the enclosed DVD. 

 

The church has imposed a lectern with a microphone from which I am to teach my 

sermon as accepted practice and as such I am restricted to be fairly stationery and 

unable to walk about as Jesus teaching in the mountains and from the boats on the 

lake of Galilee. Instead I make frequent eye contact with the congregation and 

occasionally look down to read the points that I have made. As I move within the 

space, I notice that I create a strong physical presence through my eye contact and 

spontaneous gestures. In this video, I see that there is evidence of the “dynamic 

vitality of [my] performance as an indivisible whole” (Conolly 2002:162). My 

movements are spontaneous expressions of my inner energy and intussuscepted 

Mimemes - my microscopic geste. I see that I spontaneously raise and lower my 

hands, I extend them forward and backwards and as I extend them outwards, I see 

that I also move my fingers to emphasise what I am saying. I see that my whole body 

moves from side to side and back to front, as I scan the audience, making eye-

contact with them across the room. I see that I am able to engage with them during 

the sermon.   

 

While the corporeal-manual ex-pression is evident in my style, I hear on the video 

that my speech patterns are also engaging. I hear that the volume of my voice 

increases and decreases, and the pitch of my voice rises and falls as I make 

significant certain points in my sermon and as I pose questions and challenges. I 

hear that my tone is very vibrant as I speak. I realise that there are times when I 

speak very fast with an upward inflection and am able to switch to a slower pace for 

greater emphasis. I note that I use times of silence after making a significant point or 

posing a question to engage the congregation. I hear the responses of the 

congregation during the sermon as I make a statement that prompts action from 

them. In order to ‘listen’ to the congregation, I have long moments of silence which 

are not pauses, but silences filled with meaning. I feel the energy of the congregation 

as I am talking. 

 

I see and hear that my gestural and vocal movements are indivisibly part of the 

actual content of my sermon, and that this content is enhanced by the extra-linguistic 

http://youtu.be/GRHo0Lh8NuU
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corporeal-manual gestures and laryngo-buccal modulations, of pitch, pace, pause, 

volume, and inflection (Jousse 2000).    

 

On reflection, I realise that I have included my written notes of the sermon 

preparation as well as the outline of the sermon, but I also realise that I have 

included more information and aspects in my actual sermon than in the written text 

as I have felt led by the Spirit. I have included a copy of my written text I prepared for 

the sermon as appendix….. 

 

I realise that I have experienced this ‘led by the Spirit’ as a force within me that rises 

up in my being from deep within me. I feel it deep within my gut and if I do not 

express it then I feel a loss in the rhythm of my sermon – at times there are no words 

to express what I am feeling and thinking.  

 

I believe I capture everyone not only by what I say, but also by my actions or rather 

my corporeal gestes. I feel encouraged during my sermons from the responses of 

intense energy of love that I feel from the people whilst I am speaking and from their 

loving questions, comments and after the service. I am able to express my love of 

and for God in my sermons. 

 

In the video-clip there is evidence of me challenging the congregation to think about 

what is happening in society and in their lives. Anton who has completed his 

theological studies and is a Lay Minister and a member of Fellowship of Vocation, 

believes that my sermons  

“… are always informative, challenging, encouraging, and unquestionably 
messages from God as we as God’s people are brought to a better 
understanding on who God is, what His will for us is, bringing us to an 
understanding how we are to live our lives, as loving servants of God and 
loving neighbours to all of creation.” (SOP 2, Anton, March 2011).  

Anton tells me that my sermons have influenced his spiritual growth in a positive 

manner. I am encouraged by Anton’s comment as he is very knowledgeable of 

scriptures and has a loving relationship with God. 
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Both Fr Terry and Anton, believe that I have challenged them. Anton says that 

“Delysia questions or interjections” that challenge his “mental boundaries” and get 

people thinking (SOP 2, Anton, March 2011). Fr Terry said that I “challenged 

people’s boundaries” (SOP 3, Fr Terry, March 2011, 9:24-9:37 mins). I am reminded 

as I listened to him that I felt the need to ensure that I truly understood what he was 

talking about whenever he was introducing something new or different in the church. 

I was not happy just to do things without fully understanding what or why I was doing 

what was requested by Fr Terry. Only when I felt good about an answer did I stop 

asking questions. Conversely, I believe that is why I was able to entertain people that 

voiced their own opinions and asked questions about things that I had said. If they 

were unhappy, I felt that I needed to listen to them carefully and help them to be 

content and happy with what they were doing. 

 

Faith confirmed the positive impact on her spiritual life of my sermons as she 

believed they were “inspirational (…) I hung on every word (…) I loved your sermons 

(…) you captured everyone (…) I was very, very moved and interested (…) (SOP 4, 

Faith, March 2011, 2:01 mins)… [they helped me] follow the way I should be living” 

(SOP 4, Faith, March 2011, 2:01 - 2:43mins). As Faith shared her feelings about my 

sermons, she spoke in clear distinct manner saying each word very deliberately and 

slowly and increased the tempo towards the end.  

 

Faith is over 70 years old and did not believe her memory was too good, however 

she did remember how she was “startled” by the fact that I threw beans at them 

during a sermon. She recalled the action of me throwing the beans during a sermon 

about the parable of “the Sower” even though she could not actually remember the 

words I spoke at that time. The emotion of feeling “startled” that she experienced at 

that time of the throwing action ensured the intussusception of that action into her 

fibres of her whole being. That action was embedded into her and she was able to 

express her knowledge of what she had learnt. Her learning of spirituality was active 

and even when she prayed, she felt a “whole lot better (…) God has his arms around 

me” (SOP 4, Faith, March 2011, 6:26 – 31) which she expressed in a very loving and 

caring tone of voice.  She experienced spiritual growth and “felt good” and “felt God” 

(Pert 2006). 
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I audio-recorded a conversation I had with Fr Terry on SKYPE14 about my influence 

on him and his influence on me during my studies and time in the parish. The full 

recording with Fr Terry and his wife Rita can be listened to on the enclosed DVD. Fr 

Terry and Rita, his wife, encouraged me and supported me by sharing their love for 

God and people. At the time when I joined the parish in 1994, my family was the only 

‘coloured family’ in a ‘white parish’ with very few Blacks and Indians. Generally, there 

was still a strong feeling of inequality amongst the racial groups and people were not 

very accepting of each other. I did not feel any racial tension towards me in the 

church, and felt loved by the people. I found Fr Terry and Rita to be very loving. Fr 

Terry was not afraid to speak his mind especially on matters where people were 

marginalised. He was the Rector of the parish and had an authority and 

responsibility in the church which many people felt they could not challenge and 

accepted everything he said and did. I believed that he was intelligent and well-

versed in scripture and church doctrine. He made me think critically about things and 

was always open to a good discussion and debate about issues, I think partly 

because of his training as a lawyer.  

 

Fr Terry recognised that my “relationship with Jesus was so strong” (SOP 3, Fr 

Terry, March 2011,1:07mins), emphasising the word “strong” by saying it louder and 

more forcefully than the other words, giving a sense of the strength of my 

relationship with Jesus. He believed that my relationship was so strong that I was 

able to be a peace-maker amongst the different race-groups in the church. I believe 

that I can only be a peace-maker, when I am sharing God’s love with all.  

 

Rita, his wife, believed that I was able to “make things clear” (SOP 3, Rita, March 

2011,2:48). She was able to say that slowly and deliberately with a pause at the end 

before adding “for me” as she felt it very strongly within her being. When there was a 

problem, she would come to me about looking for help. 

 

When Fr Terry commented on my discernment process to the ministry, he thought 

long and hard before responding. He spoke very slowly, choosing each word very 

deliberately and carefully. He saw the love I had “for Jesus (…) for the church (…) 

                                            
14 Sadly, Fr Terry retired from the priesthood in October 2010 and emigrated to New Zealand. 
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for things sacramental” (SOP 3, Fr Terry, March 2011,7:38mins). His expression of 

these words reiterated each time the love I had for the various things which is 

indicative of the Law of Interaction (Jousse 2000). I believe that as I experienced 

God’s love, I was able to love others and as I loved them, they were able to love  

others and me in return as well.  

 

How did participating in liturgical dance influence my whole-being-
learning of Christian Spirituality? What evidence can I present of 
this influence? What evidence can I present of my influence on the 
Christian spirituality of others? 
I accepted an invitation in April 1996 to become a member of the ‘Dance for Joy’ 

liturgical dance group at St Augustine’s Church. The formation of the liturgical dance 

group was initiated by one of the ladies in the Parish who had a passion for dance 

and had observed liturgical dancing in another church. I am not gifted to sing but I 

believe that I have rhythm in my body to offer as worship.  None of us in the group 

had any formal dance training: we only had a passion and desire to express our love 

for God through dance.  At the age of 35, with no training or experience in dances for 

an audience, I felt anxious about being able to dance ‘correctly’, but I was also 

excited about being able to use my whole body in worship.  

In the Hebrew tradition, dance functioned as a medium of prayer and praise, as an 

expression of joy and reverence, and as a mediator between God and humanity. 

(Taylor, MF 1976: 81). This tradition from the Israelites is found in the Bible 

especially in the case of David who danced before the Ark of the Lord ( 2 Samuel 

6:14) and in the case of Miriam and all the women who danced after the Israelites 

crossed the Red Sea (Exodus 15:20) (RSV 1975). Liturgical dance was forced out of 

the church during the Reformation (Coleman 1995). I am delighted that with the 

liturgical renewal of the twentieth century, dance has begun to be accepted in the 

worship life of the church and been researched by dancers through Queensland 

University of Technology (Coleman 1995). 

The ‘Dance for Joy’ group decided on the name as we believed that our aim was to 

bring joy to people’s lives through dance ministry. The group size varied from four to 

eight persons. Our ages varied as well from teenagers through to those of us above 

30 years old. We gathered weekly for about two hours each time to learn the dances 
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and to gain a Christian spiritual understanding of dance. We danced to Christian 

music. We spent many hours listening to the music. Listening to the words and 

feeling the rhythm of the music. Once we had decided on the moves, we repeated 

them many times to commit the dance moves to memory through physical practice. 

We rehearsed the dances to ensure that we worked together as a team and that we 

were able to move our bodies in response to the music. We danced at major 

festivals and seasons in the church. Many of our dances were video-recorded so that 

we could reflect on them for improvement.  

As I watch the videorecording of one of our liturgical dances to the song, Father of 

Life that we performed in the church for a Women’s Day service in December 2009 I 

observe that I am truly enjoying myself during the dance. I remember that I felt so 

close to God in the dance. I felt then and always that I am able to draw energy for 

the dance from the divine. I realise that I experience in the Law of Interaction,  

‘The Acting One – acting on - The Acted upon’ 
as, ‘ 

The Energising one -  moving  - the dancing one’, 
then 

 ‘the dancing one - energising – the receiving one’ 
and recorded in the algebrised form as ‘ 

God moves the dancer’ 
and 

‘Dancer energises the congregration’ 
 

so that during this action, the congregation in turn also experiences the spiritual 

energy from the dance. At the end of each dance, the congregation are always 

moved to applaud as they experience joy.  

 
I shared the video of the dance with Joan, my supervisor and she observed “in your 

dance, I see the ex-pression  of humility, celebration and appeal to God. I sense that 

you are communicating with the divine, God, through the dance”. In Figures 28 and 

29 which are photographs taken from the dance video, I show how I am using my 

body in worship.15  

                                            
15

 The dance video can be accessed on Youtube at http://www.youtube.com/watch?v=S7schvtPNOk&feature=youtu.be 

http://www.youtube.com/watch?v=S7schvtPNOk&feature=youtu.be
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Figure 28: Delysia raising hands in dance worship 

   

Figure 29: Delysia using her whole body in dance  

When I reflect on my liturgical dance experience, I realise that I feel the connection 

with God during the movements. I enjoy the beauty of the dance.  It makes me feel 

so humble when I am able to connect and communicate with the awesome power of 

God. 

Charys, Heidi and Lola responded to my three questions as ‘Dance for Joy’ 

members via email and Facebook. Charys was one of the oldest members in the 

group at age 55. She loved dancing and did not let her age get her down. Heidi and 

Lola were both leaders of the group at different times. Their leadership style was 

very participative and open. They gave leadership from the perspective of organising 

the group together but not from a spiritual leadership perspective.  

Charys said I influenced her by being “cheerful”, Heidi said I “shared joy”, and Lola 

said I was “encouraging and inspiring”. They all said that my commitment and 

faithfulness to the Dance group was also what influenced them. I never missed a 

Monday evening practice session unless I was out of town on business. I was always 

available to dance. Even if I was the Lay Minister on duty, I performed both 

ministries. I know that my inspiration and commitment was driven by my love of the 

Lord and the desire to worship Him in dance.  

When I watch the video, our joy is evident as well as the awareness of our own 

spirituality. Through dance we have been able to use our bodies fully in the 
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expression of our love for God. As I mentioned previously, none of us were trained 

dancers yet we learnt from each other. This learning was definitely triggered by the 

joy that we felt for what we were doing, thus making the learning of the dance easier 

and quicker to achieve. I believe that our myelin sheaths (Fields 2005; Fields 2008b) 

for the dance movements thickened as we practiced so that we were able to dance 

without hesitation and stumbling.  

To be able to dance effectively, I am convinced that both my physical being and my 

mental being were definitely involved. I was very aware that I was having to count 

the steps and get the timing of the movements correct whilst still smiling and 

enjoying the dance. It is interesting that on those occasions which marked the 

heartrending chapters in the liturgical calendar, such as Passion Week, particularly 

Good Friday, and other days of repentance, I still found a deep joy and spiritual 

satisfaction in dancing the ex-pression of my love for God.  The spiritual aspect of 

my being played a large role since it was that communicating with God which was 

what the dance achieved, and, I believe stirred up in those watching.  

 

How did participating in floral arranging influence my whole-being-
learning of Christian Spirituality? What evidence can I present of 
this influence? What evidence can I present of my influence on the 
Christian spirituality of others? 
Each week, I admired the beautiful floral arrangements in the church, and had a 

desire to be able to create such arrangements. In 1994, I attended a six week course 

on floral arranging that was offered at one of the local parishes. I discovered that 

flowers have a lot of symbolism and representation in Christianity just as in some of 

the other religions such as Buddhism, Hinduism and Chinese religions (Kandeler and 

Ullrich 2009)16. Whenever I see a passion flower growing on a vine, I am reminded of 

the passion of Jesus, his scourging, and crowning with thorns and crucifixion. Each 

part and colour of the flower is meaningful for me as they provide visual meaning of 

the Gospel story. I find myself admiring each flower as I place it into an arrangement 

guided by my inner instinct as to where the flower should go. Each one has a 

different colour, texture, size and form. I feel a connection with the flowers as I 

arrange them. 
                                            
16 http://campus.udayton.edu/mary/resources/m_garden/research.html 

http://campus.udayton.edu/mary/resources/m_garden/research.html
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The six week floral arranging course which I attended was very practical with us 

doing a different arrangement each week and learning about the types of flowers, the 

preparation needed for a successful arrangement and the various design elements. 

Attending the course made me excited about floral arranging and I used every 

opportunity to put into practise what I had learnt. I am able to relate to created nature 

through flowers and am able to see the “thou-ness” of God’s creation around which 

Buber (1958:6) presents as one of the three spheres of life in which the world of 

relation arises (Ackermann 1991). 

In 1996, I joined the flower panel at St Augustine’s Church. There were four of us in 

the group who arranged flowers regularly for the Sunday services. The group was 

mixed in terms of gender and age. I was the youngest in the group with the oldest 

being approximately 60 years old. Most of the group had been arranging flowers for 

years with no formal training: they simply had a passion for working with flowers.   

When I joined the group, I offered six basic lessons on flower arranging to the group 

to affirm their knowledge on flowers and floral arranging which already existed and to 

share the knowledge with those who were unsure. I covered the following aspects 

with respect to floral arranging - the mechanics, the importance of colour, care and 

use of flowers and the various basic shapes and designs that are commonly used.  I 

encouraged the participants to be very interactive and hands-on, which came easily 

to them as they followed their passion.  

Each person created their own floral arrangement every week as part of the session. 

I created a safe space for each person to commit themselves physically, mentally, 

emotionally and spiritually to floral arranging. Once the basics of flower arranging 

had been covered, I encouraged people to be creative and innovative in their floral 

arrangements especially during festivals like Easter, Christmas and Pentecost. 

During these festivals, we all worked together to interpret various Biblical themes 

that were appropriate for the season using flowers, cloths or any other materials.  

We each shared our ideas and created a final design for the arrangement from the 

various contributions. We took photographs of our arrangements so that we could 

have a record of the various designs that we had created.  

The figures 30 to 32 below show how we worked together as a team to get the 

arrangements together for one of the Easter Sunday services. We had worked for a 
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few weeks before the day to plan the design, get the frame made and purchase all 

the flowers and other materials needed.  

  

This was a very big arrangement that depicted the purity of The Risen Christ in the 

centre using white flowers, and the different colours and shapes all around 

represented the many nations that worship The Risen Lord. The arrangement was 

very big and different from the normal types of arrangements that were made for the 

church. I recall how we had to work together with ‘all hands on deck’- see fig 30- to 

get the oasis well secured onto the metal frame. The metal frame had been designed 

by us and made up by one of the gentlemen in the church. The frame had to be 

covered in plastic. We used plastic bags which had to be secured with plastic ties in 

a manner that was tight enough, yet not so tight that they tore through the plastic. 

The teamwork and collaboration that was required is evident from the pictures.  

Figure 30 shows the physical strength and dexterity that was required to bind the 

oasis - polystyrene foam that is wet and used to hold the flowers in place - onto the 

steel frame. Looking at figure 31, I recall how we worked step-by-step and kept 

stopping to reflect whether it was going according to plan or whether we had to 

change something as the arrangement and the flowers we had on the table 

‘interacted’ with us. I found the flowers ‘interacting with me’ because as I looked at all 

the flowers, suddenly one would ‘jump out at me’, and I would know that it was the 

correct size bloom to fit in the gap on the oasis.  We needed to ensure that the 

number of flowers were correct and would fit into the desired space with the desired 

effect.  

This arrangement took us more than two hours to complete with many tense 

moments in between as to whether we had sufficient flowers and whether they would 

actually not fall off the oasis.  

Oh, what joy we felt when the plan came together in the end (Figure 32). We felt joy 

from the sense of achievement, and also joy as a sense of relief. All our “molecules 

of emotion” (Pert 1999) that are hard-wired for pleasure were interacting and 

vibrating synchronously. We were able to express our immediate knowledge of the 

Easter Story that was deep within our hearts, soul and mind, within our whole 

beings. We were able to express through speech what our desire and thoughts were 
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about the Easter story. We were able to express through the mediation of the 

flowers, the Easter story from the Bible. With each other in a group, we had made a 

connection with God, using the flowers to bring it all together. The ex-pression of our 

spirituality had been achieved by realising our connections and relationships with 

each other, and the connection between God and His creation.  

As a whole-being  person, I, and each one of us arranging the flowers, was able to 

“embed the countless actions and interactions of the universe in my [our] entire 

acting, sensing and knowing being” (Jousse 2000:73). In terms of the Law of 

Interaction,  

‘The Acting One- acting on- The Acted Upon’, 

the Propositional Geste in floral arranging is: 

The Showing one - attracting – the arranging one’, 

and then 

‘the arranging one – placing – the showing one’ 

and then 

‘the containing one – holding – the showing one’, 

and then 

‘the showing one – speaking – the observing ones’ 

which can be ex-pressed in an algebrised modern style as 

‘The flower attracts the florist’, ’The florist places the flower’ 

and 

‘The frame (vase) holds the flower’, ‘The flower speaks to the congregation’ 

 
At times we would start out following our original plan for the design of the 

arrangement but as we continued, the plan would change spontaneously. This 

change is influenced by the balance and rhythm  that would feel very different as we 

proceeded: the flowers would just not look right in a certain place: the shape or 

colour or size of the flower would determine that it be moved to a different place in 

the whole arrangement. A completed floral arrangement is a Mimographic 

expression that we as floral arrangers compose. 
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Figure 30: Team approach to floral arranging 

  

Figure 31 thinking and planning the floral arrangement 

 

Figure 32 joy expressed by all on completion of the floral arrangement 

This joy and feeling of confidence to express themselves and their spirituality more 

whilst arranging the flowers was evident in the written responses I received from the 

group members when I asked them about my  educational and spiritual influence on 

them. Dawn and Charys who are in the photographs above together with Hylton 

responded to my questions. The main themes from their responses was that they all 

regarded the relationships between us as being mutually reciprocal and full of fun.  
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Dawn and Charys found “friendship” and sharing of ideas through “listening” and 

Hylton appreciated “taking constructive criticism”. 

Our love for each other was also evident in the energy of our relationships when 

Dawn and Charys experienced “lots of joy and laughter” and Hylton felt “co-

operation” when working with me on the flower panel team. Hylton felt that “church 

comes alive with the bright floral arrangements”, and Dawn experienced the “Holy 

Spirit [guiding] our hands” and Charys felt “closer to God”, all of which provided 

evidence of the emotion-filled experience of arranging flowers together for love 

forand in praise of, God.  

We frequently encouraged each other and critiqued floral arrangements in an open 

and honest manner, providing advice and comments to improve the arrangement. 

This was always done in a loving manner towards each other. In addition, the more 

frequently we arranged flowers, the more confident we became and were able to 

arrange flowers in shorter times, more spontaneously. I believe that this is evidence 

of the process of automaticity where the more the neural pathways were enhanced 

and the myelin sheaths around the neurons were thickened by the repetition the 

more proficient we became (Fields 2005; Fields 2008a; Stewart and Williamson 

2008).  

As I felt loved by God, I was able to love what we were doing and connect deeply 

with God and with nature through the flowers. My spirituality thus grew each time we 

arranged flowers and contemplated their beauty as I “find God in all things and all 

things in God” (Ignacimuthu 2010: 80). Ignacimuthu further reminds me that: 

To see a flower as witness to the gentleness of God’s mind and to smell its fragrance 
as the sweetness of his (sic) touch…are attempts to sense God’s presence 
(Ignacimuthu 2010:84). 

 

How did I use Bible Studies to influence the whole-being-learning 
of Christian Spirituality of others? What evidence can I present of 
this influence? What evidence can I present of my influence on the 
Christian spirituality of others? 
I was approached by Fr Terry of the parish to lead a bible-study group with the 

parishioners in 1997. I had been attending a bible-study prior to that and the then 

leader had moved out of the area and then left the church. Apart from deciding as a 
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group that we would meet on a Wednesday evening, there were no hard and fast 

rules and prescriptions about the format or content of the sessions. There was a 

great mix of people in the group. The group of about eight to ten persons met for two 

hour sessions in various homes on Wednesday evenings. The people’s ages in the 

group ranged from about 23 years old to over 60. Each person brought his or her 

own wisdom and level of spirituality. I was guided by either the Rector, by group 

members or even by my theological studies as to the topics we discussed. The 

topics ranged from issues of personal spiritual development to the impact and 

significance of Christianity in our local community, as part of Creation as well as in 

the wider Diocese. They included Diocesan Lenten topics such as Here am I 

Lord…Send me, (West, G 2012)  the Hospitality of God (Nicolson 2010)  and from 

other sources – Beyond Ourselves (Morgan 2010); Towards a Transformed Society 

(Diakonia Council of Churches 2011).   

I used a variety of approaches inclusive of a Contextual Bible Study (West, Gerald 

1993), Quaker Approach, Havrutah and Lectio Divina as ways of reading the Bible 

(TEEC 2005b). The sessions included sharing knowledge of various aspects of the 

Bible, theology, church doctrine and personal life experiences. I encouraged group 

members to co-facilitate or facilitate sessions of the Bible-study. Each person was 

allowed to be creative in their facilitation of the session. To prepare for the sessions 

that I facilitated, I prayed and read through any material that I had been given or that 

I found in relevant books or on reliable internet sites.  

As the people gathered together at the beginning of the evening, I tried to get a 

sense of ‘where they were’ and how their day had been. I listened to their 

conversations amongst each other – ‘Were they happy to be there?’ ‘Had they 

dragged themselves out?’ ‘Were they excited about the course we were doing?’ ‘Did 

they have family support to attend?’ I watched their body language very closely as to 

their actual movement. ‘Did they walk slowly and lethargically?’ ‘Were they feeling 

vibrant and full of energy?’ ‘Were they looking irritable and frustrated?’  

I always started with a quiet meditation, just a short prayer or some music to focus 

them in the present moment. At times, I used relevant music for the session that was 

based on the bible reading or I introduced some meditative and contemplative 

sessions. I encouraged people to ask questions and to provide answers to questions 
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during the sessions. Each person in the group was given an opportunity to have their 

voice heard during the sessions. Whether it was a voice of consent/dissent or a 

voice of disagreement/agreement, all views were entertained in the safe space I 

created for the group.  

We shared moments of sadness and moments of joy in the safe space. We 

developed relationships of trust amongst each other providing a listening ear and a 

soft heart of compassion to feel each other’s pains and joys in life. We were able to 

share at a very deep spiritual level.  

I observed how as each evening progressed, people were able to engage and 

become vibrant during the discussions. We were able to bring forth that knowledge 

and life experience within us and to blossom in our confidence and knowledge. I saw 

how each week people would grow in their level of spirituality.  Each session ended 

with a sharing of cake and tea during which time discussions were continued. This 

fellowship, love and care became a hallmark of our sessions.  

We started and ended each year with a family meal gathering. Group members 

invited their family members to these meals so that we interacted across ages and 

with people who were not able to attend the regular sessions. There were lots of 

hugs shared as we greeted each other.  

During the Bible study sessions, I was able to affirm the knowledge I have of the 

scriptures and the skills such as the ability to make knowledge easily accessible, 

including people and making their voices heard in the sessions – Charys said “ 

…you made me feel valuable…wasn’t afraid to voice my opinion”. Rita said, in a very 

caring tone, that I gave her space “to voice her opinion” (SOP 3, Rita, March 

2011,3:17 mins).  

I also enjoyed helping people to grow in their understanding of the Bible and God, 

and their own self-esteem. I remember how Faith battled to read her bible regularly “I 

am not religious about reading my bible” (SOP 4, Faith, March 2011,4:29mins) and 

hence she found I encouraged her to connect with God through her reading of the 

‘Faith for Daily Living’ texts, and through her increased prayerlife. Others felt that I 

had increased their knowledge of the scriptures and used terms: Charys said I had 

“increased [her] depth of knowledge and faith”. Des said that I had helped him to  
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“learn with a deep and meaningful understanding”. Fiona said that I had helped her 

to “explain spiritual issues in a down to earth and easy to understand way”.  

I believe that I influenced not only their spiritual life but also their educational life by 

my method of teaching which was to ask questions and challenge peoples thinking 

and understandings of the bible and Christianity. Charys believed that she “learnt 

what good teaching is all about” from me during the Bible studies. I believe that I was 

able to relate to ‘where they were at’ in their Spiritual journeys, and to treat them with 

respect through listening to them and allowing them to participate fully in the 

sessions.  

The people who attended the Bible Study evenings felt that they influenced my 

learning by them being present as their natural selves in the space together with me. 

Thus our presence was mutually influential. I was provided with opportunities to grow 

in my own spirituality and in my teaching from interacting with them. I definitely had 

to learn to listen very carefully and well when each person spoke so that I was able 

to draw on my intuition and knowledge that I had within me to attempt to address 

their needs. Each one of the people in the Bible Study helped to strengthen within 

me my deep connection with God and the awareness of his guiding Holy Spirit 

present in the sessions. I was able to grow in wisdom. The energy that they brought 

to the group was collectively, positively enhanced through the group interactions.  

I believe that I provided opportunities for people to connect with each other as well 

as with their spirituality during the Bible study sessions. We taught each other and 

grew in wisdom and understanding just as Jesus set an example for us to follow 

(Mark 1:22; Matthew 4:23; Luke 3:52) 
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How did I use Quiet Days to influence the whole-being-learning of 
Christian Spirituality of others? What evidence can I present of this 
influence? What evidence can I present of my influence on the 
Christian spirituality of others? 
 

I facilitated two Quiet Days - or to be more specific - Quiet Mornings - one on 1 April 

2010 and the other on 25 February 2012, for women from local Anglican Parishes 

who found it difficult to get away from their busy lives for long periods of time with 

their multiple roles as daughters, sisters, mothers, career-women and  homemakers.   

 

A Quiet Day/Morning is a mini-retreat that is purposely a time of sharing of faith and 

learning (TEEC 2004c). In the design of the Quiet Morning, I was influenced by  

Christian Feminist Spirituality, Ignatian spirituality (Rakoczy 2000; TEEC 2004a; 

TEEC 2004b; TEEC 2005a) and by the subject Teaching the Faith (TEEC 2005c). 

My Quiet Mornings were planned to have evidence of Rakoczy quoting Schneider’s   

five distinct characteristics of feminist spirituality: 

it is rooted in women’s experience  of empowerment (…) focuses on bodiliness (…) 
encompasses care and concern for all that has been created (…) embraces forms of 
ritual and prayer that are inclusive, participative, incarnate and life enhancing (…) 
committed to the intrinsic relationship between personal and social transformation 
(Rakoczy 2000:71). 

I was very interested to use music, colour, or artefacts from nature as part of the 

Quiet Day/Morning.  I had experienced how music, colour and movement helped me, 

during liturgical dancing, to have a “felt and a lived experience of God” (Lescher and 

Liebert 2006:20). When preparing the venue for the Quiet Morning, I set up a focal 

point in the hall using cloths draped over a cross and candles, flowers, shells and 

seed pods on a table. I arranged the chairs in a semi-circle around the focal point 

See figures 33 – 36 to view the layout and setup of the venue. I played soothing and 

calming music from a CD as “a bridge after prayer” (TEEC 2004c:65). The content of 

the Quiet Day/Morning was influenced by spiritual exercises from Ignatian spirituality. 

I focussed on reflecting on the actions and presence of women in the different stages 

of the life of Jesus from His birth through to His resurrection. The individual 

meditations and the stages were closely connected and coherent, which I hoped and 

intended would lead to a deeper relationship with Jesus. (See the detail in the 

attached programme in Appendix G.) 
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Figure 33: women draping the cross 

 

 

Figure 34: women seated around the cross in meditation 

 

Figure 35 I am seated on left under the painting 
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Figure 36: women in quiet reflection 

From the pictures taken at the Quiet Morning held in April 2010, you can see how the 

women had the opportunity to participate fully in the session by draping the cross 

with the cloths. The circular seating arrangement allowed for the women to be able 

to see each other and feel a sense of unity as they interacted. The influence of Quiet 

Mornings on the women’s spirituality was to draw them closer to God.  

 

I was aware that the women were ordinarily unable to focus on God because their 

busy daily lives. Most of them were working as well as running their homes and 

caring for families. Through connecting and sharing with other women, they all 

benefited in some way or another. Judy said that the Quiet Morning was instrumental 

in her “focussing on God”, and Joy said that it helped her to “meditate”. Some said 

the Quiet Morning helped enable a connection with their inner being. Alice said that 

she experienced the Quiet Morning “whole heartedly”, and Cheryl said that she was 

able to “listen with …heart and soul”. Lorraine said that she could “share what is in 

your heart”, and Judy said that she was able to “share [what] God …laid on my 

heart”, and Des experienced a “sense of warmth”.  

 

Their learning was emotion-filled. Linda used the words “spiritually uplifting”. Joan 

(not my supervisor) said it was “spirit filled”. Marge experienced “calmness, peace, 

love and humility”.  

 

They were able to share love through kindness, patience, forgiveness, courtesy, 

humility and generosity.  
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Conclusion 
In this chapter I have provided an account of my spiritual whole-being-learning and 

the spiritual whole-being-learning of my parishioners. Our whole-being-learning is 

evident in the written and audio responses of the participants as well as the videos 

and photographs. I have provided evidence of strong loving, joy-filled relationships 

we have developed with God and amongst each other. I believe that as I 

experienced God’s love, I was able to love others and as I loved them, they were 

able to love others through Jousse’s Law of interaction (Jousse 2000; Jousse 2004; 

Jousse 2006).  

 

We all grew spiritually in the safe spaces created for the liturgical dance, floral 

arranging, Bible Study and Quiet Days. The energy that we brought to the group was 

collectively, positively enhanced through the group interactions. I believe that I 

influenced not only their spiritual life but also their educational life by my method of 

teaching which was to ask questions and challenge people’s thinking and 

understandings of the Bible and Christianity. 

 

We recognised each other’s gifts and talents as we learnt from each other and grew 

in wisdom and understanding just as Jesus set an example for us to follow.  
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Chapter 6 

How does learning happen?:  
My Educational learning story 

 

Vocation (…) 
the place where your deep gladness meets the world’s deep need 

 (…)  it begins in the nature of the human self,   
in what brings the self joy,  

the deep knowing  
that we are here on earth 

 to be the gifts that God created. 
Frederick Beuchener 

 

Introduction 
In this chapter I provide an account of my evidence of the biochemical nature of 

learning from the perspective of educational learning and through an educational 

lens. From my lived experience as an Academic Developer at the Durban University 

of Technology, I share my three concerns related to students not engaging actively 

in whole-being-learning which contributes to their low throughput. I share how it 

matters to me that teachers are passionate about teaching.  

I provide a Venn diagram of whole-being-learning as manifested in a safe community 

of practice with nurtured relationships, recognised talents and gifts and integrated 

knowledge. I examine the extent to which I am living out my values through using 

multimedia representations and analysis of human expressions. 

 
What is my concern? Why am I concerned? 
In 2001, the Ministry of Education (Education 2001) issued a five year National Plan 

for Higher Education that had graduate throughput as one of its priorities. More than 

a decade later, graduate throughput has still not improved. A recent study at the 

DUT revealed an overall throughput of 23.60% (Pillay 2010). In Pillay’s study, 

throughput is calculated by tracking a cohort of students registering for the first time 

in a given year, and completes the qualification in regulation time. In DUT’s case, 

this is mostly three years. Throughput is a priority since an increased graduate 

output would ensure that the needs for high managerial and professional skills would 
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be met nationally. I see this need for increased throughput also from the point of 

view of the students who need to complete in minimum time so as to contribute to 

the socio-economic development of the disadvantaged communities in which they 

live.  

 

I identify with our undergraduate students, at least 75% of whom are ‘first generation’ 

university students from previously disadvantaged communities (SASSE 2010). First 

generation students are students whose grandparents, parents or siblings have not 

attended university. Our communities are disadvantaged from a socio-economic 

perspective as well as from a formal education perspective.  I believe that students 

from these disadvantaged backgrounds can achieve success in their studies 

notwithstanding the current trends and reports that indicate the contrary (Scott 2007; 

ASSAf 2010). Students living in the disadvantaged communities have a strong sense 

of community. My experience has shown me that the relationships in the 

disadvantaged community are different to those found in the university, and I agree 

with Parker Palmer when he asserts that  

There is a simple reason why some students resist thinking: they live in a 
world where relationships are often quite fragile. They are desperate for more 
community, not less, so when thinking is presented to them as a way of 
disconnecting themselves from each other and from the world, they want 
nothing of it. If [teachers] could represent knowing [and learning] for what it is 
– a way of creating community, not destroying it – we would draw more young 
people into the great adventure of learning (Palmer 1993: xvi).   

With the massification of Higher Education where the students are mostly identified 

as a number by the teachers particularly in the large classes, the relationships in the 

classroom are often fragile or even non-existent. Furthermore, the students cannot 

relate easily to the content of their courses, especially as they are offered in either 

their second or third language (SASSE 2010). I believe the relationships of the 

students with each other, with their teachers and with the content influence their 

learning. The relationships need to be built on love and care for each other, with 

teachers and the content, in vital, dynamic community with each other. I would like to 

promote loving and caring relationships, which will assist the learner to “feel good” 

(Pert 2006:11) during their learning. 
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In dealing with low throughput, many “educators of all sorts are in real pain these 

days, and that pain has compelled them to explore unconventional resources” 

(Palmer 1993:ix). I believe as an educator I am exploring “unconventional resources” 

(ibid) in order to find relief for my ‘real pain’.  

I have a ‘real pain’ – 

Because of the difficulty 

of actively engaging  learners in the classroom, 

I have a ‘real pain’ – 

Of being unable to connect 

with colleagues, with learners, with their own heart, 

I have a ‘real pain’ – 

When I experience that deep intense 

suffering of disconnection, 

I have a ’real pain’ – 

When there is more combat 

than community, 

I have a ‘real pain’ – 

When I feel an alienated spirit, mind, and body, 

I have a ‘real pain’ – 

When I am depleted 

with little left to sustain me 

 or others. 

Delysia Timm, 2012 

 

In this pain and brokenness of my life, I find spirituality as an “unconventional 

resource” that offers hope to get reconnected and provide me with wisdom to  

recall [me] to that wholeness in the midst of  [my] torn world, to reweave [me] into the 

[teaching and learning] community that is so threadbare today (Palmer 1993:x). 

I am not the only person with this pain. My colleagues and students within this 

teaching and learning community are also experiencing this pain, constituting a “torn 

world” and “threadbare community” (ibid).  
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I am concerned that many of our students and staff are suffering from a condition 

called “Ethnostress”. Ethnostress is the term that Hill and Antone coined for the 

“confusion and disruption that people experience inside their [dysfunctional social] 

world” (Antone and Hill 1992:1). Diane Hill and Bob Antone in their study of 

dysfunctional social behaviour amongst Native Americans discovered that  

Over the generations of contact, many native communities have been 
bombarded with negative messages about “who they are” as a people, and 
the end result has been the creation of a stress; and Ethnostress which 
centers around a poor self-image and a loss of purpose and sense of place in 
the world. Because we have been influenced by the negative messages, we 
have lost self-confidence and self-esteem (Antone and Hill 1992:4). 

I am concerned that the negative messages the staff and students have received 

come from the (di)stresses they experience in their societies and communities in 

which they live. I believe that we are experiencing a legacy of apartheid in South 

Africa that has negatively influenced the education and living conditions of both the 

teachers and students. The majority of our students and staff come from groups 

previously classified by race groups as Black/African, Indian and Coloured. These 

race groups suffered then, and still do, from a lack of economic empowerment, 

poorly resourced and underfunded education systems and living conditions with high 

incidences of crime and violence. In addition to all this, our students and staff at DUT 

are faced with serious loss of lives of family members, fellow students and 

colleagues due to HIV and AIDS. They live in highly emotionally charged and unsafe 

environments. The physical violence in the communities stems from anger and fear. 

There is an overwhelming experience of physical and emotional, mental and spiritual 

abuse. Their ‘whole beings’ are no longer ‘whole’ due to the (di)stresses they 

experience. The (di)stresses are felt deep down in all their fibres and in the very 

viscera of their beings.  They no longer have a “strong sense of self”: 

A strong sense of self is shaped in the early years of our life when we can be 
loved as a “precious child” who has purpose, who is acceptable, who belongs 
and has a place, whose very existence is beneficial and who has a sense of 
safety and security in the world because he or she also lives in a world that 
has sufficient food, water and shelter. These are the basic needs which are 
required by all human beings and which act as the foundation for a strong 
sense of self (Antone and Hill 1992:2). 

For many students and staff, the societies, communities and families are 

dysfunctional and “threadbare” (Palmer 1993:x). The classroom has to a certain extent 
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become dysfunctional and “threadbare” (Palmer 1993:x). Both the students and the 

staff have so much happening in their viscera as their “molecules of emotion” (Pert 

1999) are set in motion within their whole beings through the emotional (di)stresses 

they are experiencing. Both the students and the teachers are seeking for increased 

self-confidence and self-esteem. The continued loss of belief in themselves and 

mental and emotional pain leads to a lack of joy, a lack of love and a lack of learning 

in the classroom.    

Both the students and the teachers are experiencing a sense of powerlessness and 

hopelessness (Antone and Hill 1992). In the state of despair and no learning in the 

classroom, there is a sense of brokenness. There is a deep-seated paralysis and 

inability to succeed in teaching and learning as whole beings. They are no longer 

able to “balance his/her mental, emotional, physical and spiritual human capabilities 

both internally within one’s self and externally in societal interaction” (Hill 1999:19). 

Within the community of practice in the classroom, there is insufficient interaction, 

meaningful questioning leading to an integration of knowledge within and between 

the students and the teachers (Xenophon 1897; Dewey 1938; Jousse 2000; Wenger 

et al. 2002; Jousse 2004). There is insufficient recognition of the gifts and talents 

within the teachers and the students (Huxtable 2008; Robinson and Aronica 2009; 

Whitehead 2009a). There is insufficient nurturing and serving amongst the students 

and the teachers (Greenleaf, R 1977; Palmer 1993; Palmer 2007).  

In many of the classrooms I have experienced as a learner, and observed as an 

Academic Development practitioner, there is largely a destruction of community with 

authoritarian lecturing, largely unengaged listening and mechanical memorisation. 

There has been predominantly competition and not collaboration between learners 

and limited place for original inquiry. The space for learning tends not to be nurturing, 

lacks recognition of talents and gifts and there is minimal integration of knowledge. 

The students are barely engaging actively in the class. There is limited whole-being-

learning.  

I have identified three contributing concerns of low throughput. I am concerned that 

students do not believe in themselves, and the emotional issues that they experience 

are getting in the way of their learning.  I am concerned that students are not really 

actively engaging with the teachers and with the subject matter hence learning is not 
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happening in the classrooms as it should. These two concerns are both linked to my 

third concern that teachers are in a state of despair in their classes and need support 

and encouragement. All three concerns point to a lack of whole-being-learning. 

Before presenting the evidence for my concerns of low throughput, I will present an 

account of what matters to me, my passions, values and beliefs and what kind of 

difference I want to make in the world. 

 

What really matters to me?  What do I care passionately about?  
What are my values and beliefs? What kind of difference do I want 
to make in the world? 
 

It matters to me that teachers are passionate about teaching and learning and agree  

with Jousse that,  

There should be no superficial teaching. When one has given one’s breath, 
one has to give one’s entire being. To give oneself in teaching is to give life, 
or expressed better still, to give one’s own life (…) One does not only give 
one’s life for someone by dying for him. One also truly gives one’s life to 
someone by living for him and in him. The true life-giver continues, then, to 
live on in himself, but no longer for himself. Indeed, from some point, he 
begins to live with such a power and such a superabundance that  he lives on 
also in the one who has been given life. The true life-giver has to give himself 
without abandoning himself. For the life-giver-teacher, giving his life to 
someone will, then, be to give him all his living gestes, all his global, vital 
mimodrama (Jousse 2000: 411).   

Within my entire or rather whole-being I have the “power” and “superabundance” of 

feeling, intuition and physical and sensory awareness. As a “life-giver teacher”, I do 

need, however, to guard against losing my own life and becoming despondent. As 

an Academic Developer, I am called upon to be a “life-giver” to the teachers that 

attend professional development workshops. I am a “life-giver” as I guide teachers to 

maximise their passion and potential to enhance learning. Similarly, teachers need to 

maximise the passion and potential of the students to engage in whole-being 

learning. I believe that for whole-being learning or enhanced learning to occur, from 

my own experience and the experience of others, I need to actively engage within a 

safe space (Bruner 1977; Greene 1978; Kolb 1984; Holdstock 1987; Angelo 1993; 
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Hendry and King 1994; Allen 1995; D'Arcangelo 1998; Jensen 1998; Omrod 1999; 

Bransford et al. 2000; Jensen 2000). 

I am passionate about developing a ‘safe space’ for the active engagement between 

the whole being learner, whole being teachers and the content for whole-being-

learning to occur within a community of practice (Wenger et al. 2002). The 

community of practice can be developed through the creation of a safe space. I 

believe whole-being-learning happens within the safe space when there is 

integration of knowledge (Xenophon 1897; Dewey 1938; Boyer 1990; Jousse 2000; 

Jousse 2004), recognition of talents and gifts (Huxtable 2008; Robinson and Aronica 

2009; Whitehead 2009a) and nurturing relationships (Greenleaf, R 1977; Palmer 

1993; Palmer 2007) between the whole being learners and the whole being 

teachers. For this thesis I have identified these components of whole-being-learning 

and represented them diagrammatically in Fig 37.- Whole-Being-Learning The Venn 

diagram is a Mimograph (Jousse 2000) showing the relationships between the 

components of whole-being-learning which are constantly dynamically changing. I 

believe that anyone engaging in whole-being-learning can activate the engagement 

of whole-being-learning through interactions involving any of the three components. 

Since each of the components of whole-being-learning are in a dynamic, holistic 

relationship, they must not and cannot be regarded in isolation.  

From Fig 37 – Whole Being Learning, happens when all three of the components 

within the Community of Practice interact according to the Law of Universal 

Interaction (Jousse 2000:111). The interactions that are continuously imbricated in 

the community of practice are triphasic, following :   

“an Acting One – acting on – an Acted upon” 

 

in the form of 

 

‘ questioning one – integrating – known one’, 

‘knowing one – recognising – gifted one’ 

‘caring one – nurturing – hurt one’ 

 

ex-pressed in the algebrised form, as 
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‘the teacher integrates the learner’ 

‘the teacher acknowledges the learner’ 

‘the teacher nurtures the learner’ 

Each interaction is triphasic and consists of  

1) the Essential Action of the subject;[acting one] 2) the Transitory Action of 
the subject [acting upon]; and 3) the object on which this Transitory Action 
focuses, the object which is itself mimed as an Essential Action (Jousse 
2000:70). 

 
The Essential Action is the characteristic attitude or geste that is re-played by the 

being  “as a substitute for the essence of the being, that essence which all human 

intelligence seeks spontaneously even before it starts analysing its own manner of 

being” (Jousse 2000:69). Jousse reminds us that   

these ‘expression-of-attitude-beings’, if we may call them such, do not confine 
themselves to ‘keep’ to this or that characteristic position; these ‘expression-of-
attitude-beings’ do not have only one essential geste, an action which could be 
called ‘potential’. They also act on each other, in perpetual interaction, through 
multiple ‘Transitory Actions’ which are ceaselessly diversified. Each Action 
activates other Actions, specifically according to its own ‘potentiality’ (Jousse 
2000:70). 

I believe that the whole being teacher and whole being learner have three Essential 

Actions and Transitory Actions within their “potentiality” which when realised 

activates whole being learning. The whole being teacher and the whole being learner 

are “in perpetual interaction” (ibid) within the community of practice developed from 

the safe space. The teaching and learning process for whole-being-learning is 

characterised by the teacher questioning, knowing and caring for the learner who is 

then integrated as ‘the known one’, recognised as ‘the gifted one’ and nurtured as 

‘the hurt one’. I believe that the Higher Education Educator and the student can be 

both the teacher and the learner within the classroom as they interact and thus 

engage in whole-being-learning.   
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Nurturing relationships  
(Palmer, 2007, Palmer, 1993, 
Greenleaf, 1977) 

Integrating knowledge 
(Xenophon 1897; Dewey 1938; 
Boyer 1990; Jousse 2000; 
Jousse 2004) 

Recognising talents and 
gifts (Huxtable 2008; 
Robinson and Aronica 2009; 
Whitehead 2009a) 

         

       Whole-Being-Learning 

Safe Space for development 
of Community of Practice 

 
(Wenger et al. 2002) (Antone and Hill, 

1992(Pert 1999; Pert 2000; Pert 2006)) . 

questioning one – integrating – known one 

knowing one – recognising – gifted one 

caring one – nurturing – hurt one 

Figure 34: Venn diagram of whole-being-learning, Timm 2012 Figure 37 :Venn diagram of whole-being-learning, Timm 2012 
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I believe that whole-being-learning occurs when both whole being learners and 

whole being teachers are actively engaged. Whole-being-learning/teaching is when 

the whole being learner/teacher engages with their mind, heart, body and spirit, as 

one “indivisible psycho-physiological complexus of geste” (Jousse 2004:154) using 

all modes of human expression. Jousse reminds me that   

[I] think with, and feel with, [my] whole indivisible psycho-physiological complexus of 

geste, which resonates indivisibly with the universe, whether [I ] am aware of it or not 

(Jousse 2004:154) . 

I value loving other people and being in their presence, feeling their dynamic energy 

as they interact. I value not only being in their presence but also challenging them to 

develop and grow in all their dimensions of their being – spiritually, physically, 

emotionally and mentally. I value supporting and encouraging people as they 

experience difficulties and challenges in their life.  I value being impartial and not 

being judgemental of people and their ideas  as they interact with others and as they 

seek  meaning for their own lives. In my own life and work I value loving what I do, 

having a passion for what I do and having fun and pleasure in all I do. Having fun 

and pleasure in what I do makes me feel good. I experience a joy-filled love and a 

love-filled joy. Before providing evidence of the extent to which I am living out my 

values and creating a safe space for learning, I will explore what the safe space for 

the development of a community of practice looks like and all its various 

components.  

 

How have I created a Safe Space for the development of a 
Community of Practice? 
As a Higher Education Educator and Academic Developer, I want to make a 

difference by  

[creating] a space in which the community of truth is practiced… community of 

truth…- a rich and complex network of relationships in which we speak and listen, 

make claims on others and make ourselves accountable  (Palmer 1993:xii). 

I believe that the space I create needs to be a ‘safe space’ where we “speak and 

listen, make claims on others and make ourselves accountable” (ibid). We need to 
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engage in the space showing respect, openness and trust within the community. The 

majority of our students and educators are from Zulu cultural backgrounds and from 

them, I have learnt that the sense of respected, safe space in a community is about 

ubuntu and ukuhlonipha : a respectful regard for everyone and everything in all 

creation. 

 I believe that it is not just about the brain-to-brain link but actually the whole being-

to-whole being link that shapes our relationships. Our “molecules of emotion” (Pert 

1999) are communicating throughout our whole being and not just in our brains. As 

teachers and learners interact, Goleman (2007) reminds us that our feelings and 

emotions we experience during these interactions are biochemical as they mould our 

biology.  

Through the safe space, a community of practice will be developed. Wenger, 

McDermott and Snyder (2002:4) describe a community of practice as “groups of 

people who share a concern about a topic, a set of problems, or a passion about a 

topic, and who deepen their knowledge and expertise in this area by interacting on 

an ongoing basis”. The community of practice will consist of educators with a 

passion for teaching and a desire to engage in whole-being-learning strategies in 

their classes. 

In the community of practice, the teachers and learners  

don’t necessarily work together every day, but they meet because they find 
value in their interactions. As they spend time together, they typically share 
information, insight and advice. They help each other solve problems. They 
discuss their situations, their aspirations and their needs. They ponder 
common issues explore ideas, and act as sounding boards. (…) However 
they accumulate knowledge, they become informally bound by the value that 
they find in learning together. This value is not merely instrumental for their 
work. It also accrues in the personal satisfaction of knowing colleagues who 
understand each other’s perspectives and of belonging to an interesting group 
of people.  Over time, they develop a unique perspective on their topic as well 
as a body of common knowledge, practices, and approaches. They also 
develop personal relationships and established ways of interacting. They may 
even develop a common sense of identity (Wenger et al. 2002:8). 

Within the ‘safe space’ community of practice, relationships develop which extend 

beyond the meetings, and across disciplines, programmes and faculties within the 

institution. These relationships are motivated by a number of factors, but the most 
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common is the factor of “similar situations” (Wenger et al. 2002:9). The similarity of 

situation in the case of the ‘safe space’ community of practice is that all participants 

are asking “How can we activate whole-being-learning?” 

Furthermore, Wenger et al (2002:9)  posit that  

 To develop such expertise, practitioners need opportunities to engage with others 
who face similar situations. (…) the knowledge of experts is an accumulation of 
experience – a kind of “residue” of their actions, thinking, and conversations – that 
remains a dynamic part of their ongoing experience. This type of knowledge is much 
more a living process than a static body of information. Communities of practice do 
not reduce knowledge to an object. They make it an integral part of their activities, 
and they serve as a living repository for that knowledge.  

 

In the ‘safe space’ the teachers find great value in “sharing tacit knowledge [which] 

requires interaction and informal learning processes such as storytelling, 

conversation, coaching, and apprenticeship of the kind that communities of practice 

provide” (Wenger et al. 2002:4). Through this approach amongst  the community, the 

‘safe space’ is blessed with “richer learning, more interesting relationships, and 

increased creativity” (Wenger et al. 2002:35). The ‘safe space’ is respectful, where 

each person’s voice is heard. Wenger et al (2002:37) remind me that  

Learning requires an atmosphere of openness. Each community develops a 
unique atmosphere – intense or laid back, formal or informal, hierarchical or 
democratic. Whatever norms members establish, the key is to build a 
foundation for collective enquiry. An effective community of practice offers a 
place of exploration where it is safe to speak the truth and ask hard questions. 
Trust is key to this process.  

 

Stephen MR Covey identifies The Speed of Trust as key to cost free success. The 

four cores of trust are integrity, intent, capabilities and results. “The first two deal with 

character and the second with competence” (2006:54).  “You will recognise them as 

the same elements that would prove or destroy your credibility as an expert witness 

in a court of law” (ibid). 

 

The cores of trust embrace knowledge, practice and relationships: what Wenger et al 

(2002:27) identify as the domain of knowledge, the community of people, and shared 

practice that define communities of practice. I believe the domain of knowledge in 
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the ‘safe space’ Community of Practice focuses on the improvement of our 

professional practice as educators.  

Through my practice and reflections on my practice, I have come to realise that 

“through its practice (…) the community operates as a living curriculum” (Wenger et 

al. 2002:38). I believe that the living curriculum of communities of practice will 

energise the process of transformation of the higher education sector, so that the 

learners are able to engage in whole-being-learning. I am encouraged when Wenger 

et al (2002) remind me that …  

Communities of practice are a natural part of organisational life. They will 
develop on their own and many will flourish, whether or not the organisation 
recognises them. Their health depends on the voluntary engagement of their 
members and on the emergence of internal leadership. Moreover their ability 
to steward knowledge as a living process depends in some measure of 
informality and autonomy. Once designated as the keepers of the expertise, 
communities should not be second-guessed or overmanaged. These 
observations may lead some to argue that there is nothing one can do to 
cultivate communities of practice, or worse, that anything organisations do will 
merely get in the way. We disagree. In fact this book is born of our experience 
that organisations need to cultivate communities of practices actively and 
systematically, for their benefit as well as the benefit of the members and 
communities themselves (Wenger et al 2002 :12).  

 

How does the nurturing of relationships influence whole-being-
learning? 
I believe that personal and professional relationships within the community of 

practice are to be based on nurturing collegial relationships not reporting 

relationships. In order to promote whole-being-learning in our teaching and learning 

practice, each of us has the same responsibility to ourselves, our learners and the 

institution: to improve what we do systematically and to respond to the question: 

“How do we get the right things done?” (Greenleaf, R 1977:60) and “How can I serve 

best?” (Greenleaf, R 1977:33). From my spirituality, I believe that I can serve best 

and achieve whole-being-learning as an educator when I am able to accept the 

whole learner for who s/he is and empathise with her/him through showing interest in 

their whole lives. As the community of practice is able to accept learners for who 

they are,  and empathise with them, there is a growth of trust and whole-being-

learning happens as all are able to “grow taller than they would otherwise be” 

(Greenleaf, R 1977:35). In so doing, the learners and educators become more 
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autonomous and more disposed to serve. I believe that as members of the 

community of practice we all serve first and lead each other to engage in whole-

being-learning. The leadership of the ‘safe space’ Community of Practice is not 

limited to me as an Academic Developer but it is shared amongst the existing 

members of the ‘safe space’ or even at times from new members in keeping with the 

nature and purpose of a community of practice for the mutual benefit and growth of 

everyone.  

Members of healthy communities of practice have a sense that making the 
community more valuable is to the benefit of everyone.  They know that their 
own contribution will come back to them. This is not a direct exchange 
mechanism of a market type where commodities are traded. Rather it is a 
pool of goodwill – of “social capital”, to use the technical term – that allows 
people to contribute to the community while trusting that at some point, in 
some form, they too will benefit. This kind of reciprocity is neither selflessness 
nor simple tit for tat, but a deeper understanding of mutual value that extends 
over time (Wenger et al. 2002:37).  

The mutual value that extends over time must be experienced in our whole beings. 

Parker Palmer believes that ‘our seeing shapes our being’ thus if we see with the 

eye of the mind we only see a world of fact and reason and if we see with the eye of 

the heart we see a world changed by the power of love within a community (Palmer 

1993:xxiii).  We live in a whole world and thus need “wholesight” – both mind and 

heart united as we cannot forsake or abandon either – we need a spirit-seeking heart 

and a knowledge-seeking mind.  

My understandings of quantum physics (Zohar 1991; Zohar and Marshall 1994), 

women’s ways of knowing  (Wilson 2004a; Wilson 2004b; Barnacle 2009) and Native 

American ways of knowing (Antone and Hill 1992; Hill and George 1996) reinforce 

for me that my knowing draws on my senses, my reason, my intuition, my beliefs, my 

actions, my relationships and on my body itself. Both my heart’s vision and my minds 

vision are brought together as ways of knowing. I identify with Palmer when he 

states that there are three sources of knowledge or motives for our knowing - 

curiosity , control and  compassion or love (Palmer 1993).   

Within the community of practice, I believe that we need to be mindful that curiosity 

and control as sources of knowledge can lead to a loss of respect for life especially 

when the curiosity is an “amoral passion” and control is a “tendency toward 
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corruption” (Palmer 1993:8). Thus for whole-being-learning, the third source of 

knowledge is key together with a balanced curiosity and control. The motive for my 

knowing is largely compassion which I draw from my spiritual heritage. I agree with 

Palmer when he says “the act of knowing is an act of love”  (Palmer 1993:8)–( italics 

in original). Knowing as an act of love is essential for whole-being-learning with the 

purpose of reweaving the “threadbare” community (Palmer 1993:x) that is in pain 

and ethnostressed (Antone and Hill 1992). This reweaving happens in the 

community of practice and connects  the learner (knower) and the subject (known), 

requiring of each to change, or to undergo transforming joy whilst calling the 

community to “involvement, mutuality and accountability” (Palmer 1993:9).  

Involvement, mutuality and accountability are all evident in whole-being-learning 

resulting in wholeness in the midst of a torn world.  I believe that unless the teacher 

can be compassionate and loving which results in taking concrete action with the 

other, the potential for whole-being-learning is not fully realised and will be limited. 

With my self-knowledge and acceptance, I am able to be authentic and spontaneous 

in my engagement of whole-being-learning.  I engage in an education of  truth and 

freedom to create the world and to be created by the world, not in closed, circular 

logic but rather in transcendence to see “beyond facts into truth, beyond self-interest 

into compassion (…) into a love required to renew the community of creation” 

(Palmer 1993:13). I am drawn to education as an “organic body of personal relations 

and responses, a living and evolving community of creativity and compassion” 

(Palmer 1993:14). I experience a personal responsiveness and accountability to my 

learners and them to me as well as to the world of which we each are a part as 

whole beings.  

I am unable to make sense of the self in relation to the world from only an objective 

sense only since my personal experience and relationships in the world influences 

my findings and I agree with Polanyi who states “knowledge is neither subjective nor 

objective but a transcendence of both achieved by the person” (Polanyi 1958). To 

understand the ways of knowing in a classroom, I find it more informative to observe 

the learning and teaching practices. The teacher rather than the theory is the living 

link between the knower – learner- and the known –the subject. As a teacher I can 

help learners to develop a relationship with the subject that is guided by an inner 

sense of truth.  
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Parker Palmer (Palmer 1993) provides four epistemologies that are useful to nurture 

learners to a sense of inner truth.  

First, believe that knowing requires a personal relationship between the knower and 

the known. Students learn by interacting with the world and not from viewing it from 

afar.  

Second, believe that knowing is a process in which subjective and objective interact. 

Students’ passions influence, and are influenced by, the facts of the subject. The 

students would not only know the world but their inner secrets would become known. 

Third, I believe that knowledge arises from commitments of communities. 

Classrooms would be places where community is fostered not feared. Students are 

formed in a knowing that comes from communal commitments and they are thus be 

able to use their knowledge to reweave a “threadbare” community (Palmer 1993:x). 

Fourth, I believe that there is an organic relationship between the knower and the 

known. My classroom practice is to learn the intricate relationships of the world and 

not to rearrange the world. In learning the intricate relationships of the world, the 

knower is more aware of the interrelated quality of life and is able to work 

collaboratively.  

 

How does recognition of talents and gifts influence whole-being-
learning? 
I believe a further contributing component to whole-being-learning is when the 

“knowing one recognises the gifted one”. Marie Huxtable (2008; 2009) and Jack 

Whitehead (2009c) promote the recognition of the gifts and talents in learners as a 

way of valuing people as knowledge creators. I believe a learner experiences whole-

being-learning when they  

come to know the person they are and want to be; recognise and enhance the 
talents they have developed and those they need to develop for creating, 
offering and accepting gifts; and envisioning the gifts of knowledge of the 
world to which they might commit themselves to creating and offering during 
their lifetime (Huxtable 2009:216).  
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The teaching and learning practices that activate whole-being-learning and in which 

talents and gifts are recognised, is creative and as such is  

distinguished by the relationships, spaces and opportunities that support and 
challenge the learner to explore new territory, (which may also be unchartered 
by their teacher or experts in the field), to exert themselves to think, to create 
meaning and to create knowledge and offer it as a gift to themselves and 
others (Huxtable 2009:219).  

The ‘safe space’ through which the community of practice is developed allows for the 

creativity of the whole learner to be engaged. In this process, the whole being 

learner is provided an opportunity to get to know what they can do only when they 

actually do it – then they are being creative. I believe that there are not only a few 

gifted and talented people in the world to create valuable knowledge be it in any 

mimodrama or mimeograph, ex-pressed im-mediately or in some mediated form. I 

support the view of Huxtable that  

all persons are capable of developing and enhancing talents to create and 
offer, valued, and potentially valuable, knowledge as gifts to improve their own 
lives and that of others (Huxtable 2009:228). 

As a teacher and Academic Developer in a community of practice developed through 

a ‘safe space’,  in recognising the talents and gifts in the students or other educators, 

I am able to activate whole-being-learning especially for those who  

feel that what they good at isn’t valued by [higher education]. Too many think 
they not good at anything (Robinson and Aronica 2009:11-12). 

according to Ken Robinson, an internationally acclaimed leader in creativity, 

innovation and human capacity.  I am further encouraged to understand that I can 

find the  

place where the things we love to do and the things we good at come together 
(…) the Element (Robinson and Aronica 2009:xiii).   

Each of us has a different “Element”  as it is characteristic of our aptitude and 

passion and needs a particular attitude and opportunities.  Ken Robinson believes 

that an aptitude “is an intuitive feel or a grasp of what that thing is, how it works, and 

how to use it” (Robinson and Aronica 2009:22). I may have the aptitude for 

something however to enact it, I need to have passion or the love or deep delight 

and pleasure in doing that thing. I believe that in whole-being-learning, the ‘intuitive 
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feel’ together with the passion is recognised, honoured (Shekerjian 1990) and very 

often felt in my viscera as a form of subtle energy. This subtle energy is an 

aggregation of “microscopic gestes” that is embodied, molecular and manifests in the 

biology getting ready for “ex-pression” as “macroscopic geste” (Jousse 2000).  

Robinson like Jousse believes that we need to understand that bio-psychologically 

and psycho-physiologically, our minds, bodies, feelings and relationships with others 

do not operate independently of each other (Jousse 2000; Jousse 2004; Robinson 

and Aronica 2009). Thus to activate whole-being-learning, we find our ‘Element’, as 

we operate true to our organic nature as one holistic system within the community of 

practice. 

 

How does the integrating of knowledge influence whole-being-
learning? 
Within the community of practice, the teacher as the questioning one is able to pose 

questions to the learner to integrate the knowledge of the learner as well as the 

knowledge of the subject. I yet again remind myself of what Jousse said: 

To be fit to guide the development of the whole human being, without 
deforming or impoverishing [her], it is necessary that the teacher be 
experientially aware of all the learner’s underlying anthropological 
‘potentialities’, which seek to blossom forth. This is precisely the role of the 
educator: to make them blossom forth, to ‘lead out from within’ = ex ducere 
(Jousse 2004:19). 

The teacher thus needs to establish a connection and relationship to be able to be 

aware of the “learner’s underlying anthropological potentialities”. The 

“anthropological potentialities” are deep within the viscera of each learner and need 

to emerge.   

Through asking questions, the teacher and the learner are able to get closer to 

underlying beliefs and the extent of knowledge of the teacher/learner. Posing 

questions leads to critical thinking in whole-being-learning. Critical thinking is 

reflective, criteria driven, authentic and reasoned (Nosich 2005). Thus through 

critical thinking, integration of the parts occurs to make up the whole. 
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The Socratic Method is a dialectic form where answers to questions are a prelude to 

further questions. Socrates in conversation with Ischomachus had the following to 

say about the use of questions in teaching and learning: 

Really, Ischomachus, I am disposed to ask: “Does teaching consist in putting 
questions?”401 Indeed, the secret of your system has just this instant dawned 
upon me. I seem to see the principle in which you put your questions. You 
lead me through the field of my own knowledge,402 and then by pointing out 
analogies403 to what I know, persuade me that I really know some things 
which hitherto, as I believed, I had no knowledge of (Xenophon 1897ch 19 : 
401 - 403). 

The Socratic Method has been used as a teaching strategy to engage the learners in 

whole-being-learning (Nosich 2005; Boghossian 2006; Gose 2009). It is a useful 

method to use in becoming aware of the potential of the learner or to “ex-ducere” – 

to “lead out from within”.  

What role do the teacher/learners’ pasts play in dealing with issues of the present 

and the future in whole-being-learning? I believe Dewey presents some light on this 

when he says that we need to : 

[discover] the connection which actually exists within experience between the 
achievements of the past and the issues of the present…(Dewey 1938:23) 

Through discovering the connection ‘within’ experience, the whole being is able to 

integrate education and personal experience through an organic connection. I 

believe the personal experiences that activate whole-being-learning are those that 

“live fruitfully and creatively in subsequent experiences” (Dewey 1938:28). I see 

critical and creative thinkers as whole being learners who have capacity thus for 

lifelong learning as they continue to integrate their past experiences with issues of 

their present lives though interpretation, and finding patterns – asking “What do the 

findings mean?” (Boyer 1990:19). 

Integration of knowledge in whole-being-learning happens when the whole being 

learner is able to “interpret, draw together, and bring new insight to bear”  thus 

engaging in the scholarship of Integration as postulated by Boyer (1990:19).  

 Now that I have provided a description of the safe space for the development of a 

community of practice and its components that contribute to whole-being-learning, I 

file:///C:/Users/timmdn/AppData/Local/Temp/Temp1__x_xenophon_x5oe.zip/chapter19.html%23fn401
file:///C:/Users/timmdn/AppData/Local/Temp/Temp1__x_xenophon_x5oe.zip/chapter19.html%23fn402
file:///C:/Users/timmdn/AppData/Local/Temp/Temp1__x_xenophon_x5oe.zip/chapter19.html%23fn403
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will share evidence of the extent to which I am living out my values and creating a 

safe space for whole-being-learning. 

What is the extent of me living out my values and creating a safe 
space for whole-being-learning? 
I live out my values of sharing a joy-filled love and love-filled joy through loving 

relationships which include interactions during which I challenge, support and 

encourage people to develop and grow as whole beings. I believe that as people 

develop and grow, they are engaging in whole-being-learning. I believe that this 

whole-being-learning is activated best within a safe space that I am able to create as 

an Academic Developer. 

My professional development career as an Academic Developer began in 2000 

when I was employed as the Effective Learning Centre  (ELC) Co-ordinator at the 

ML Sultan Technikon (MLST)17. The ELC, setup as a USAID/TELP funded project, 

had a vision to be a “hub for building the capacity of all academic staff at the MLST 

in the design and production of new and effective learning materials” (Naidoo and 

Cooke 2000). As the co-ordinator of the centre, I contributed to the creation of a 

vibrant and safe community of practice that enabled staff to be creative and 

innovative in designing learning materials. My contribution was largely in facilitating 

workshops for the academic staff to design learning materials that promoted active 

learning.  

Many of the academic staff did not have access to computers and were not familiar 

with using them in the design of learning materials. They were in a strange and 

unfamiliar place. Many of them had not even used a computer before. They were 

afraid of this machine the workings of which they did not and could not really 

understand. They were afraid of losing all their work by pressing the wrong button. I 

watched as many of them would actually break out in a sweat and their hands and 

sometimes, their whole bodies would shake and tremble as they sat in front of the 

computer. I wondered how were they going to learn when they were so anxious and 

filled with fear.  

                                            
17 The ML Sultan Technikon merged with Technikon Natal in April 2002 and became known as the 
Durban Institute of Technology and later the Durban University of Technology. 
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I too entered the class with mixed emotions - fear of being inadequately prepared for 

the questions from the learners, fear of my own ignorance or limited ability to use 

computers and fear of being boring and meeting glazed eyes. At the same time, I 

was excited about us all coming together to promote active whole-being-learning. I 

was excited about the opportunity to be involved in something new through using 

computers and technology for learning.  

We worked through our fears and apprehensions by listening carefully to each other 

and responding to each person’s needs. I helped to create a safe community of 

practice amongst them as we entered into a relationship together. I helped to create 

a  

living and evolving community of creativity and compassion…[we] were drawn 
into personal responsiveness and accountability to each other and the world 
of which we are a part (Palmer 1993:15).  

I provided space and opportunity for the teachers to generate ideas, judging which 

felt right or worked best and refining the ideas as they tapped into their talents.  

As I interacted with academic staff in workshops that I facilitated for the design and 

development of effective learning materials, I respond in a spontaneous manner to 

the presence of the staff in the workshop using my hands and my whole body. I do 

not consciously plan or set out to behave and respond in that manner, it happens 

spontaneously.  

 I have now realised that I was engaging in activation of whole-being-learning. The 2-

hour workshops and full day annual seminar that I developed and facilitated for the 

academic staff of the institution only, whilst in the ELC were :  

Using Information Technology to Promote Active Learning (March 2001 – September 

2002) 

Sharing Practice in designing innovative materials (Seminar, September 2002) 

Curriculum Innovation: Promoting Information and Communication Technology to 

promote Active Learning (Seminar, September 2001) 

Using Games to Promote Active Learning (2001,2002,2004) 
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Using Powerpoint to develop learning materials that promote active learning and 

self-directed learning (2001, 2002,2003) 

Designing Innovative Learning Materials Using e-Mindmapping software (2002, 

2003) (Cooke and Timm 2004). 

Whilst working in the ELC, it was common practice to video-record the workshops 

and seminars. The videos were required as part of the evidence by the external 

funders that the workshops were actually held. 

In order to examine the extent to which I am living out my values, I have used two 

approaches. The approaches of Jack Whitehead and Marie Huxtable (Huxtable 

2008; Whitehead 2008b; Huxtable 2009; Whitehead 2009a; Whitehead 2009c; 

Whitehead 2010a) of using multimedia representations to clarify and share meanings 

of the flows of energy in embodied values and the analysis of the ex-pressions 

following the fundamentals of human expression and communication of Marcel 

Jousse (2000; 2005).   

Whitehead promotes the use of multi-media  representations such as videos and 

photographs as he believes that they are able to adequately ex-press the “embodied 

values we use to give meaning and purpose to our lives in education” (Whitehead 

2009c:113). Both Whitehead and Jousse share the common understanding that the 

written style of representation used in the Universities “removes valid ex-pressions of 

the life-affirming energy with values” (Whitehead 2009c:113) which Jousse calls 

“algebrosation…is a disease of expression, with words no longer referring to any 

concrete reality but only to other words” (Jousse 2005:199).  

You may view the videos that I have selected either through Youtube – I supply the 

link for each video, or they can be accessed on the enclosed DVD’s. You may view 

the videos and engage with the text in an interactive manner. I use Whiteheads 

method (Whitehead 2008b; Whitehead 2009a; Whitehead 2009c; Whitehead 2010a) 

of viewing the video in order to “see and experience” the relationally dynamic flows 

of energy and values, which you are invited to try as well. Using Quicktime to view 

the videoclip, move the cursor along at about 7 times the normal speed, a few times, 

back and forth, as you focus on the values being expressed. In the rhythm of moving 

backwards and forwards, the embodied expression of values of the person, between 
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persons and within a space will be appreciated. When you feel the ‘moment of 

empathetic resonance’ you can stop the cursor and test for yourself the validity of the 

video.  

The first video clip you can view on Youtube or on the enclosed DVD- 

http://www.youtube.com/watch?v=1zku3e7qE8Q (SOP 22, How do I facilitate 

workshops? March –Sept 2001) is compiled from a series of workshops that I 

facilitated on Using Information and Communication Technology to Promoting Active 

Learning. Figure 38 is a still picture of one of the sessions. 

I shared this video with colleagues who had not attended the workshop to obtain 

their responses of my expressions and energy. They all shared similar responses. 

They said that they can feel the loving dynamic energy I have with the participants in 

my workshops as I spontaneously engage with them in the different parts of the 

room. The energy is expressed in the movements of my hands and my body. The 

passion, pleasure and love for what I do is truly expressed in my face. My eyes are 

shining as I interact with the teachers, as I speak and listen. As I reflect on the shine 

in my eyes, I am reminded of Ben Zander (2009), a famous orchestra leader who 

said: 

My job was to awaken the possibility in other people. And I wanted to know 
whether I was doing that. You know how you find it? You look at their eyes. If 
their eyes are shining you know you are doing it. If they are not shining, you 
have to ask yourself a question: Who am I being that my players’ eyes are not 
shining? (Benjamin Zander: Classical Music with shining eyes: Tedtalk: 
http://www.ted.com/talks/lang/eng/benjamin_zander_on_music_and_passion.
html 

In the first 1.06 mins of the video, I can see that I am listening attentively to the 

teachers as I position my body and make eye contact with them. I am fully present in 

the work that I do, and my energy and values are demonstrated in the video. 

 

http://www.youtube.com/watch?v=1zku3e7qE8Q
http://www.ted.com/talks/lang/eng/benjamin_zander_on_music_and_passion.html
http://www.ted.com/talks/lang/eng/benjamin_zander_on_music_and_passion.html
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Figure 38 Video Clip of staff Development workshops held from march 2001 until sept 2001  
http://www.youtube.com/watch?v=1zku3e7qE8Q 

I can see how I invite people into the space with my energy and excitement.  I 

experience a flow of energy flowing through the cosmos which for me is the loving 

relationship I have with God. Through the Law of Universal Interaction of Jousse 

(Jousse 2000) as discussed in the chapter on the scientific evidence for my 

understanding of learning as a biochemical process, I am able to intussuscept the 

love of God and ex-press it among the staff in my workshop. I am able to provide a 

safe space for the learners. I am neither a “sage on the stage” nor a “guide on the 

side” (King 1993). I am a different being altogether. A “sage on the stage” (King 

1993) teaches known knowledge for a known future. A “guide on the side” (King 

1993) walks with the learner into a future that the guide can anticipate. In my world 

where the future is largely unknown, I can only provide a safe space for the learner 

to discover his or her way into the future. From my expressions on my face I am 

displaying a love-filled joy and a joy-filled love within the safe space and community 

of practice. I express an ontological value through love. 

At the time of the recordings, I had no intention of using the videos for my personal 

research or even as part of reflective practice. All the videos were recorded by the 

same person, Keith, from the university Audio-Visual unit. After the project was 

completed, Keith presented me with a gift over and above the recordings of each 

session. The gift was a compilation of moments in the sessions where Keith felt that I 

truly inspired him as well as the learners. He had recognised my talents and the flow 

of life-affirming energy. I sent Keith an email with the following three questions to 

ascertain what he had recognised in all the videos. Keith’s responses (K Kenneth, 

personal communication, January 2009) are in bold:  
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1. What made you choose those particular clips from the videos?  
It was Timm's charismatic style and energy that made me 

choose those clips 

2.       What three (3) words would you use to describe my expressions and the 

type of energy I demonstrate in the videos? 

     Confident, fun, charismatic 

3.       What (3) words would you use to describe my interactions with the 

participants in the class. 

    attentive, responsive  

 

Keith felt the life-giving energy that I presented in the sessions. He felt that during my 

teaching he was deeply aware of my presence in the class and the connection I 

made with the learners. I was truly surprised by this and I kept a copy of the video 

since I was excited about how Keith had actually noticed my passion for what I was 

doing in the class. He had shown me in my ‘Element’ which according to Ken 

Robinson “[is] the place where the things you love to do and the things that you are 

good at come together’ (Robinson and Aronica 2009:8).  These things that I love to 

do and the things that I am good at are my inner secrets which have become known 

to me through Keith not regarding me as a mere object that he was videoing but 

interacting with me as a subject. Whole-being-learning was happening in that space 

as Keith recognised my gifts and talents, and integrated his own gifts and talents to 

compile the video and share it with me as an affirmation of a nurturing relationship 

that he experienced. 

As I view videos of two additional learning and teaching experiences I have a sense 

of intensity of what I am doing. I bring a quality of nurturing relationship into the safe 

space as I interact within the community of practice. There is a relational valuing of 

‘the other’. I am fully present in the class and I include everyone through a systemic 

influence shown in the professional academic work I do. My response to the cosmos 

is dynamic and mutual just as my response to the academic staff is dynamic and 

mutual. 
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The second video-clip (http://youtu.be/-bk97Q3w8Do) (SOP 24, How do I present at 

a Symposium?) – Figure 39 was recorded at an Institutional Symposium on 

Curriculum Innovation: Promoting Information and Communication Technology to 

promote Active Learning which was held at the Rob Roy Hotel on 18 September 

2001. This symposium provided an opportunity for all academic staff to share their 

good practice in the design of learning materials that embed Communications and 

Technology. We were sharing as part of the community of practice. Each person had 

a chance to share their use of computers to develop games for active whole-being-

learning. The empathetic resonance can be experienced in this videoclip  at 2:16; 

2:55-2:59; 3:23-3:30; 9:13 – 9:17 minutes. The critical incidents are when I am 

displaying passion and excitement for what I am doing as I share about the setting 

up of the ELC. The passion and excitement is evident from the movement of my 

hands and body and in my facial expressions which are all spontaneous.  

 

 

Figure 39 Institutional Symposium held September 2001 http://youtu.be/-bk97Q3w8Do 

I have included this third video since it was recorded at a workshop in an unfamiliar 

surrounding with unfamiliar persons. The third video-clip 

(http://youtu.be/qi1W2cKTMpE) (SOP 25, How do I facilitate workshops?)– Figure 40 

was recorded during a workshop that I facilitated at a traditional University in another 

Province during March 2009. I facilitated a workshop on designing learning materials 

for staff that were teaching on a Foundation course. The Foundation Course is for 

students who had not met the entrance requirements for the courses but showed 

potential to succeed.  

http://youtu.be/-bk97Q3w8Do
http://youtu.be/qi1W2cKTMpE
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Figure 40 Development workshop for staff from a different institution 
http://youtu.be/qi1W2cKTMpE 

The teachers were interested in designing learning materials for their students who 

were generally weaker in understanding the language of instruction.  I was invited to 

share the process of designing innovative materials that we had developed. I held an 

interactive workshop during which time we all shared our experiences of designing 

and developing learning materials.  

I felt mixed emotions. I felt excited to be sharing my knowledge. I felt nervous and 

anxious as I discovered that the attendance of teachers at the workshop was 

compulsory and some of the senior professors had already expressed unhappiness 

about being compelled to attend. I did not know any of the lecturers which made me 

feel uncomfortable. I felt the mixed emotions from the teachers. Some of them were 

excited about this opportunity to learn whilst others were feeling overwhelmed and 

challenged by the task at hand especially that of teaching these particular 

Foundation course students.  

When I asked them to share their feelings at the start of the workshop, they 

expressed feelings of doubt, apprehension even resentment. I observed from the 

way in which they sat in the room and also in how they interacted with me and others 

in the room. As I experienced the triphasic interactions (Jousse 2000), I was able to 

spontaneously express my love, compassion and creativity I felt with the teachers.  

From the previous workshops that I had facilitated, I became aware of the ways in 

which I had used my hands to express myself. Thus in this workshop, I made a 

conscious effort not to use my hands when speaking. In the first 10 minutes of the 

session, you will notice that my hands are behind my body – I looked as if I had no 

arms. As a result of this, I found that I used my eyes when interacting with the staff 
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by opening them widely or rolling them upwards to express disbelief in a statement. I 

also used my eyebrows when directing my gaze at a particular person. 

Incidents in this clip at 11minutes show me inviting them into the learning space. At 

22:34 mins I am feeling pleasure in what I am doing and it is evident in the life- 

affirming energy that I am displaying.  From 26:26-26:35 mins I am listening 

attentively to the participants and giving them attention. I am also creating space for 

the participants to speak. I am fully present in the workshop as evident from the 

energy and values of pleasure, passion and connectedness that I share at about 58- 

59:24 mins. 

In the three accounts I present above, I provide evidence of my values as I express 

them in the work that I do. I have shown how my values are sustained over eight 

years and across different contexts, in a workshop situation as well as in a 

symposium. Thus education for me is about a classroom with interactive personal 

relations, community of creativity and compassion.   

I concur with Ken Robinson (2009) who believes that many of us have limited 

conceptions of our own natural capacities. We do not understand our powers of 

imagination, intelligence, feeling, intuition, spirituality, and of physical and sensory 

awareness. We do not understand our organic nature in that our minds, bodies, 

feelings and relationships with others are related holistically and do not operate 

independently of each other. We do not understand our constant potential for 

renewal. This lack of understanding of our own capacities is compounded by our 

education. Many of us leave school unsure of our talents and don’t do well at school 

nor enjoy being there. 

Conclusion 
In this chapter I have provided an account of my evidence of the biochemical nature 

of learning from the perspective of educational learning and through an educational 

lens. I described how whole-being-learning can be achieved within a safe community 

of practice where relationships between teachers and learners and their content are 

nurtured, talents and gifts are recognised and knowledge is integrated as teachers 

and learners interact. I identified the following three concerns related to students not 

engaging actively in whole-being-learning which contributes to their low throughput. I 

am concerned that: 
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 students do not believe in themselves, and the emotional issues that they 
experience are getting in the way of their learning.   

 students are not actively engaging with the teachers and with the subject 
matter hence learning is not happening in the classrooms.  

 teachers are in a state of despair in their classes and need support and 
encouragement.  

 

All three concerns point to a lack of whole-being-learning. I have examined the 

extent to which I am living out my values and creating a safe space for whole-being-

learning through using analysing the human expressions in the multimedia 

representations of my teaching.  
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Chapter 7 

How does learning happen?:  
Evidence in the lived experiences of  

educators and learners 

 

The highest form of human excellence  
is to question oneself and others 

Socrates 
 

Introduction 
In this chapter I provide the evidence for the three concerns mentioned in Chapter 6 

and the action taken by myself and the teachers to address the concerns.  I share 

my story and the stories of lecturers who do not believe in themselves and how 

emotional issues get in the way of their whole-being-learning. I also provide evidence 

of my and the teachers influence in engaging students in whole-being-learning. 

The concerns are : 

 Students do not believe in themselves and emotional issues that they 

experience are getting in the way of their learning. 

 Students are not actively engaging with the teachers and with the subject 

matter hence whole-being-learning is not happening in the classrooms. 

 Teachers are in a state of despair in their classes and need support and 

encouragement 

What is the evidence for my concern that students do not believe in 
themselves and how their emotional issues get in the way of their 
whole-being-learning? 
I have evidence for my concern that students do not believe in themselves and how 

emotional issues that they are experiencing are getting in the way of their whole-

being-learning in two ways. The first way is described in the form of a story of my 

own life-journey, the Life of JNGE-Ginger.  The second way is through the lives of 

two of my own students who are actually teachers in Higher Education.  
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How do my emotional issues get in the way of my whole-being-learning?  

JNGE’s - Ginger  story came to light in July 2011 when I attended a workshop for 

Supervision and Examination for Masters and Doctoral students and their 

supervisors as part of the Transformative Education/al Studies project. I attended as 

a Doctoral student in the project. The workshop on 21 July 2011 was facilitated by 

Professor Jack Whitehead. He shared aspects of the experiences of one of his 

doctoral students, Anat Geller, in the workshop. The most striking thing for me at the 

workshop was when he shared about how Anat felt ‘just not good enough’. As I sat 

there and reflected, I could identify with that feeling of being ‘just not good enough’ 

throughout my life. 

It was a strange day since I had woken that morning with laryngitis which was rather 

difficult for me. I am usually very talkative and have a strong voice that had never let 

me down like this before. The effect of the laryngitis was no voice to express my 

thoughts, which meant that I did not do much talking that day. I was 

uncharacteristically silent. In retrospect, I ask myself “Why was I rendered 

voiceless?”  Well, the answer is that I was required to listen and not to speak, with 

the result that I heard the phrase ‘just not good enough’ very clearly. It resonated 

throughout my being.   

On the drive home, I reflected upon this resonance with ‘just not good enough’. The 

words sounded like bells ringing through my being. Was this about something deep 

within me that had been awoken? Was this ‘just not good enough’ something deep 

within me waiting to be expressed? I could not wait to get home that evening and 

write my story.  

Immediately I arrived home I took out my book and pen and wrote my story about 

being ‘just not good enough’. The story flowed out the tip of my pen with ease. I 

could not type the story on the computer as the thoughts were coming through too 

fast, faster than I was able to type. I was excited about getting this story out onto the 

page. The words ‘just not good enough’ continued ringing through my ears. The first 

letters of each word of the phrase were JNGE - which became Ginger as I said them 

out loud.  
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I felt a strong sense of association with being ‘Just Not Good Enough’. I could not 

understand where it was coming from since earlier that week I had felt ‘Absolutely 

Good Enough’ AGE- Aggy.   

I will share the story of JNGE – Ginger just as I wrote it, unexpurgated. I am treating 

the story as feedback. I have included the original handwritten story as recorded in 

my journal on 21 July 2011 see Appendix H. 

So Delysia, are you really Just Not Good Enough- JNGE? 

JNGE - Ginger was just an ordinary little girl from the dusty roads and rolling hills of 

Umzimkulwana. She believed she was Just Not Good Enough, JNGE. Just not good 

enough to be born of a married couple. She was only good enough for her grandfather 

to love her and believe in her until the age of 8 years. Well that is what she believed 

until that Sunday morning when all she could do was cry. Cry because it was four 

days before Christmas. Who would buy her a Christmas present? Would she get a 

Christmas present? She thought, as they carried her grandfathers body away, all 

wrapped in a bag, from the homestead. Everyone else around her was crying. She was 

not sure if they were sad because of no present or because his voice was no longer to 

be heard! His Friday nite sweet treats would be missed! Well maybe he was no more 

because she was just not good enough! She should have listened more and asked less 

questions. She should have sat still more and not been so fidgety! She was Just Not 

Good Enough, JNGE, Just Not Good enough! 

So she had to go and stay with her Mom and stepdad!. She was Just Not Good 

Enough to stay with her grandmother and all the other lovely kids in the homestead!. 

So JNGE set out on a path to be good enough! She worked hard at school. No time to 

play too much. JNGE had to be Good enough! She would not disappoint anyone 

again!. She really was as one of her school teachers said “a diligent, hardworking little 

girl who gave of her best at all times”. She was happy. She was excited about being 

good enough! She would be Good enough one day to become a Doctor. Her mother 

and family said she would become a doctor cos she was good enough. After all she 

was Good enough in school. She was no longer Just Not Good enough!.  
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Alas, soon her mother realised that she may Just Not Be Good Enough to become a 

doctor! She was sad! She did not have the required subjects at school to become a 

doctor. Oh my the family dream was not going to be! JNGE, JNGE, JNGE! 

The Big Little school in the dusty roads of the rolling hills of Umzimkulwana could 

not offer the right subjects. The Big Little school could not help JNGE to become a 

doctor! It was Just Not Good Enough for JNGE. So soon her bags were packed. She 

was off to the Big, Big, school in the Queen’s City.  

At that Big, Big school, she could do the required subjects. At that Big, Big school in 

the Queen’s City, there were so many children. So many strange faces. A different 

language was heard at school. JNGE was not good enough for this Big, Big School 

was she? JNGE could just about speak and understand the language that was spoken. 

JNGE had a strange accent when she spoke at school.  It was going to be hard for 

JNGE. JNGE was yet again just not good enough at the Big, Big school. But JNGE 

soon realised that she had to be Good enough! Many sacrifices were made for her to 

be there. She had to become a doctor someday. JNGE missed her family. JNGE 

missed her friends. She missed all the wonderful birthday celebrations at home. She 

missed all the fun family outings. She was determined to be good enough so that her 

family would be proud of her. She would be good enough to be able to move back 

closer to home. The Queens City was more than nine hours drive from the dusty roads 

and rolling hills of Umzimkulwana. 

JNGE worked hard. She was serious about her schooling. She would be good enough. 

JNGE was going to be good enough. She would get the right pass to become a doctor. 

She became the family pride and joy. Alas, JNGE soon realised that she could not 

become a medical doctor. She could not bear to work with blood. She could not be a 

medical doctor, she could not see such hurt and physically broken people. She was 

just not good enough. JNGE, Just Not Good Enough! 

She worked hard at the Big, Big School. She was rewarded with an excellent pass in 

Mathematics in her Matric year. She received an A symbol. She was good enough to 

get a good pass. She even passed the subject that she had missed all the foundation 

years of study. It was not offered at the Big, little school so she had to come to the 

Big, Big school to start it and complete within two years. She was good enough, 

JNGE was good enough to achieve.  
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JNGE applied to study Pharmacy instead of medicine. JNGE was just not good 

enough to study Pharmacy at the selected University – she was not the right skin 

colour they said- JUST NOT GOOD ENOUGH! When will she ever be Just Good 

Enough, well actually Absolutely Good Enough, AGE - Aggy. Maybe that is who she 

should have been then her life may have been better. Would it?  

 

After I had written the JNGE – Ginger story in my journal, I felt calm and focussed. 

My thoughts were clear and I was able to complete my Keynote address entitled 

What am I to Transform? for the next day’s Extended Curriculum programme 

showcase with consummate ease.  After weeks of just not been able to gather all my 

thoughts into a coherent presentation. I felt that a blockage had been cleared and I 

was able to engage with the material in preparing the address after weeks of anxiety 

and tension. I included the JNGE - Ginger story in the address as a I explored the 

need for each lecturer to transform who they are and what they do as a teacher of 

students in the Extended Curriculum Programmes.  

 

The poem “Now I Become Myself” by Sarton (1974) reflected what I felt like after I 

had written the JNGE - Ginger story. 

“Now I Become Myself” 
Now I become myself. It’s taken 
Time, many years and places; 

I have been dissolved and shaken, 
Worn other people’s faces, 

Run madly, as if Time were there, 
Terribly old, crying a warning, 

“Hurry, you will be dead before—” 
(What? Before you reach the morning? 

Or the end of the poem is clear? 
Or love safe in the walled city?)   

Sarton- 1974 
 
 

I began to realise that I had ‘become myself’ after 50 years of wearing “other peoples 

faces” and realised that I was ‘absolutely good enough’. When I said the letters AGE 

out aloud, I heard another name for myself- AGE - Aggy. I had identified my two 

personal facets of my life- JNGE - Ginger and AGE - Aggy. I could be JUST NOT 

GOOD ENOUGH or I was ABSOLUTELY GOOD ENOUGH!  When I was JNGE - 
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Ginger, then I did not believe in myself and felt paralysed with fear and anxiety. 

When I was AGE - Aggy, then I believed in myself and was able to achieve success 

and engage with the subject matter easily and successfully. I discovered that each of 

these personal facets played a driving force in my life at different times, sending me 

on a rollercoaster ride of emotional and productive highs and lows.   

 

I had discovered a pattern in my life. I am reminded of Claude Bernard who said- “it 

is what we think we know already that often prevents us from learning”.  I had 

convinced myself that I was Just Not Good Enough! Each time I felt just not good 

enough, I would work hard and persist. At the end of that I would be Absolutely Good 

Enough. Something in me knew I had to be resilient, to be AGE-Aggy. 

There was also a game at play in my life here. I realise now that there are emotions 

that are constantly being triggered that in turn triggered the molecular change in my 

bodymind (Pert 1999). So part of my life and learning was to always find a way to 

become Absolutely Good Enough. It came from within me and from my interaction 

with the environment around me. Each time I managed to excel at what I was doing. 

I was able to learn a new way to be successful in my life. I was able to balance out 

the negativity with a positive energy. I found that there was a rhythm to my life. As 

the universe acted upon me, I was able to interact with it and thereby improve myself 

(Jousse 2000).  

Thus through discovery of my own JNGE - Ginger and AGE - Aggy, I had an 

opportunity to step back and look for connections with others – students and staff 

with whom I interacted.  I asked myself- Do they also have JNGE’s - Ginger  and 

AGE’s - Aggy  that prevent them from believing in themselves and doing the best 

they can to learn successfully? 

 

What evidence do I have of my students who do not believe in 
themselves? What did I do to influence their belief in themselves? 
I identified two academic staff who did not believe in themselves as good teachers 

and displayed evidence of JNGE’s- Gingers and AGE’s – Aggy’s. I consider these 

staff as students whom I taught as an Academic Developer. 
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How did Sherlien’s JNGE influence her whole-being-learning? 

Sherlien was one of my students who I believe had JNGE’s - Ginger’s   and AGE’s - 

Aggy’s in her life. I will share some of Sherlien’s story through which I discovered her 

JNGE – Ginger and her AGE - Aggy.  

 

I met Sherlien when she attended a workshop on Using Information Technology to 

Promote Active Learning that I facilitated in the Effective Learning Centre during 

March 2001. I invited academic staff to attend the workshop as part of the broader 

curriculum transformation at the university to “capacitate staff and students in order 

to facilitate the change from didactic teaching and learning methods to more 

innovative and effective strategies” (Cooke and Timm 2004).   The workshop was 

part of a series of workshops I offered in the Effective Learning Centre as part of a 

USAID funded project (Naidoo and Cooke 2000; Cooke and Timm 2004). The series 

of workshops were contributing towards achieving two objectives within the project, 

namely, the development of effective learning materials that embedded the SAQA 

Critical Crossfield (SAQA May 2000) outcomes of communication and the application 

of Information Technology. I believe that learning materials are effective when they 

engage the learners through whole-being learning.  

 

Sherlien was a Microbiology lecturer who had formerly been a Technician in the 

laboratory at the university. She had a Medical Technology National Higher Diploma 

and was registered for a Masters in Education on a part time basis. She had chosen 

to do an Post-graduate degree in Education because of her keen interest in 

understanding more about teaching and learning. I believe that she was a teacher 

with a sense of vocation (Palmer 2000).  

 

In the workshop on March 2001, Sherlien sat very comfortably towards the back of 

the room, with a warm smile on her face. She was very softly spoken and had 

gentleness about her as she interacted with the other lecturers and me.  

 

At the beginning of the workshop, I posed the following question to the lecturers: 

“Can you please share experiences of whether you believe your learners to be active 
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or passive learners?” I believed that they each had rich experiences and knowledge 

of active learning to share. Each lecturer’s knowledge was important and significant 

to share in the workshop as I was going to use their knowledge as a foundation for 

further discussions in the workshop.  

 

All the lecturers, except Sherlien, complained about how their students were ‘passive 

learners’ who did not engage. Sherlien very quietly, slowly, with long pauses as she 

measured her words carefully before using them, shared her experience with the 

class. She was hesitant. I recall how she had identified that the learners showed  

no eagerness to learn [the subject], no eagerness to come to lectures, no 
interest whatsoever (SOP 27, Sherlien, July 2009, 1:30 mins)  

Her students felt “hopeless” and did not believe in their own knowledge. Then she 

introduced playing with cards in her class. These cards were no ordinary cards. 

When her students worked with and played with the cards Sherlien had observed 

and experienced a change in them. They became eager to engage with her and the 

subject as a result of the playing of Sherlien’s card games. Suddenly the students 

had fun in her class. They were interested in learning and the questions they asked 

her were  

“Why can’t we have this in all sections?”  “Why can’t we have this in all 
subjects?”  

(SOP 27, Sherlien, July 2009, 5:40 – 5:47mins).  

 

From the questions that her students asked, I believe they were experiencing 

pleasure in their learning, pleasure in their realisation that they were learning more 

successfully because of the cards. I believe that their learning was successful 

because they were integrating the knowledge and experiences they had in other 

classes (Dewey 1938; Boyer 1990). Sherlien had experienced that developing and 

planning to use the games was time consuming and she did not have the time to do 

it for her whole course and she also believed that her fellow lecturers were able to 

commit the time to the development of such learning material.  
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Sherlien was very hesitant to share what she was doing in her class as she believed 

that she was ‘Just Not Good Enough’ as a university lecturer because she was using 

games in her class. She had been told by her colleagues that to be good enough 

your students had to engage in ‘serious learning’ and playing card games 

consequently was considered not serious. When her students engaged in card game 

playing, they were noisy. She was told that it was not good to have a noisy class as 

she needed to be able to control her class – she was ‘Just Not Good Enough’. She 

did not believe that she was doing anything good in her class as she did not believe 

that she was good enough to be a teacher until she had a quiet, controlled group of 

students in her class.  

 

Sherlien was very shy to share what she was doing with her learners in playing 

games and she did not feel valued for what she was doing in her class. She felt she 

was ‘Just Not Good Enough’ as she was making cards out of chart paper and 

coloured pens for her students to use in playing the game. She felt that she was not 

professional or sophisticated enough in her production of her games. Sherlien 

attended the workshop to learn how to design and develop a ‘professional set of 

cards’ using the computer. I was amazed when I saw the handwritten card that 

Sherlien had already developed and used.  

 

Sherlien invited me to observe her class playing the games. I have no audio or video 

recording of the visit. However my memory is still very clear about what I observed 

that day. I observed a class where there was engaged whole-being-learning. The 

students were clearly interested in learning. I observed their faces and the shine in 

their eyes (Zander 2009). 

 

They were keen to talk to each other and to listen attentively to each other. They 

were noisy as they made their voices heard. They did not want to leave at the end of 

the session as they were so engrossed in ‘proving’ to each other that they 

understood and knew the content of the course which enabled them to win the 

game. I overheard serious debates and discussions about their answers and 
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witnessed the ‘cheating’ that Sherlien had identified. I was excited to see what was 

happening in the class!  

 

I encouraged Sherlien to use the ELC to develop the card games further using the 

computer facilities available.  I also encouraged her to share her experiences at one 

of my other workshops I was going to facilitate. I had recognised the talents and gifts 

she had to offer. Furthermore, I invited her to present her work at an Institutional 

symposium in September 2001 – her video of her presentation is available on 

YoutubeTM: http://youtu.be/qi1W2cKTMpE   (SOP 28, Sherlien, July 2009). Initially, 

she was astonished which was evident in her facial gesture and her voice. She 

gazed directly at me with raised eyebrows. She had a raised tone of voice that had 

an upward inflection as she posed the question in her response, 

 “Oh no, not me, I am not good enough to present to all the lecturers! Are you 
sure that I will not be rejected by them as this is not really serious Higher 
Education learning?” 

She felt “Just Not Good Enough”! She did not believe in herself!  

This response from her of not being good enough had a deep-seated paralysing 

history. During conversation with Sherlien, I learnt that she was previously employed 

as a Laboratory Technician and as such was made to feel Just Not Good Enough by 

her colleagues. These colleagues had not been Technicians at all in their lives. They 

believed that Technicians were not good enough to be lecturers or academics. 

Sherlien had shown that Technicians are Absolutely Good Enough to be lecturers 

when she was appointed as a lecturer and had experienced success with her 

students.  

She could not believe that I was actually recognising her talents and gifts that she 

brought to the class. She could not believe that someone cared about her and her 

work that she was doing with her students. I provided a safe space for her to grow 

and fully realise her potential.  

After a week, Sherlien agreed to develop her materials using the computer software 

in the ELC to make them “Absolutely Good Enough”.  

http://youtu.be/qi1W2cKTMpE
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During this time in the ELC, Sherlien engaged with other lecturers who were using 

the centre and they showed an interest in her work. Within the month, Sherlien 

agreed to share her work during a workshop session, she then felt “Absolutely Good 

Enough”! See Appendix I for a copy of Sherlien’s powerpoint presentation. Sherlien 

made the video-clip of her presentation available for viewing on YoutubeTM at the 

following address: http://youtu.be/qi1W2cKTMpE. Sherlien became excited when a 

group of Chemistry lecturers- Penny, Shubnam and Nalini joined in the development 

of a board game for chemistry and one of her colleagues in her department, Derrick, 

designed a board game. Both Sherlien and Derrick presented their innovative 

teaching methods at the Mini-Congress of Society of Medical Laboratory Technology 

of SA (SMLTSA)  held in February 2002. See copy of the programme in Appendix J. 

(Govender 2002; Prithepaul 2002) 

When I shared with her that I was excited about ‘walking the road with her’, she 

replied 

You have given me the courage. We have walked the road together  
(Sherlien, 19:07 mins, personal conversation) 

In our walk, Sherlien believes that I have given her the ‘courage’ to be who she truly 

is – a good teacher. I have chosen not to colonise her into my way of being but 

rather to co-fraternise with her as my student (Jousse 2006). What is the difference 

then between colonising and co-fraternising? To colonise is to “ …conquer whole 

groups of other humans physically and physiologically by capturing and crushing 

them” (Jousse 2006:144).  

On the other hand to co-fraternise is to 

…conquer a single human being by captivating and empowering him (sic), 
appealing only to [her] anthropological capacities for growth and change 
(Jousse 2006:144). 

I had not “captured and crushed” her but rather “captivated and empowered her” to 

enable her to grow and change through a triphasic interaction. When I asked her 

about the changes that happened to her and her learning in this process, she 

thought deeply and reflectively for a few seconds before answering in a very slow 

and carefully worded response 

http://youtu.be/qi1W2cKTMpE
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Ummm, it made me more aware of different learning strategies and it made 
me a bit restless as well because (pause) I am not satisfied anymore with 
quite a few things.  

I am not satisfied anymore with, like I said with students sitting there and I am 
standing here. That doesn’t work for me anymore. I am not satisfied with 
students sitting quietly in class. I want noise. I feel if students are sitting 
quietly then there is something wrong – they either don’t know what is going 
on or they scared of me or they not part of the process. (pause) errrr it has 
made me more open to the students point of view- (Sherlien,  9:15-10mins: 
personal conversation) 

 

Sherlien became ‘restless’ in that she was continuously seeking for something new 

and different to do with her learners in the class. She became an ardent reader and 

seeker of different ways of teaching.  She was eager to learn, eager to do something 

different with her learners. She wanted them to question and engage her and the 

subject (Xenophon 1897). She definitely wanted a different relationship with the 

learners in her class in which both her and her learners are equal partners in the 

learning who appreciate each other as people (Xenophon 1897; Palmer 1993). She 

confirmed this when she emphatically and confidently reflected that: 

You know you operate on a totally different level (pause) and that is 
absolutely amazing. (pause) Like I said you start seeing your students as 
more than just students. It makes them more willing to come and tell you 
personal things. You know whereas previously they wouldn’t relate to you, 
they wouldn’t talk to you and then suddenly you get this outpouring of 
emotions and feelings, things that you didn’t bargain for. It just changes. 
…you become like a facilitator you become a confidante, a friend, more than a 
lecturer you no longer seen as just a lecturer, you seen as somebody that can 
do things for them and who is willing to do things for them. I think that is the 
thing. You willing to do things for them (Sherlien, 10:40 – 11:24mins personal 
conversation). 

Sherlien no longer saw her students as objects, but rather as humans with emotions 

and feelings. She had an attitude of service to her students (Greenleaf, R 1977). She 

was in a caring and nurturing relationship with her students as they regarded her as 

a ‘confidante…do things for them’. So her restlessness was about searching for 

ways to be of service to her students. She believed in them and expected them to 

get actively involved in the class to the extent of creating their own posters and 

learning material. She always managed to get the ‘most amazing stuff’ from the 

students that other lecturers were unable to get from the same students. She was 
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deeply concerned that lecturers who taught the same students saw the students in a 

negative light as being demotivated and not bothered to do anything for them whilst 

they produced the most amazing work for her. Sherlien was able to interact with her 

students through co-fraternisation rather than through colonisation. I noticed that 

Sherlien used “you” in this conversation when she was meaning “I.” 

 

Sherlien had similar experience as a Masters student where she felt frustrated about 

her own studies. She was half-way through her Masters in Education and for the 

past few years, had not engaged with completing her studies. She did not enjoy 

sitting in that “normal lecture mode” with the lecturer seen as the imparter of 

knowledge and her the passive receiver – it just did not work for her not being an 

active participant in her own learning, she was not interested, and it did not make 

sense. Sherlien’s concept of learning is 

Doing, more than seeing, errr, doing by yourself, you involved in it, not 
watching someone else doing it, errr, and I suppose it is all your senses, not 
just looking you could physically do something, but your mind is elsewhere 
you using your mind, touch feel you using your emotions cos you involved and 
you playing with somebody and you talking and you trying to justify what you 
doing err rationalising thinking, forward thinking because you not just stuck in 
that mode you thinking about well what’s next what am I looking for, what do I 
need to complete this set, errm and also the relationship between the 
students , its you setting the groundwork for forming a relationship with them 
that you wouldn’t otherwise have had. Playing a game with somebody, you 
realise, well he is a good partner- he knows something, but she I can 
hoodwink… so the next time around am I going to be sitting in the same group 
because I am going to win or do I work with someone who knows what is 
going on so that I can improve what I know (Sherlien,16:09- 17:20mins, 
personal conversation). 

Sherlien has an understanding of learning as whole-being-learning involving “all your 

senses,…physically…mind…emotions…talking”. She felt “I am not an active 

participant, nothing made sense, why should I bother” (SOP 27, Sherlien, July 2009, 

18:06mins). She said this with a sad voice as was evident by the very low, drawn 

out, slow, ‘Just Not Good Enough’, tone of voice. Unfortunately, Sherlien never did 

feel ‘Absolutely Good Enough’ about her studies no matter how much I encouraged 

her. I observed that Sherlien spoke with no enthusiasm or energy or joy about her 

own studies. She was not interested or excited in her own studies, there was no 

emotional connection. She did not see any relevance to what she was doing in her 
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studies to her teaching in the classroom. She felt ‘Just Not Good Enough,’ and 

‘dropped out’. I believe that Sherlien’s teachers failed – they were indeed ‘Just Not 

Good Enough’ JNGE- Ginger.  

Through Sherlien’s story, I believe that the academy in the form of her work 

colleagues and teachers had convinced her that she was ‘Just Not Good Enough’. 

My belief in her ability to engage her learners in active whole-being-learning helped 

her to believe that she was ‘Absolutely Good Enough’. She was able to be in her 

Element - recognising and using her talents (Robinson and Aronica 2009). She felt 

nurtured in the ‘safe space’ that I was able to provide for her through the community 

of practice. She was able to experience active whole-being-learning in herself when 

she participated by sharing her expertise in the community of practice. Her 

relationship and connection with her learners had also improved positively as they 

experienced her nurturing in the ‘safe space’ she created in her classroom.  

 

I considered Sherlien to be an excellent teacher who cared for her students and thus 

approached her to apply for the HELTASA National Teaching Excellence award in 

2007. I believed that Sherlien viewed her teaching as a vocation – “an act of 

dedication to her students” (Boyer 1990:4). However, she declined my nomination 

because she felt that she was ‘Just Not Good Enough’ even though she had all the 

evidence of excellent teaching practice. It was only in 2011 when her Head of 

Department and Executive Dean nominated her for the award that she submitted an 

application. I submitted a testimonial on her request as I truly believe that she is an 

innovative and caring lecturer. See Appendix K – a copy of the testimonial that I 

wrote for Sherlien.   

 

Sherlien’s application was successful and she became the second recipient at our 

university of this National Teaching Excellence Award. At her acceptance speech, 

Sherlien spoke for twenty minutes sharing her heartfelt thanks without any notes or 

memory-aides. It was very sad for me yet joyous as well. I was sad because she 

stood there looking very thin. She was weak and her face was filled with pain. She 

had been diagnosed with abdominal cancer three years earlier and had been 

through numerous chemotherapy treatments, and she was not winning the battle 

against the cancer. HELTASA had made a special arrangement to honour her before 
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the official award at a small ceremony at our university due to her deteriorated 

health. I heard and saw how Sherlien had at last believed in herself. She was 

“Absolutely Good Enough”! Sadly, Sherlien passed away three months after she 

received the award.  

 

How did Ingrid’s JNGE influence her whole-being-learning? 

From my personal experience I found that JNGE’s - Ginger can also be as a result of 

stress in my family situation. Ingrid, an academic staff member and one of my 

students, experienced how stresses in her family life and the University can create a 

JNGE - Ginger within a person. 

 

Ingrid is a lecturer in the Department of Homeopathy who has also had experience of 

being ‘Just Not Good Enough’. I first met Ingrid when she attended one of my 

workshops on Using Games to Promote Active Learning in October 2004. I recall 

Ingrid sitting quietly in the workshop. She was quiet and I noticed that her eyes were 

dull when she walked into the workshop. As the workshop unfolded, I noticed that 

she did not share much. Ingrid was deep in thought and at times appeared a bit 

distant in the workshop. At the end of the workshop she expressed gratitude for the 

workshop and said that she had some thoughts that she was going to explore. I did 

not persuade her to share her thoughts, but indicated that if people needed further 

assistance they could call me or contact me. I would now say that she did not believe 

that her ideas were good enough- or rather that she felt ‘Just Not Good Enough'.   

 

About six months later, I received a call from Ingrid inviting me to come over to her 

department and see the game that she had developed. I was pleased that Ingrid was 

excited and had shining eyes (Zander 2009) as she showed me her game and 

proceeded to describe what Ingrid had done. I could see that she was at that stage 

feeling Absolutely Good Enough! 

 

During our conversation on her reflections of using games for learning, she 

expressed with sadness and uncertainty in a low, slow, quiet voice,  that she had 

“always battled with like confidence issues” (SOP 30, Ingrid, May 2009,11:52 mins). 

In 2004 her confidence had been further shattered by the loss of her baby daughter, 
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Amy, who died at birth. She had just returned to work in September 2004 and was 

looking for a new lease on life, a new sense of creativity and seeking for wholeness. 

She shared about feeling ‘Just Not Good Enough’ in a very painfilled tone of voice 

and with some nervous laughter in the conversation. She shared about feeling 

“broken” and the need for a sense of “accomplishment”: 

I think all through my life I felt broken and this was like just like the last 
tragedy, was like see, I am not even worth it, I can’t even have a kid I think 
that feeling was was huge, like I lost my baby I am useless and then (pause) 
lucky I had a very very good husband – (laughter)- and slowly I began to sit 
and think, no wait. And probably that is why I developed the board games  is 
to have this sense of accomplishment in something... umm you know maybe I 
can’t have a kid but I can do something completely unique in our department. 
(SOP 30, Ingrid, May 2009,14:20mins ) 

I noticed the droop in her mouth and her shoulders as she spoke to me. I heard a 

sadness in her voice before a nervous laughter when she spoke about her husband. 

Her husband supported her in the development of her boardgame by purchasing the 

materials that she used from a local hardware. He showed an interest in her work. 

He recognised her talents and nurtured her in the development of her boardgame 

through his support. He cared for her.  She was thus able to shift from “I felt broken”, 

“I am not even worth it” and “I am useless” which I saw as being ‘Just Not Good 

Enough’ to  a feeling of ‘Absolutely Good Enough’ when she was able to venture out 

and experience a “sense of accomplishment” by doing “something completely 

unique”.    

Having fun was not easy for Ingrid as she believed that Homoeopathy profession 

and homoeopaths had a tendency to think that they were in a serious business 

where there should be no fun. I sensed that this serious approach to life made Ingrid 

tired of  “wearing someone else’s face” (Sarton 1993) and not being herself, having 

fun.  She used a very dramatic staccato, matter of fact type voice placing deliberate 

emphasis on each word as she shared about the serious nature of her course.  

Our course is very (long pause) serious, you know it is all facts and figure you 
know, you gonna die or you gonna make a patient die (SOP 26, Academic 
staff - Ingrid, September 2009,20:08 mins) 

No whistling is allowed down corridors cos you [I am] not suppose to be 
happy (SOP 26,Academic staff - Ingrid, September 2009, 49:51 mins) 
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This place is depressing and our department is so serious and nobody is 
allowed to laugh. (pause) I feel sad (SOP 30, Ingrid, May 2009, 10:08 mins). 

She particularly emphasised the words “happy” and “so serious” as she spoke 

about her department with such deep feelings of unhappiness and sadness. She 

experienced a force of  oppression from her colleagues to be serious and not happy 

at work and was emotionally stressed. She was unable to experience true 

spontaneity in her teaching. 

Ingrid was subjected to an education system in which spontaneity has been killed 

and according to Jousse 

For us, science has become gravely serious. It has become immobile. When 
one goes to introduce oneself to a savant, one always imagines a grave 
immobility, answering in monosyllables, with a fixed stare that searches the 
infinite. Which is why it is sometimes somewhat disconcerting to find oneself 
standing in front of someone who is, to the contrary, vital and alive (Jousse 
2005:52). 

When I encouraged Ingrid to have fun in her teaching using board games, she began 

to believe in herself as being vital and alive. She discovered her creativity and was 

excited as evidenced in the upward lilt and quick, light tone of voice as she said 

I have never been a creative person in my life, but hey, I created something 
quite useful.(long pause) and that does not need to stop at work…I have 
become more positive and played games with my child who is now three and 
a half…I can not feel stupid cos its ok to be a kid, cos it keeps you young and 
…energetic (SOP 26,Academic staff - Ingrid, September 2009, 48:53 mins – 
49:52,) 

 

Ingrid also recognised that being ‘Absolutely Good Enough’ was not restricted to her 

work only, but was applicable to her life in general. She wanted to “enjoy what [she 

did] and give [her] best to what [she was] doing at the moment” (SOP 30, Ingrid, May 

2009, 16:52 mins,) through the board games for learning and having fun in life. 

 

Ingrid further went on to share about how she has now continued whistling in the 

passages and brought the laughter and fun into her classroom through the use of 

games as she has increasingly found that she is ‘Absolutely Good Enough’. 

Feedback from Ingrid’s students indicate that they have engaged in active whole-
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being-learning  through the games. They have experienced joy and pleasure in their 

learning using the games which they have expressed as  

“[games] adds interest and excitement to education” (SOP 31, Ingrid’s 4th year 
homoeopathy student 4-3, June 2009) 

“teaching with games also helps the mind to achieve its full capacity to recall 
and make knowledge as much part of the entire being as the heart the blood it 
pumps” (SOP 31, Ingrid’s 4th year homoeopathy student 4-1, June 2009) 

“easily remembered anything without being feeling forced” (SOP 31, Ingrid’s 
4th year homoeopathy student 4-2, June 2009) 

“you never feel pressurised to know (…) I enjoy playing games because it is 
fun – this makes you feel like yur(sic) not actually expected to perform, and 
yet you do!” (SOP 31, Ingrid’s 4th year homoeopathy student 4-4, June 2009) 

I believe that Ingrid’s students consciously ex-press what they know in their viscera 

spontaneously which was clearly shared by her students. The students’ experience 

is explained by Jousse   

As soon as you allow yourself to think, the mimeme mechanism automatically 
and spontaneously comes into play. And this happens even when you would 
rather not think… so much are we lead, so much are we played by our 
intussuscepted mimemes (Jousse 2005:38). 

Ingrid had experienced whole-being learning and changed from her JNGE - Ginger  

to her AGE - Aggy   through the safe space that was created for her to believe in 

herself. The safe space is a community of practice where her deep-seated 

paralysing effect of the loss of her daughter was changed to a vital, dynamic life 

through the unleashing of her creative potential. Through providing the space and 

nurturing for Ingrid I was able to help her recognise her talent and gifts. Through this 

she was able to use the games to encourage whole-being learning in her students.   

After writing this story, I sent an email to Ingrid on 18 September 2012 for comments: 

“Please tell me what you think about what I have written about you, and me.”  I 

received a response from Ingrid on 18 September 2012: 

Dear Delysia 

Wow you made me cry. What a long way I have come from that time! Yes it 
does sound like me.  
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I am so glad I have kept the spirit of having fun alive as the students real ly 
respond to it. I thank you for this time of reflection.  

Ingrid 

 
What evidence do I have of students not actively engaging with the 
teachers and with the subject matter? What did the teachers do? 
What evidence do I have of my influence? What evidence do I have 
of the teachers influence? 
I will share the stories of four lecturers who were concerned that their students were 

not actively engaging with them nor with the subject matter in the class. The four 

lecturers, were Ivan, Derrick, Dorinda and Anisa. 

 

How did Ivan use games in his classroom to influence his students 

whole-being-learning? 

In 2001 I met Ivan who was a lecturer on the CHELTA (Centre for Higher Education 

Learning, Teaching and Assessment) programme for new lecturers at the university. 

I was his mentor and we had numerous conversations about his teaching strategies 

especially as he had never taught before and had no educational qualifications. I 

found Ivan to be an innovative, dedicated and committed teacher.   

 

Ivan values teamwork as he readily worked together with either myself as in the case 

of games development or with the Audio-Visual unit to produce the DVD’s of his 

students work. The students in his class worked in teams for these various projects. 

 

Ivan teaches Occupational Health and Safety students who are registered for a 

Diploma in Environmental Heath at the University. In 2004/5 he used games for the 

section that dealt with students gaining an understanding of legislation that dealt with 

the Occupational Health and Safety Act. Ivan was concerned that the students 

experienced difficulty in understanding this section of the course.  
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During a personal conversation with Ivan, he stated that the “students found that 

particular aspect of the course boring” (SOP 32, Ivan, July 2009, 13:58mins).   

 

I recall how Ivan smiled with fond recollection of how he too, as a former student, of 

the same course had experienced difficulty with that section of the course. He 

shared with me about how his lecturer had just read through the section in class.  He 

and the other students did not engage actively with the lecturer or the subject matter 

whilst in that lecturer’s class.  

 

Ivan wanted his students to be actively involved and he “wanted to teach them the 

way I would have wanted to be taught (…) change and get them involved” (SOP 32, 

Ivan, July 2009,14:39 mins). Ivan was concerned that the students were challenged 

due to the fact that in his class “90 – 95% of the students English is a second 

language” (SOP 32, Ivan, July 2009,2:08 mins). The medium of instruction for them 

was English, their home language was isiZulu. The students were forced to read 

English and understand the legal jargon of health and safety legislation as there is 

no isiZulu translation of the legislation. The challenge of language issues related to 

student engagement and student success is not foreign in Southern Africa (Jansen 

1998; Afonso 2007).  

 

Ivan believes that learning “occurs from your experience and what you can see in 

reality what takes place then you can understand why you need to learn certain 

concepts.” (SOP 32, Ivan, July 2009, 26:28mins). I believe Ivan is referring to what 

Jousse describes as  

Man instinctively and naturally embraces concrete experiences, and resists 
venturing into the algebraic mode of dislocated representation (Jousse 
2004:23). 

Jousse further describes the “algebraic mode” as being a  

system of artificial signs that represent nothing in themselves but which we 
have nevertheless to assimilate, and out of which we must construct meaning 
(Jousse 2004:23). 
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The artificial signs of the algebraic mode are alphabetic scribal writing. To move from 

the “concrete experiences” to the “algebraic mode” the learner moves from a vitality 

to an inert act of reading. There is a vitality as the learner experiences their 

“surrounding reality holistically [in their whole being],…relives [the geste] and 

expresses [the geste]” (Jousse 2004:24) as a Mimodrama, which is full of energy 

and life. The Mimodrama – an ex-pression of concrete reality, is reduced to a fixed 

form, a Mimographic ex-pression such as a drawing which is abstract, and then 

further reduced to scribal alphabetic writing in the algebraic mode. When the vitality 

of the concrete experience is reduced to words on the page, disconnection and 

boredom set in which Ivan understood intuitively and set out to do something about.   

I believe thus that Ivan’s students were not engaging as they could not ‘construct 

meaning’ from the words of the legislation on the page so I encouraged him to attend  

a ‘safe space’ Community of practice session that I had organised in the ELC during 

October 2001. During this session, Sherlien and two other lecturers, Shubnam and 

Penny shared their passion and knowledge of using games for engaging students in 

active whole-being-learning. They shared their process of how they had developed 

the games for the students to actively engage in whole-being-learning. Ivan listened 

carefully and attentively to what they had done. From the triphasic interaction 

(Jousse 2000) with the other lecturers, he went a step further than Mimism (Jousse 

2000). Ivan intussuscepted and integrated the gestes within his whole being(Jousse 

2000). He displayed true scholarship of teaching (Boyer 1990) by  transforming and 

extending the knowledge he had received,  and then entered a creative new 

direction in his teaching. Ivan “created a common ground of intellectual commitment” 

with his students (Boyer 1990:24). He did not follow the other lecturers and design 

games for the students. Ivan asked the students to design the games 

themselves. This was not laziness on Ivan’s part, but rather his understanding that 

the design of the games enabled learning of a different kind at a different level, than 

playing the games. 

Ivan had engaged in the scholarship of integration as he displayed the “power of 

critical analysis and interpretation” in the use of game design for his particular 

students (Boyer 1990:20) Ivan’s  students designed their own games for engaging 

active whole-being-learning  of the legislation. The students read the legislation and 
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made their own notes in a language they understood. Then they developed the 

questions for the games, designed the  board games and played the games in class. 

Initially, the students did not believe in themselves. They said they were not creative 

and could not develop games. Ivan laughed as he reflected on the conversation he 

had with his students: 

Student  : “We are not Artistic, we are Science and Environmental Health 
students…”  

Ivan :  “Yes, you are Environmental Health students. If you don’t have the 
special                   creativity or innovativeness, then you can go and 
find someone who has the creativity…(laughing) find a friend, make a 
friend, go to the Architecture department or go to the Fashion Graphic 
Design department and make a friend there…” (SOP 32, Ivan, July 
2009,16:56 mins). 

He encouraged them to integrate with students that was outside of their discipline 

from across the campus. He encouraged them to go out and find others who were 

creative. Ivan had included me on the list of people with whom the students could 

interact.  The students took up the challenge and were very creative in their designs. 

I interacted with the groups of students who contacted me and noticed how they 

changed from the first visit when they did not believe that they could develop games 

through to the time when they were designing their games and using the computers. 

For many of them it was the first time that they used computers. The games also 

afforded the students an opportunity to develop their organisational skills in working 

with other students and with people other than their lecturers. The groups were 

required to schedule appointments with me as a group. They had to align their 

available time with my availability to meet with them so they learnt about time 

management. They were also required to purchase their own materials for the 

games that they developed as these resources were not available from the 

University.    

Whilst working with the students I was able to recognise the talents they had within 

them and affirm their creativity (Huxtable 2009; Robinson and Aronica 2009). The 

final game that each group of students produced was peer assessed and assessed 

by Ivan as well. Their emotions of fear changed to joy and love for what they were 

doing. 
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Both Ivan and I found that it was ‘fun and dynamic’ working with the students in that 

they always asked questions and took initiative in the design and development of 

their games. Ivan recalls how the students impressed him by taking the initiative to 

buy games off the shelf to see how games are made and then by getting others to 

support them in the construction of their games.  

There was a group of students who did something differently. They had friends 

studying Information Technology (IT) who worked with them to develop a multi-

media game on the computer. They went beyond the paper and board type of game 

that others had developed. The students had become the ‘questioning ones 

integrating with the known ones’ triphasically (Jousse 2000) as they interacted with 

the IT students to develop their games. This situation led Ivan to refine his criteria for 

the development of the games. His criteria were interpreted differently by the 

students. He found that the students engaged him regularly out of class to discuss 

the developments in their games. He was able to nurture them through the difficulties 

they experienced whilst developing and playing the games. He found that their level 

of interaction and debate in the class increased whilst playing the games. He was 

often called to mediate the differences of opinion in the answers or interpretation of 

the questions that the students experienced.  

The students enjoyed developing the game to the extent that they made a choice to 

miss other lectures and rather spend time developing the game. Consequently Ivan 

was not popular amongst his colleagues. Ivan’s students valued the way in which he 

engaged them in their whole-being-learning  as he recalls with great joy in his 

speech  that they said “nice to see that you human” (SOP 26,Academic staff - Ivan, 

September 2009, 43:11 mins). His students were able to relate to him as a human 

being showing feelings and care for them in his relationships with them.  

Furthermore, the Health Professional Council of South Africa (HPCSA) reported that 

the students from the Durban University of Technology (DUT) were more employable 

than the students from other neighbouring institutions. Ivan believed that the 

understanding they gained through the development of the games contributed to 

their employability. From his interaction with the students in Industry, he has noticed 

they are able to quote and implement the legislation with secure confidence which is 

a requirement for their jobs. 
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Ivan offered his knowledge of using games for activating whole-being-learning  as a 

gift to himself and others successfully by delivering a paper at a National Conference 

(Niranjan 2004) and completing a Masters research study (Niranjan 2005). The title 

of his dissertation was “Evaluation of Training and Development technique amongst 

Environmental Health learners: An Alternative model using the Occupational Health 

and Safety Act, 1993 (Act 85 of 1993).”  

 

Ivan does not use games every year in his class because he does not want the 

students “to second guess” …” (SOP 32, Ivan, July 2009, 3:05 mins) him and lose 

the excitement of the games. He has further encouraged the students to produce 

DVD’s and process models to enable and demonstrate their whole-being-learning. 

  

How did Derrick use games in his classroom to influence his students 

whole-being-learning? 

Derrick and Sherlien taught in the same Department of Medical Sciences at the 

Durban University of Technology from 2001. Derrick was influenced by Sherlien to 

use games in his teaching of Chemical Pathology for Biomedical Technology 

students (SOP 26, Academic staff - Derrick, September 2009, 4:58 mins). Derrick 

valued the “fun and buzz” (SOP 26, Academic staff - Derrick, September 2009, 

5:20mins) in the classroom when the students were engaged in activities such as 

game playing that promoted whole-being-learning. He valued collaboration amongst 

his students as they worked in groups. Derrick’s concerns with his students were that 

they do not: 

 remember basic concepts 

 calculate correctly 

 integrate subjects 

 use appropriate SI units 

 know aspects that a Medical Technologist “ought to know” (Govender 
2002) 

Derrick used two approaches. Firstly, he developed games for them to play just as 

he had seen Sherlien doing in the department where they worked together. During a 
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Community of Practice sharing session in the ELC, Derrick interacted with Ivan. He 

learnt through interaction with Ivan that students could develop their own games. He 

was excited about this and approached me to assist him.  

One of Derrick’s main concerns was that he did not want the students to design a 

game for his subject only. Derrick required them to integrate all that they had learnt 

from other subjects into one game.   

Derrick thus set an assignment for groups of students to develop their own games. 

They adopted the same process as Ivan in that the students had to first formulate 

their own questions for specific sections that Derrick allocated to each group. The 

student’s design process moved from the “algebraic” mode of the written 

alphabetical scribal writing of the questions, to the “mimographic” drawings of the 

board games that had to be appropriate for their content, to the “mimodrama’s” as 

they engaged in active whole-being-learning whilst playing the games (Jousse 

2000).  

Meanwhile I provided a ‘safe space’ in the ELC for the students to meet and develop 

their games. I engaged with the learners as they developed their games. I observed 

how they had been filled with fear and feelings of hopelessness when they first 

visited the ELC. They did not believe that they were creative. They did not believe 

that they could develop games as many of them had never played board games 

before. During my discussion with them, they expressed concerns that playing 

games was not actually learning. They did not believe in Derrick’s ability to teach 

them. They felt game playing and design was only about having fun. However after 

they had developed their games and received their assessment on their design of 

the games, they were very excited at their achievement. They also enjoyed playing 

the games (SOP 32, Derrick (2), July 2009, 1:51:mins). They also found that they 

had learnt so much about the content through formulating the questions for the 

games. While they played the games amongst themselves, they soon realised that 

the questions had to be very carefully worded. Derrick found that the students 

“debated” (SOP 26, Academic staff - Derrick, September 2009, 46:49) about the 

questions and had deep discussions about the content as they played the games. 

 From the pictures of the games taken while the students were playing (see figures 

41 - 47) it is evident that the students were artistic in their designs. The students 
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used different colours for each of the subjects they were required to integrate in the 

game as evident in figure 41, 44 and 45. Their creative potential had been realised 

as they were nurtured in the development of their games and they had used the 

“opportunity to get to know what they can do only by actually [doing] it” (SOP 26, 

Academic staff - Derrick, September 2009, 43:39mins).  Derrick observed how while 

the students were playing the games, they were all engaged in searching for the 

answers to the questions posed. He observed the students “had become all-rounded 

persons, not just sitting there quietly in a box” (SOP 32, Derrick(2), July 2009, 2:56 – 

3:13 mins) Figure 43 shows how the students were consulting their textbooks to gain 

clarity on a question and answer that was given by the students. Figure 46 shows 

how the student is using his hands as he engages with his physical body to explain 

what he is saying to his fellow students. Derrick recalls with a sense of achievement 

in his voice, how the students showed such eagerness to engage in the active 

whole-being-learning  by actually asking for the games to play with them outside of 

class. (SOP 32, Derrick (1), July 2009, 10:57 mins). 

I believe that Derrick’s students engaged in active whole-being-learning as they 

came to recognise their own talents in asking questions and designing games, 

connected with the content of the various subjects, used their whole bodies, minds 

and emotions while playing the games. Derrick had provided the students the 

opportunity to create, offer and accept gifts of knowledge to each other and to future 

students who would also use the games for learning (Huxtable 2009). Through 

interaction with Sherlien and myself, Derrick was also able to integrate his 

knowledge as his gifts and talents were recognised and offered to others when he 

presented his work to the public at the Mini Congress of Society of Medical 

Laboratory Technology of SA (SMLTSA) (Govender 2002). 
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Figure 41 Derrick's students playing board games 

 

Figure 42 students engaged in question and answer session 

 

Figure 43 students reading the textbook to settle a dispute about an answer 
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Figure 44 More board games 

 

Figure 45 colourful boardgames integrating four subjects 

   

Figure 46 engaging in more game playing 
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Figure 47 writing out an explanantion during the playing of a game 

After writing this story, I sent an email to Derrick on 18 September 2012 for 

comments: “Please tell me what you think about what I have written about you, and 

me.”  I received a response from Derrick on 20 September 2012: 

Hi Delysia 

I have read my aspect of your thesis and have made some corrections/changes, etc. 
Most were well captured. 

Thanking you. 

Warm regards 

Derrick Govender  

I had incorrectly captured the name of the Mini Congress at which he presented his 

work. 

How did Dorinda use games in her classroom to influence her students 

whole-being-learning? 

My first interactions with Dorinda as a lecturer in Somatology, were during curriculum 

development workshops that I facilitated for the Department of Somatology in 2005. 

Dorinda is a very vibrant teacher in the Department of Somatology in the Faculty of 

Health Sciences at the Durban University of Technology. She is always eager to try 

out new teaching strategies and meeting her students’ needs is her central concern. 

She values having fun while learning. She values students having a voice and 

actively participating in her class.  

She completed her Masters in Education qualification in 2010 as a part-time student. 

As a student she was required to do assignments and attend lectures as well as 
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complete a mini-dissertation. She could identify with her own students as a student 

herself. Dorinda observed that her students were “bored”: 

I realised how boring doing an assignment and just physical writing and that 
can kind of structured assessment… and for me… I also wanted something 
innovative, something exciting not only to stimulate the students but 
something to stimulate myself…at the same time it is a two way thing cos I am 
learning from the students  as what maybe excites them, what makes them 
passionate, what makes them tick…  (SOP 34, Dorinda, July 2009, 1:36 -2:06 
mins).  

At the end of 2008, my colleagues Shubnam and Nalini in the Academic 

Development Unit  offered a workshop on Using games to Promote Active Learning 

for the academic staff. Their workshop was influenced by my workshops that they 

had attended in the early 2000’s. Dorinda and some of her colleagues in her 

department attended the workshop and returned very excited and motivated to use 

games in their classrooms. Dorinda taught students in a third year course on 

Aromatherapy and Reflexology. Dorinda was concerned that the workload for the 

course was huge with many facts that the students had to memorise. She was 

averse to many theory tests as she believed that the students in her class needed to 

be hands-on and be able to apply the theory. The Aromatherapy and Reflexology 

course was very practical in nature with the students performing aromatherapy and 

reflexology treatments in the clinic. Dorinda observed that her students were very 

creative, and she believed that the students’ creativity in the other courses such as 

Aesthetics could be better demonstrated. 

Nalini and Shubnam, two of my Academic Development colleagues, facilitated a 

workshop for all Dorinda’s students on designing games for learning. Dorinda 

designed her students’ assignment with many ‘building blocks’ and included a written 

assignment, a game and a poster –see Appendix… Dorinda shared that the students 

were not getting along with each other very well in the class. There was not much 

interaction at all between the students. She had divided them into groups of 5 to 6 

students each for the project. Each group designed their own games for learning 

which they actually had an opportunity to play in the class. Playing the games 

provided an opportunity for the students to connect with each other in the classroom 

as they engaged in whole-being-learning. The students said the games project: 
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Makes you interact with other people…make friends (SOP 35, Dorinda’s 3rd  
year Somatology  student 3-7, July 2009). 

Brings the class together…(SOP 35, Dorinda’s 3rd  year Somatology  student 
3-3, July 2009). 

 

Dorinda spoke passionately and in a very caring tone about her students having a 

voice in the class. She felt satisfied as she observed that through the games, the 

students became more involved in their own learning. She very thoughtfully reflected 

on how the students were able to make mistakes and not be ridiculed while playing 

games. The emotion of fear that students experienced in class was removed as the 

playing of games “gave them more confidence to speak what they would like to say 

or have a voice, whereas normally they feel too intimidated to answer the question” 

(SOP 34, Dorinda, July 2009, 7:54 mins).  

I observed Dorinda’s students playing games and noticed that they were actively 

engaging in whole-being-learning in the class. They were participating by responding 

to questions and engaging each other in debate and discussion. They were also 

listening attentively. 

“All the students that shared their experiences in writing and in the focus 
group enjoyed playing the games and felt “happy and “excited” “like children”” 
(SOP 36, Dorinda’s 3rd  year Somatology  Focus group, July 2009, 2:37mins).  

The students were giggling as they recalled the excitement they experienced. 

Through the playing of the games, they definitely experienced a loss of the feeling of 

boredom and students felt  an emotion of joy that influenced their learning positively 

(Pert 1999) : 

“Using games makes learning more exciting and if used in lectures it would 
hold the interest of the class and lectures wouldn’t seem so long and boring” 
(SOP 35, Dorinda’s 3rd  year Somatology  student 3-4, July 2009). 

“You do not get tired or bored” (SOP 35, Dorinda’s 3rd  year Somatology  
student 3-8, July 2009). 

I observed the students playing the games and indeed there was an air of 

excitement and joy when they played the games. Dorinda was excited to see that 

one of the students who was always half-asleep in class was listening more carefully 

and taking notes to ensure that she had the answers for the questions that would be 
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posed during the playing of the game. The students confirmed that they did pay 

more attention in class and listen more: 

“you remember the voices you heard” (SOP 35, Dorinda’s 3rd year 
Somatology student 3-12, July 2009). 

“I wanted to listen to the presentation” (SOP 35, Dorinda’s 3rd year 
Somatology student 3-19, July 2009). 

 “encouraged [me] to be attentive”  (SOP 35, Dorinda’s 3rd year Somatology 
student 3-9, July 2009). 

When the game was played, the students were physically active and participated 

fully in the game in a very spontaneous manner. This spontaneity was experienced 

by the students who said that whilst playing games they   

“were more relaxed…felt no pressure and no stress” (SOP 36, Dorinda’s 3rd  
year Somatology  Focus group, July 2009, 3:40 – 3:53mins).  

“made me think on my toes, feelings of edginess” (SOP 35, Dorinda’s 3rd  
year Somatology  student 3-1, July 2009) 

Dorinda shared that the game playing is “more stimulating” (SOP 34, Dorinda, July 

2009, 4:13 mins) as the students were creative and as they involved the physical 

body in playing the game. The students shared with very confident voices how 

listening to songs or watching movies helped them to remember more than when 

reading a book or sitting and studying  

“If you watch a movie you can go and easily tell the next person what 
happens in a movie whereas if you have to read a book or like sit and study it 
doesn’t always sink in as fast as with a game cause there is no visual it’s just 
a lot of words that make you confused it’s not just words on a piece of paper 
it’s the fact that you actually getting involved and you become part of it” (SOP 
36, Dorinda’s 3rd  year Somatology  Focus group, July 2009, 4:45- 5:28 mins).  

When the students use the words “its just a lot of words that make you  confused” , 

they are ex-pressing unhappiness about what Jousse calls verbigeration. 

If we are to build up the capacity of the learner, we need to let the learner be 
by letting the learner handle the Real as much as possible: to build up 
mimemes, which mimemes, when act-ivated, become gestes. The danger is 
that gestes, actions, mimemes, can be verbalised: the replay then is 
expressed in propositions, in propositional gestes or, after the introduction of 
writing, in words. If these words no longer have rapport with a prior 
intussusception of the Real, then we have verbigeration. One should never 
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speak of things that have not been personally intussuscepted. And all too 
often the child is educated in words, through words, by words (Jousse 
2005:17). 

 

Furthermore, Jousse reminds us that  

The human is a natural born mimer: the human being intussuscepts – takes in 
and – making it his own – integrates it, and then expresses those 
personalized and individual impressions(Jousse 2005:45) (…) and it is 
through mimism that s/he acquires all her/his knowledge (Jousse 2005:52). 

 

The students went on further to explain in fast excited voices, all speaking at one 

time, how games helped them to connect their knowledge and see things as a whole 

and  

“not just different numbered pages (…) not just scattered words (…) mumbled 
words (…) and easier words like us to use on a everyday basis (…) some 
words we learn (…) putting into laymans terms (…) talking to each other (…) 
we both know what that word means” (SOP 36, Dorinda’s 3rd  year Somatology  
Focus group, July 2009, 5:44 -6:09 mins).  

They stated how games helped them to be able to explain to others what they have 

read and understood (Boyer 1990). This led students to be able to  

“remember the information in the future” (SOP 35, Dorinda’s 3rd  year 
Somatology  student 3-21, July 2009) 

“makes understanding easier” (SOP 35, Dorinda’s 3rd  year Somatology  
student 3-2, July 2009) 

Dorinda’ students engaged in whole-being-learning as they designed and played the 

games in the class. Dorinda connected with them as they all became learners and 

teachers in the class. The students were able to connect with their subject material 

as they developed questions for the games and as they interacted with other 

students in answering the questions. The students as the questioning ones integrate 

their knowledge and become the knowing ones able to recognise the gifts and 

talents in themselves and in each other as they engage in whole-being-learning. the 

students and Dorinda experienced a love-filled joy and a joy-filled love in the design 

and playing of the games. 
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How did Anisa use games in her classroom to influence her students 

whole-being-learning? 

Anisa and I first met at one of my workshops in 2003 on Using Games for promoting 

Active learning. Anisa was teaching a subject Tooth Morphology in the National 

Diploma:Dental Technology at the Durban University of Technology. During the 

workshop, I provided an opportunity for Sherlien to share how she had developed 

and used games in her classroom. Anisa listened attentively and after the workshop, 

she expressed a desire to work with me in the ELC to design a board game for her 

students. Anisa was excited about using games for whole-being-learning as she 

recalls with excitement in her tone of voice how she played games to learn her 

Islamic faith as a child. During a conversation with Anisa, she shared with passion in 

her voice that she “always wanted to teach differently…to challenge myself” (SOP 

34, Anisa, June 2009, 1:00 mins). Anisa spoke very passionately with shining eyes 

(Zander 2009), and lots of movement of her hands about her students and her work 

and she wanted to develop the same passion for Tooth Morphology in her students.  

She believed that to get them to feel the passion  

“she had to learn to talk the students language (…) learn about her students 
(…) their personality, their enjoyment, a very social learning (…) tap into their 
thinking” (SOP 34, Anisa, June 2009, 13:01- 13:31mins (SOP 34, Anisa, June 
2009,).  

Anisa had observed over the years of teaching that her way of conducting tutorials 

for her students needed to be refined as her students were not engaging in whole-

being-learning. Her students were “passive observers of facts for only a short time 

period until the tests are written” (Vahed 2008:467) and they preferred “visualisation 

rather than abstract theory (…) they couldn’t retain the knowledge or apply it 

TMpractically” (SOP 34, Anisa, June 2009,1:35 – 1:46mins). The students were 

required to memorise certain terms which would inform the practical component of 

their course. Students studying Dental Technology qualify as Dental Technicians. 

Their job is very practically oriented as they design and make dentures and dental 

prostheses. Their reality as technicians is very concrete thus they find it difficult to 

engage with “voluminous content (…) and abstract theory” (Vahed 2008:467-468).  
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Anisa and I worked together in the ELC to develop a plan of action for her to design, 

develop and implement the game with her learners. I assisted her with the 

development of the cards she used in her Trivial PursuitTM type of game. She used 

the computers in the ELC to type the multiple choice questions and answers for each 

category that she chose onto cards and to find appropriate pictures for the cards. A 

key aspect of the game was to include a full mouth maxillary model made of dental 

stone. The model, a familiar object to the students, consists of two parts, that is 

removable 'tooth-like' dyes and a solid base. The purpose of the model is for the 

students, if they answered correctly, to return the numbered dye correctly to the 

base.  The team that returned all the dyes to the base is the winner.  Apart from the 

model introducing a 'fun' element' to the game, the academic purpose of the model 

was to link the theory to the practice. 

 As the students played the game they would build the model with the correct teeth in 

the correct place which was a key competency for the Tooth Morphology course. 

During my interaction with Anisa, we questioned each other about the various 

components of the game and purpose of the game. We nurtured each other and 

recognised the gifts and talents that each had to contribute. I provided a safe space 

and community of practice for her in the ELC and through our interaction.  

I recall how we had many moments of great laughter and excitement when 

everything was on track and progressing according to plan. There were also 

moments of distress when the cards and board game ‘was not looking right’ as the 

game needed to be “visually stimulating” with the relevant and appropriate 

morphological content. (Vahed 2008:468). We had frustrating moments too when we 

could not get the computer to do what we wanted or thought it should do. Finally, 

everything was completed within a six month period. We had both engaged in whole-

being-learning as we had integrated our knowledge, nurtured our relationship and 

recognised each other’s gifts and talents.  

Anisa had discovered her creativity which she believed was dormant until she started 

getting involved in game design. She understands her creativity as being “your own 

idea developing” (SOP 34, Anisa, June 2009,15:33 mins). I observed Anisa sharing 

with energy-filled voice and movements of her hands and whole body as she shared 

how her ideas  
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“poured in and that was the best part, it wasn’t that I was standing there and 
waiting for ideas (pause) my mind felt like an explosion! (hands moving back 
and forth and touching her head and all around her body as she was seated) 
Ideas coming out from all over and my years of experiences are coming to 
light you know what were the difficulties? and how can I help? How can I 
make Anatomy another interesting subject?”  (SOP 34, Anisa, June 
2009,18:36 mins) 

I believe that Anisa was integrating her knowledge of games based learning by 

exploring how she could draw on her past experiences to, in the words of Dewey, 

“live fruitfully and creatively in subsequent experiences” (Dewey 1938). I believe 

Anisa became aware of what Jousse refers to as “anthropological potentialities” 

(Jousse 2004:19). I believe that Anisa showing how deeply embodied and 

embedded her knowledge was in her viscera and was then able to spontaneously 

ex-press the gestes that were intussuscepted deep in her viscera and re-play them 

using both corporeal-manual and laryngo-buccal forms of expression (Jousse 2000). 

Anisa found her ‘Element’  in designing and using games for whole-being-learning  

(Robinson and Aronica 2009).  

Anisa developed a computer-based game called Muscle Mania in 2007 for her Oral 

Anatomy students and is currently exploring an online game for her students. 

Did the students see themselves in the same way as Anisa experienced them in the 

class- engaged in whole-being-learning? Anisa observed her students enjoying 

playing games and engaging in learning in a spontaneous manner. She shared that 

this gave her “…most exhilarating feeling (…) there are no words (…) the most 

exciting beautiful feeling ever”. (SOP 26, Academic staff - Anisa, September 2009, 

4:21 – 4:45mins). Anisa had experienced the activation of her “molecules of emotion” 

and was “feeling good” (Pert 1999; Pert 2006).  

Anisa’s students questioned her about her games “ Miss Vahed, why don’t I do this 

in the game?” and she realised that she was an expert in Dental, but they were 

experts in Gaming. She acknowledged the role reversal in that the learners became 

the teachers, and vice versa. She emphatically and deliberately repeated the 

comment when she truly realised “that was good, that was good” (SOP 34, Anisa, 

June 2009,13:57 mins). She felt good about her students having a voice in her class 

and for them integrating their own knowledge into the course. She felt good as the 

community of practice in her class was characterised by “involvement, mutuality and 
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accountability” (Palmer 1993:9). The students became curious about the game and 

contributed their knowledge to the improvement of the game – they were engaged in 

whole-being-learning.   

I asked three groups of Anisa’s students- 2nd, 3rd and 4th year students who had 

played the game – “What would you like to tell me about your  experience – your 

feelings and emotions-  of using games for learning, teaching and assessment?”  

The students share the change in emotions they experienced in their lives through 

the games that they played in Anisa’s class:  

“In my first year of study the work was a lot and very confusing…difficult to 
study and understand… the game made us interested in the work…helped 
me understand… makes learning interesting and fun.. helped me pass the 
subject” (SOP 38, Anisa’s  2nd  year Dental Tech  student 2-14, June 2009). 

“In my first year of study I found myself hating campus as I tryed(sic) to adjust 
to something I didn’t know. I began to find myself having high stress 
levels…after playing the game…helped me a lot with understanding and 
enjoying two subjects that are so hard” (SOP 39, Anisa’s  3rd  year Dental 
Tech  student 3-14, June 2009).  

“It was hard to adapt to the learning and teaching styles presented by the 
lecturers…very comforting, understanding and precise when the games were 
used for different subjects and a marked improvement in results were noted” 
(SOP 40, Anisa’s  4th  year Dental Tech  student 4-2, June 2009). 

They were “confused”, “stressed”, “hated campus” and did not feel very comfortable 

as first year students. I found it interesting that these students were in their second, 

third and fourth years, yet they could recall the feelings they had in their first year at 

University which was traumatic. The impact of the games must have been very 

positive for them to be able to recall the change in their emotional lives.  

All the students experienced “fun” whilst playing the games which means they 

enjoyed playing the games (Pert 1999). They no longer felt passive in their learning 

as they  

“could hear someone else explain the topics in a way s/he understood” (SOP 
40, Anisa’s  4th  year Dental Tech  student 4-4, June 2009). 

“not bored and improve spirit of studying” (SOP 39, Anisa’s  3rd  year Dental 
Tech  student 3-7, June 2009).  
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“have fun rather than to stare at a lecturer for hours” (SOP 38, Anisa’s  2nd  
year Dental Tech  student 2-14, June 2009). 

 

The students were engaging in active whole-being-learning as they interacted with 

the subject and each other and found it pleasurable. Through the games, Anisa had 

helped the learners develop a relationship with the subject as well as with other 

students as one of them shared  

“[games] made it easier to understand work because we were interacting with 
our class mates (…) gain insight on their thoughts (…) their understanding of 
different sections” (SOP 38, Anisa’s  2nd  year Dental Tech  student 2-04, June 
2009). The students were able to understand the content and experienced an 
increase in ability to  

“recall what they had studied (SOP 38, Anisa’s  2nd  year Dental Tech  student 
2-20, June 2009). 

“never forget the answers to the questions in the game” (SOP 39, Anisa’s  3rd  
year Dental Tech  student 3-6, June 2009).  

“absorb and retain and later recall knowledge” (SOP 40, Anisa’s  4th  year 
Dental Tech  student 4-6, June 2009). 

 

Anisa had been able to address her concern about them not being able to retain their 

knowledge. The students had engaged in whole-being-learning as they played the 

games for learning. 

I accompanied Anisa to the 2nd European Conference on Games-based Learning 

hosted in Barcelona during October 2008 where her presentation entitled The Tooth 

Morphology Board Game: An Innovative Strategy in Tutoring Dental Technology 

Learners in Combating Rote Learning (Vahed 2008) was well received.  

 

Anisa has also registered for a doctoral study based on her use of games for 

learning. Anisa has thus offered her knowledge as a gift to herself and others 

(Huxtable 2009). I believe that the ‘safe space’ within the community of practice of 

games based learning practitioners that I had created was influential in the increased 

creativity and transformation that Anisa experienced as she engaged in whole-being-
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learning. When she applied for the National HELTASA Teaching Excellence Award 

in 2009, I was able to write a testimonial for Anisa, highlighting her enthusiasm and 

commitment to innovative teaching. Anisa was the first teacher from the Durban 

University of Technology to receive the National HELTASA Teaching Excellence 

Award in 2009. 

 

After writing this story, I sent an email to Anisa on 18 September 2012 for comments: 

“Please tell me what you think about what I have written about you, and me.”  I 

received a response from Anisa on 18 September 2012: 

Hi Delysia, 

I thought I would just take a brief look, but when you described the sparkle in my eye 

I just could not stop myself.  I have read my section and made some minor 

corrections.  Let me know if you can access my brief comments. 

All of the best. 

Cheers, 

Anisa  

 

Anisa’s minor corrections were about the terminology I had used for her course. I 

have included her corrections. 

 

Conclusion 
Sherlien and Ingrid have provided evidence as well for teachers that are in a state of 

despair as they did not believe in themselves as good teachers. However as a result 

of the ‘safe space’ and community of practice that was provided for them, they were 

no longer in a state of despair and their students were engaging in whole-being-

learning. 
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Ivan and Dorinda’s students were not actively engaging as they found the course to 

be boring. Ivan and Dorinda changed the way in which they were teaching the 

course by setting assignments for the students to work in groups to design, develop 

and play games. Derrick’s students were not integrating the knowledge of their 

subjects and like Anisa’s students, they were unable to retain knowledge or apply it 

in their courses. Derrick started by designing his own board game for the students to 

use and then later set assignments for the students to design, develop and play 

board games. Anisa designed board games and later developed a computer game 

for her students to play as part of their tutorial program. Sherlien, Ingrid, Ivan, 

Dorinda, Derrick and Anisa’s students engaged in whole-being-learning. 

All four of the lecturers were influenced to use games after they attended workshops 

or interacted with staff who had attended workshops on using games to promote 

active learning. I had supported the staff, and in Ivan’s and Derrick’s case, their 

students by providing a safe space for them to engage in a community of practice.  

 

The lecturers were influenced to care about their students’ needs and serve them by 

accepting them for who they are, empathising with them and allowing them to grow 

taller than they would otherwise be (Greenleaf, R 1977). They were able to engage 

in a different mode of delivering the course and their classes were transformed.   

The students engaged in whole-being-learning  in their classes as their emotions of 

fear, boredom, and lack of excitement were changed to joy and fun (Pert 1999; Pert 

2006). The students were able to remember, recall and engage in discussions and 

debates as they integrated their knowledge and were able to pose questions to the 

lecturers and to their fellow classmates (Dewey 1938; Boyer 1990; Nosich 2005). 

Both the lecturers and the  students that designed and developed games had come 

to know the person they are and want to be; recognised and developed their talents 

to create and offer valued knowledge as gifts to improve their own lives and the lives 

of others (Huxtable 2009).  

The ‘real pain’ that was experienced by the teachers and students has been 
changed to a ‘real joy’ 

We all have a ‘real joy’- 
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Finding answers to questions of things unknown 

We have a ‘real joy’- 

Using our talents and offering our gifts of knowledge   

We have a ‘real joy’- 

Caring deeply for each other and our knowledge 

We have a ‘real joy’- 

Living as a valued one in community 

We have a ‘real joy’-  

An energised spirit, mind and body 

We have a ‘real joy’- 

Felt deep within our whole beings  

We have a ‘real joy’- 

Felt through our molecules of emotion  

As we live, we learn and we love. 

  Delysia Timm (2012) 
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Chapter 8: 
How have I shared my study of my understanding of 

learning as a biochemical process in the public space? 

Introduction 
In this chapter I provide a chronological account, over the past decade from 2002 

until 2012, of how I have shared my understanding of learning as a biochemical 

process in various public spaces. 

When did I start making my voice public? 
I began sharing aspects of my study in local and international public spaces since 

2002 as a way of holding myself responsible for what I am doing (McNiff 2010). 

Sometimes I did this alone, but mostly I collaborated with critical friends in the 

construction of posters and in the sharing of presentations at conferences about our 

lived experiences of using games for active learning and engaging in whole being 

learning, out of which emerged my understanding of learning as a biochemical 

process. In this chapter I will give an account of some of the presentations and 

conversations I had in public spaces about the development of my thesis. 

 

During 2002, I collaborated with three colleagues, Shubnam, Nalini and Penny in the 

design of a poster about the board game, Chemistry is a Gas that we had developed 

for students studying a National Diploma: Analytical Chemistry. We developed this 

game to promote active learning in Penny’s Organic Chemistry class. Our abstract 

was accepted at the Annual Conference of the Royal Australian Chemical Institute 

(RACI) in Melbourne, Australia. I have included the abstract below and a picture of 

the poster. We were all very excited about the achievement. Only one person could 

attend the conference from the team. We chose Shubnam as she had been the most 

enthusiastic and showed the greatest commitment during the design of the game 

and the poster. Our abstract read as follows: 
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"CHEMISTRY IS A GAS" BOARD GAME” 

Delysia Timm, Nalini Chitanand, Shubnam Rambharos, Penny Govender 

Effective Learning Centre (timmdn@dit.ac.za) 

Educational Development 

Department of Chemistry 

ML Sultan Campus 

Durban Institute of Technology 

Attendance and participation at tutorial sessions is a challenge facing 
Chemistry lecturers at the Durban Institute of Technology thus, the "Chemistry 
is a Gas" Board Game was developed. This game also serves to enhance 
independent and peer collaborative learning during tutorial sessions. 

Ideas from a well known board game were adapted for the Chemistry Board 
Game. A pilot study of the game played by first year Analytical Chemistry 
students indicated that the game made learning fun, enabled them to learn 
important chemistry concepts and could be used for test and exam revision. 
This poster discusses the theory underpinning the development [1,2], the 
technical aspects and the pilot of the board game. 

[1] M. H. Towns, K. Kreke and A. Fields, J. Chern. Educ., 2000,77, 1 

[2] R. J. Hinde and J. Kovac, 1. Chern. Educ., 2001 , 78, 1 
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Unfortunately, we were unable to get the game patented. I was deeply saddened 

that when Shubnam and Penny left the Chemistry Department, no other lecturer in 

the Chemistry Department was interested in pursuing the use of the games for 

learning. During a conversation with Shubnam in June 2009, she spoke with deep 

sadness and longing about how the lecturers in Australia in 2009 were more 
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interested in the game “Chemistry is a GAS!” than the lecturers in our own institution. 

I ask myself “Is this a case of the prophet not being heard in her own land?” I think 

so.  

In November 2004, I presented a paper at the South African Academic Development 

Association (SAADA) annual conference in Port Elizabeth, South Africa. The annual 

conference was attended by Academic Developers as well as lecturers and tutors 

who were interested in improving their teaching, and their students’ learning. The title 

of my presentation was Educators, Learners and the Critical Crossfield 

Outcomes: Who Learns What from Who, When, Where and How? My abstract 

for the paper read: 

The SAQA Critical Cross Field Outcomes and Underlying Principles (CCFO’s 
and UP’s) were among the first post-apartheid statutes and arguably the most 
important. If these are met, learners are truly empowered by the realization of 
their innate capacity and education is truly transformed. Spady (2004) points 
out that the CCFO’s and UP’s reflect qualities and competences that are the 
essence of quality living and are not bound by specific subject content. These 
outcomes can be translated easily into role performances which enrich”the 
quality of the student’s experience as a preparation for life”. 

This paper presents two cases highlighting educator and learner engagement 
with the CCFO’s and UP’s in the design and implementation of innovative 
learning materials at a University of Technology. The processes undertaken by 
the educators and learners involved and the issues arising from the various 
approaches to operationalising the CCFO’s and UP’s in a Higher Education 
Environment are discussed. 

 

At this stage in my inquiry, I was trying to ascertain the acceptability of games as a 

learning strategy in Higher Education. In my presentation, I discussed the 

development of games as innovative learning materials. I shared how the lecturers 

were using the games in their classrooms to promote active learning. I was very 

excited to present my work at the conference. I was even more excited when the 

people who attended the conference showed an interest in the games that we had 

developed. During informal discussions after the presentation, I shared the fun and 

excitement in the classrooms and how the students were engaging in learning. 
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In 2002, when my friend, mentor and supervisor, Joan Conolly, saw what we were 

doing with games for learning, she introduced me to the Molecules of Emotion, by 

the biophysicist, Candace Pert, who tells us that human beings are “hardwired for 

pleasure” (Pert 1999), and to the ‘memory of water’ work of Jacques Benveniste 

(Benveniste 1999), which tells us that memory operates when subtly energised and 

activated.  

Since 2002, Joan and I have been debating and discussing repeatedly the 

possibility, and increasingly the opinion, that human learning has biochemical 

origins, particularly because she and I came from opposite sides of the ‘great 

academic divide’ – she from arts, specifically drama and orality-literacy studies and I 

from science, specifically chemistry.  

By November 2005, we were sufficiently confident to submit a joint paper at the 

annual South African Academic Development Association (SAADA) conference 

hosted in the Durban University of Technology, our university, in Durban, we titled  

Exploring the nature and operation of learning as a biochemical process. Our 

abstract was accepted and we co-presented at the conference. Our abstract was: 

Given that effective teaching can only be measured as a consequence of 
effective learning, we need to understand the nature and operation of learning. 
Historically we are persuaded that learning is psychological, hence educational 
and cognitive psychology and multiple and emotional intelligences being cited 
as important factors in the learning and teaching interface. But the intuitive 
insights of Marcel Jousse based on three decades of the observation of the 
transmission of oral traditions indicate that learning is psycho-physiological and 
the product of learned experience lodged in memory. This insight is 
corroborated by the scientific findings of Candace Pert which indicate that 
memory and therefore learning is a biochemical process driven by emotion, and 
that in fact “Your Body is Your Subconscious Mind” (Pert 2000). This insight is 
further corroborated by Benveniste’s discovery that water has memory informed 
by the agitation of its subtle energy field, implying that human memory is lodged 
in the waters of the viscera. This paper explores the implication of these 
insights and argues for the biochemical nature of active learning thereby 
identifying what is essential to effective learning and teaching.  

 

This was the first occasion on which I had spoken with my public voice directly to my 

understanding of learning as a biochemical process.   
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I was very nervous about this presentation, as I realised that by identifying learning 

as a biochemical process, we were challenging the current thinking about how 

learning happens. There were many questions about our ideas, some of which we 

could answer, and some which were beyond our understanding at that time.  

I found this process exciting and encouraging. I was excited about the new journey 

of discovery I was embarking on and I was encouraged that we were able to 

stimulate peoples thinking about learning. 

As a result of this event, I began to read extensively about the operation of human 

learning from a scientific perspective, in the areas of biology, chemistry, anatomy, 

physics and I became increasingly convinced that there was a link between human 

learning as a result of the fun of playing games and the biology of the human being.     

(Peterson 1984; Buffer 1985; Byrne 1986; Schandry et al. 1986; Sylwester, R 1986; 

Hendry and King 1994; Liston 1995; Mollica and Danesi 1995; Sylwester, Robert et 

al. 1995; Liston 1996; Caine and Caine 1998a; D'Arcangelo 1998; Haberlandt 1998; 

Rose and Fischer 1998; Wolfe, Pat and Brandt 1998; Brandt 1999; Gathercoal 1999; 

Greenleaf, RK 1999; Brandt 2000; Bransford et al. 2000; D'Arcangelo 2000; Jensen 

2000; Saunders and Vawdrey 2002; Zull 2002; Lamon and Laferriere 2003; Adolfs 

2004; Greg 2004; Elsbeth 2005; Michael and Andrew 2005; Cozolino and Sprokay 

2006; Gloria et al. 2006; Ross 2006; Tye 2006; Zull 2006; Schulte-Korne et al. 2007; 

Jensen 2008).  

 

What has happened in the past five years? 

In 2007, I was a member of the Holistic Learning and Integrated Teaching and 

Assessment (HoLITA) project, which gave me the opportunity to attend off campus 

workshops in May and September. These workshops were attended by Visiting 

Scientists who were there to share their specialised expertise with the workshops 

participants. The Visiting Scientists included Edgard Sienaert, Paulus Gerdes, Emilia 

Afonso, and Alberto Cupane. I presented my work informally at these workshops and 

was encouraged yet again by the enthusiastic appreciation of the participants, and 

the visitors. Edgard Sienaert is the original translator of the work of Marcel Jousse 

into English, and was generous in sharing his encouraging opinion of my work from a 



230 
 

Joussean perspective. Paulus Gerdes is a leading international ethno-mathematician 

whose work demonstrates the relationship between mathematics and weaving crafts, 

and I saw echoes of what I was thinking about in his scholarship. Emilia and Alberto 

had both just completed their doctorates in chemistry and physics from an auto-

ethnographic perspective with Peter Taylor in Australia, and their experiences further 

encouraged and informed my thinking.   

By November, 2007, when I presented at the annual HELTASA18 (Higher Education 

Learning and Teaching Association of South Africa) conference in Bloemfontein, I 

had developed an understanding of how ‘learning as a biochemical process’ was 

informing ‘learning from games’. The title of my presentation was From designing 

games to understanding learning: what happens when we play? I have included 

a copy of the powerpoint presentation in Appendix M. 

I was excited by the large number of delegates who attended my presentation: there 

were even people sitting on the floor. There was a great interest in what I presented. 

People commented on how they could relate to what I was saying about how games 

can assist learning. They had observed how games had increased learning in their 

own children at home who still attended school. I was excited to discover that more 

and more higher education teachers were interested in trying to use games in their 

learning, teaching and assessing. I was asked to describe in more detail about why I 

thought games facilitated learning as effectively as they do. I was able to draw on the 

knowledge from the many discussions that Joan and I had had, our SAADA 2005 

paper, and my reading around the subject (which reading had become extensive by 

then), and share my understanding of learning as a biochemical process, with 

scientific detail. For the first time, I believed that people were listening to the 

possibility that human bio-chemistry plays a role in human learning.  

In 2008, I accompanied Anisa Vahed to the 2nd European Conference on Games 

Based Learning where she presented a paper on how she had used games for 

learning. During the discussions after her presentation, and at other presentations, I 

was able to share my knowledge and understanding of learning as a biochemical 

process.  I was delighted when Anisa acknowledged my influence in her paper: 

 
                                            
18 In 2006, SAADA became HELTASA – Higher Education Learning and Teaching Association of South Africa. 
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game would have not been possible. 

 

I had “challenged [Anisa’s] educational philosophy” by questioning her on the 

relationships between herself as the teacher and her learners in the classroom, 

promoting learning as a fun experience and by getting her to focus on the learning 

process. In challenging Anisa in this way, I believe I contributed to her learning about 

learning and teaching, which resulted in her receiving the HELTASA Excellent 

Teaching Award in 2009. I also note, with some degree of wry humour, that I had not 

in 2009, yet, influenced Anisa to speak about herself as “I” in her research, even 

though this was becoming part of my research identity at that time, through the 

influence of Krishnamurti (1953), Whitehead (1999), Jousse (2000), and Taylor 

(2007).   

In July, 2008 Peter Taylor came to DUT to present a series of workshops on auto-

ethnography, which were again encouraging. Also in 2008, HoLITA became Self-

Study for Transformative Higher Education Studies (SeStuTHE), which in 2009 

brought 22 (inter)national self-study associated scholars to DUT, including Diane Hill 

(Canada), Claudia Mitchell (Canada), Lebo Moletsane (SA), Kathleen Pithouse (SA), 

Mathabo Khau (Lesotho), Peter Taylor (Australia), Lily Settelmaier (Australia), Emilia 

Afonso (Mozambique), Paulus Gerdes (Mozambique), Alberto Cupane 

(Mozambique), Jack Whitehead (UK), and Joan Whitehead (UK).  

 By the end of 2009, ‘Self-Study for Transformative Higher Education Studies’ had 

become ‘Self-Study for Transformative Higher Education Studies and Social Action’ 

(SeStuTHESA). By the end of 2009, I had the opportunity to interact with and talk 

informally about what I was doing with all of the above-mentioned generous 

(inter)national self-study scholars. I experienced encouragement from them all, 

together with critique which was most helpful.  
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As early as April 2009, I was able, albeit apprehensively, to present Challenges of 

Structure, Environment and Process facing a part-time doctoral student in a 

new UoT: a critical autobiographical view, at the second biennial International 

Post-Graduate Supervision Conference in Stellenbosch. I was apprehensive about 

discussing my autobiography/ autoethnography because this was the first time I was 

going to be talking about myself, in a formal public forum, as ‘object and subject of 

my research’, following Jousse (2000:26/27).   

The only person one can know well, is oneself. But to know oneself well, one must 
observe oneself thoroughly. (...) The true Laboratory is therefore the Laboratory of 
the self. To instruct oneself is to develop oneself. 

 

When the time came, I found myself confident, and excited because it was so well 

received. This was the first of my two papers relating to my autobiography. I include 

a copy of my powerpoint presentation in Appendix N. 

 

In November 2009, I presented at the annual HELTASA conference in 

Johannesburg, the theme of which was “Risk and Resilience in Higher Education”. 

My title was The Risk of Being Oneself in Higher Education and my abstract read 

All higher education learners should be self-directed, autonomous learners who 
are able to solve problems and think critically. In becoming a self-directed 
learner there is a risk of losing the self as a complete entity that exists in a 
whole and integrated state (Jousse, 2000, Krishnamurti, 1953) and moving 
towards a disintegrated, non-holistic being. Application of the principles of 
holism (Smuts, 1925) to the education process can help provide an holistic 
experience ensuring that learners are resilient and ready for the world of work. 

Using self-study as transformative scholarship (Jousse, 2000, 2004; Taylor, 
2007; Whitehead, 1999, inter alia) I will weave memories of my own as well as 
those of other educators and learners in Higher Education to seek an answer to 
“Who is the self in the self-directed learning?”  

This paper examines what it means for the learner to be resilient as an 
individual whole, interacting in a dynamic and organic manner whilst constantly 
maintaining an holistic state. The balance and rhythm of learning in the whole 
life of the learner needs to be identified and acknowledged by being included in 
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curricula in a manner that they do not risk losing who they are in their society, in 
the higher education environment and in the workplace in which they engage.  

 

I will argue that the self cannot survive alone and it is more a notion of ‘self and 
others’ and the relationship between them that makes for a successful learner 
who is able to function in the world outside of the formal academic institution.   

 

My focus in this presentation was on my critical reflective study of my personal 

learning. Once again, I was apprehensive about sharing my own story, but I found 

that I experienced joy in the public sharing. I recall how one of my colleagues in the 

audience commented that my presentation had really challenged his thinking about 

his learners in his own classroom. He believed that my presentation had moved him 

to act with more compassion towards his learners. Another member of the audience 

commented on the strong emotion that he too experienced during my presentation. 

Jack Whitehead video-recorded my presentation and uploaded it onto Youtube. He 

expressed how he could feel my dynamic expression of energy as I shared my story. 

The video clip can be viewed on Youtube by clicking on the hyperlink below or it may 

be viewed on the DVD. https://www.youtube.com/watch?v=Ei7w9F4a1xw 

Jack also video-recorded a conversation that Joan, my supervisor and I had with him 

about my research (SOP 42, Jack, Joan and Delysia). This conversation was 

conducted at the end of a two-day workshop Jack had facilitated with academics on 

the use of living theory methodology in researching the “self”. As I view the videoclip, 

I notice the life-affirming energy between Joan and me during our conversation 

which Jack had noticed (Whitehead 2010b). I notice the nurturing relationship 

between us and the recognition of each other’s talents and gifts. I realize now how 

we were both engaging in whole-being-learning. I had not previously thought about 

our teacher-student relationship and the conversation we had was very important for 

me as it raised into consciousness my own position yet again as a learner in higher 

education. The video-clips are accessible on You tube at  

http://www.youtube.com/watch?v=O2uTcxZtYcw  as well as on the enclosed DVD. 

In July 2010, I presented a paper at our Self-Study for Transformative Higher 

Education and Social Action (SeStuTHESA) Seminar at the Durban University of 

https://www.youtube.com/watch?v=Ei7w9F4a1xw
http://www.youtube.com/watch?v=O2uTcxZtYcw
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Technology.  My presentation was one of twenty-one presentations on self-study 

research. My title was Towards an Understanding of the Biochemical Nature of 

Learning and my abstract read: 

Transformation of learning and teaching is influenced amongst other things, by 
our own beliefs, values and skills. Our belief of learning is very often limited to 
processes occurring in the brain and does not take into account the kind of 
activity that makes learning happen in the whole being. Historically and 
currently, theories of learning espouse the notion of learning as a process of 
change. Change as an understanding of learning is demonstrated as 
behavioural change as a result of experience. The locus of learning is stimuli in 
external environment, internal cognitive structuring, affective and cognitive 
needs, and the relationship between people and environment. Sensory 
stimulation theory supports the notion that for greater learning to take place, 
multi-senses need to be stimulated. This theory does not provide the answer as 
to what is happening in the body when this stimulation occurs. My concern 
about the actual process of learning as a common experience for all prompted 
this study. 

 

In this paper I explore an understanding of learning as a biochemical process 
within the whole human being - the mind and the body (Conolly and Timm 
2005). I will provide evidence of the biological underpinnings of human 
awareness as it is expressed in our emotions, beliefs and expectations. Human 
awareness influences how we respond to, and experience our world, and how 
we learn. I argue that there must be something that is common to everyone as 
to how learning occurs, and that this is not fully socially or psychologically 
observable, but can only be usefully explored through understanding of 
biochemical operations. 

 

I was the last presentation on the last day of the seminar. Even so, I had a very 

interested audience and my paper was well received. The video clip of my 

presentation is available on You tube at http://youtu.be/Ei9QLqTsXWg.  When I 

reflect, I can see how confident I had become using the personal voice - the voice 

that speaks from “I” about “me” and “my” and “mine” and “myself” - not in a self-

congratulatory way, but as the voice of the one who ‘shows up’, and ‘speaks up’ 

about what she values and believes. I began to realise that this was self-empowering 

in that my confidence was growing, but that this was also a power-filled way to share 

http://youtu.be/Ei9QLqTsXWg
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scholarly knowledge because it enabled me to speak with convincing passion from a 

deep seated place of my own beliefs and values.  

I must note at this point, that my belief in what I was doing was challenged when this 

abstract was refused inclusion at an action research symposium at another 

university. On reflection, I find it deeply ironical that my action research undertaken 

to suggest how ‘action research’ to establish the origins of the ‘action’ in ‘active 

learning’ can be refused inclusion at an action research conference. On further 

reflection, I decided that this was the ‘way of the cosmos’: my belief in my study 

needed to be challenged for me to think deeply about my commitment to my living 

theory about the knowledge that I was espousing. I am glad to say the living theory 

and the knowledge won, and undaunted by the exclusion of my work, I continued 

with my studies with renewed determination.  

In April 2011, at the 3rd Biennial International Post-Graduate Supervision Conference 

organised by Stellenbosch University, I presented a paper entitled How My Lived 

Experience of Multiple Responsibitlies on a Doctoral Journey is being 

Transformed through Critical Reflective Self-Study. The  abstract read : 

There is a need within the Universities of Technology to move into the domain 
of promoting doctoral study programmes as part of their transformation from 
Technikons to Universities.  Furthermore, there is an added pressure for staff at 
these institutions to be awarded Masters and doctoral degrees so that staff 
meet the minimum academic requirements for employment. Hence, the 
students studying for these degrees are academic staff registered part-time 
within the same Institutions. The supervisors are also colleagues of the same 
students   within the Institution with professional roles that have the potential for 
conflict since there is a small pool of possible supervisors available.  There is a 
large student to supervisor ratio which also affects the nature of the supervision 
process and the educational influence of the supervisor. All of these factors 
make demands upon the supervision relationship which are idiosyncratic and 
challenging. 

In this paper I will share my lived experiences as a part-time doctoral student at 
a University of Technology. I will draw on Jack Whitehead’s living theories 
methodologies to reflect on the various educational influences on my doctoral 
journey of self-transformation (Whitehead, 2009). I will interrogate how my 
knowledges and hence my ways of knowing, being and becoming, together 
with my values are being transformed during the journey.  I will also examine 
the role of life-enhancing energy during my learning and how this contributes 
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significantly to my own transformation.   I will also share how the apparently 
different and conflicting, multiple responsibilities that I have, actually inform and 
transform my study progress and success. These intersections have a 
significant impact on my learning as a doctoral student.  In telling my story, I will 
generate my own living theory of spiritual resilience gained through connection 
with a loving dynamic energy as a standard of judgement (Walton, 2008).  

 

In this presentation, I focused on how I was using living theory methodology in my 

study. I was pleased to see that there was one other person at the conference who 

also used a living theory methodology in her study. I was able to discuss with her my 

use of the living theory methodology and hear from her how she had used the same. 

I was excited that the living theory methodology I was using in my study was being 

used more widely. I was no longer apprehensive and nervous about presenting my 

work. I started feeling much more confident about my own knowledge and 

understanding of my study. AGE (pronounced Aggy) came to the fore, and JNGE 

(pronounced Ginger) retreated. 

 

What is the most recent spaces where I made my voice public? 
Recently, and I believe, significantly, I presented  as part of a Self-Study Special 

Interest Group (S-SSIG) symposium at the American Educational Research 

Association (AERA) meeting held in April 2012 in Vancouver, Canada. The title of 

our group presentation at the symposium was : “Starting With Ourselves”: 
Perspectives From the Transformative Education/al Studies Project,  and my 

particular presentation was How Am I Transformed as a Higher Education 

Practitioner-Researcher through Self-Study?  My abstract read: 

Higher Education in South Africa has, amongst its many challenges to deal 
with, the issue of poor undergraduate success and throughput among students 
from the previously disadvantaged communities as well as the subminimum 
academic staff qualifications (ASSAf, 2010; Scott, Yeld & Hendry, 2007). I 
identify with these issues both as a doctoral student from a previously 
disadvantaged community and as an academic staff member teaching at a 
University of Technology in South Africa.  

I have found that the self-study approach to education/al research is 
appropriate in my Higher Education context since "knowing more about 



237 
 

ourselves as teachers and teacher educators changes us, provokes growth, 
jolts us out of complacency – sometimes radically, in ways that can seem 
transformative…The very process of self-study itself changes its practitioners 
and their situations. Seeing things differently, self-study can prod us to take 
action" (Pithouse, Mitchell & Weber, 2009, p. 48). It is in changing myself and 
my situation during both my practice and my research that I believe I am 
contributing to the American Educational Research Association’s mission to 
“promote the use of research to improve education and serve the public good” 
(Ball & Tyson, 2011, p. 198), particularly in South Africa. 

In this presentation, I will explore my lived experience as a Higher Education 
practitioner and part-time doctoral student, showing how my research as well 
as my practice have been transformed during my self-study research process. 
Whilst doing a self-study, I have examined my own values, beliefs, knowledges 
and hence ways of knowing, being and becoming as a practitioner-researcher 
in Higher Education to provide an account for my understanding of learning as 
a biochemical process. It is in systematically examining my practice through 
telling my own stories, the stories of those that I interact with as a professional 
academic developer and the use of multimedia that I have become more aware 
of the various educational influences on my practice.  

 

Through the application of Marcel Jousse’s “Laws of the Anthropology of Geste 
and Rhythm” (Jousse, 2000), I discover how changes in my values and my 
beliefs are associated with biochemical changes occurring in my whole being 
as a result of intussusception. My new knowledge of myself, my educational 
influences as well as the educational influences of those I interact with during 
my doctoral study have transformed my practice both as a doctoral researcher 
and as a practitioner. This transformation has resulted in the generation of a 
living theory (Whitehead, 2008) that offers spiritual resilience gained through a 
connection with a loving dynamic energy as a standard of judgement. 

 

I was excited to be talking about the process of self-study on a South African panel 

led by Kathleen Pithouse-Morgan, and including Theresa Chisanga, Daisy Pillay, 

and Wendy Rawlinson, all of whom are engaged as either students or supervisors of 

self-study as part of the Transformative Education/al Studies (TES) project funded by 

the South African National Research Foundation. Our seminar discussant was Jack 

Whitehead and our chairperson was Joan Whitehead. Jack video-recorded my 

presentation and uploaded it on Youtube it can be viewed at 

http://www.youtube.com/watch?v=V48l2BB7Bj4. As you view the video, you may 

http://www.youtube.com/watch?v=V48l2BB7Bj4
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observe my personal contributions from 4:23 – 7:04 mins and then later at 35:49 – 

45:08 minutes. Kathleen Pithouse-Morgan has subsequently been appointed as 

secretary to the Self-Study Special Interest Group (S-SSIG) of AERA.  

Our session was the first session on a Saturday morning, the second day of the 

meeting. There were hundreds of other presentations happening at the same time at 

about eight different venues across the city. I was delighted that I was making my 

knowledge public amongst international researchers of self-study. I realized that my 

voice and what it was sharing was acknowledged and accepted. I realized yet again 

that I have evidence that what I am saying about my study is significant. Figure 48 is 

a photo that was taken after attending the Self-study SIG closed meeting session. 

My paper I prepared to present at the AERA S-SIG has been recorded in my thesis 

as the Prologue.  

 

Figure 48 At the AERA Self-study SIG meeting. from l to r: Wendy Rawlinson (SA), Kathleen 
Pithouse-Morgan (SA), Delysia Timm (SA), Joan Whitehead (UK), Theresa Chisanga (SA), Jack 
Whitehead (UK), Daisy Pillay (SA), Jackie Delong (Canada), Lesley Coia (USA) 

On 18 September 2012, I presented my research at the TES workshop at the 

Assagay Hotel. My presentation was entitled What have I learnt about using an 

action research framework for my self-study doctorate? I shared how and why I 

had adapted the action research framework of McNiff and Whitehead(McNiff and 

Whitehead 2006) and McNiff (McNiff 2010) in reporting my research I had 

undertaken. I was encouraged by the interactions of the audience, who were fellow 

self-study masters and doctoral students with their supervisors, during my 

presentation as well as in the conversations after the presentations. I believed that I 
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was able to assist some students who were experiencing difficulties using the 

framework in their research. They believed that the framework had to be applied as a 

given by the authors. As I explained the process I had engaged with, they too 

understood how they could possibly adapt the framework.  

After my presentation, I was asked why I had chosen to do a D Tech degree through 

Durban University of Technology (DUT) instead of a PhD at another university.  I 

responded saying that I had chosen the D Tech at a university of technology, 

specifically DUT, rather than a PhD at a traditional research university, because the 

D Tech was a professional degree which encouraged me to research my practice, 

and that I had chosen DUT because it was at the DUT that I had explored my 

practice and my learning.  

Mine will be one of the last six D Tech Education degrees to be awarded at DUT 

because the qualification is no longer being offered. I am very sad about this 

because even though we have developed a vibrant community of practice (Wenger 

et al. 2002) at DUT, which we have formed we will not have opportunity to promote 

new masters and doctorate studies in educational practice at our own university. We 

will however continue to pursue post-doctoral studies in our various practices.  

The titles of our Unpublished D Tech Education studies within our community of 

practice are: 

Examined and awarded:  

1. Alethea (Snoeks) Desmond. 2010. A Journey in Family Literacy: Investigation 

into the Influences on the Development of an Approach to Family Literacy 

(Desmond 2010).  

 

2. Jerome Thamsanqa Gumede.  2011.  An Auto-Ethnographic Enquiry: Critical 

Reflection on the Influences in the Development of a Black African Male 

Educator (Gumede 2011). 
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Submitted for examination 

Christina Nosabata Ngaloshe. 2012. Breaking the silence, addressing the 

confusion and challenging denial surrounding HIV and AIDS by engaging 

tradition: a study of the mnemonic oral style with special reference to Marcel 

Jousse (Ngaloshe 2012). 

 

What are my reflections? 
As I reflect on what I have written in this chapter, I am amazed at what I have 

achieved during the past decade and how it has actually been so closely aligned to 

my doctoral studies. During the planning of this study, I did not believe that it would 

be at all possible for me to have these opportunities to share my knowledge by 

making my voice public before I had actually completed writing my thesis. I was then 

of the opinion that the writing of the thesis would happen before the sharing of my 

knowledge at conferences, in public spaces. My supervisor Prof Joan Conolly played 

an important role in exposing and encouraging me to submit abstracts and attend the 

various conferences. I realise now that my learning was happening all the time as I 

was interacting with people through speaking in the public spaces. I experienced the 

various emotions that triggered my biochemistry, deep within my viscera. After each 

interaction in the public space, I believed more and more that I had knowledge to 

share with the wider community.   

 

Conclusion 
In this chapter I have shared how my understanding of learning as a biochemical 

process has been made public, been engaged, acknowledged and even accepted in 

both local and international public spaces. I have interacted with various practitioners 

and researchers engaging in and out of the field of self-study research. I have 

interacted with persons interested in improving their understanding and practice of 

learning teaching and assessment. I have been encouraged by the safe space in 

which these interactions have occurred where I have experienced a change from 

emotions of fear to joy as I engaged in whole-being-learning in the public spaces.  
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Chapter 9: Conclusion 

What do I see as future explorations following on my study? 
As a chemist, I believe that the chemical analysis of the changes or neuropeptide 

and receptor reactions and the growth of the myelin layer around the neurons 

through the myelination process, could be pursued in further work especially in order 

to gain other perspectives of the role of biochemical processes operating (during) 

human learning (Gershon 1998; Gershon 1999b; Pert 1999; Fields 2005; Leaf 2005; 

Lipton 2005; Fields 2008a; Fields 2008b; Pert 2008).  

 

As a teacher and researcher in higher education, I believe that understanding the 

anthropology of learning, viz, the biochemistry which informs human psychology and 

human behaviour can contribute to greater motivation to improve learning, teaching 

and assessment processes, which can impact positively on success and throughput 

in higher education. I believe that learning in higher education needs to be exciting, 

pleasurable and self-rewarding and I believe that this is possible once the 

biochemical processes are taken into account.  

 

I suggest the following questions for future exploration: 

 How can neuropeptide and receptor identity and operation during learners’ 

whole-being-learning be determined in a laboratory? 

 What are the biochemical processes at work in commonly used medication, 

such as Ritalin, to “keep inattentive and impulsive students on the learning 

pathway” (Keane 2008)? 

 How can policies in higher education accommodate, encourage and dignify 

fun and pleasure in learning, teaching and assessment strategies in higher 

education learning spaces? 

 How and to what extent can academic developers and educators develop 

safe communities of practice within the higher education environment to 

promote whole-being-learning? 
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 How can higher education teachers be enabled to accommodate learning as a 

biochemical process in their teaching and assessment practices?  

 How can teachers in higher education be enabled to recognise their learners’ 

talents and gifts, and accommodate these talents and gifts in the design and 

delivery of the curricula?  

 Most importantly - How can learning, teaching and assessment in higher 

education be pleasurable, delightful and self-rewarding?  

 

What are my final reflections? 
My study journey has been both emotionally and intellectually demanding and 

challenging, and rewarding. I have come to the conclusion that when ‘we~i’ 

experience positive emotions such as joy, fun and love during learning, ‘our~my’ 

biochemistry of learning is activated, and this kind of learning is more effective, not 

only because it is more enjoyable, but also because it results in learning which 

reflects beyond assessment.   

 

When I reflect upon my doctoral journey, I have come to recognize what is 

anthropological about learning - what is common to all human beings about how they 

learn. I have come to realize the biochemical processes evident in human learning 

are even more significant than I have been able to demonstrate in this thesis. I 

believe that this is because learning at the biochemical level occurs deep within the 

viscera of all human beings, and exactly how that happens biochemically remains to 

be established.  

 

My study started out by focusing on learning in the classrooms of a higher education 

institution, but I soon realized that my own learning and the learning of others 

throughout my life – from a personal, spiritual and educational perspective - was 

important and significant. I thus included, in my study of my personal learning and 

the learning of others, a focus from a spiritual perspective and through a spiritual 

lens. I then realized that my study is significant for teachers and learners not only in 
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education and specifically in university classrooms, but also in the teaching and 

learning of spirituality in our communities and society. 

 

I have benefited greatly from my reflections. I realise that my reflection on my inner 

life, my beliefs and values with great curiosity, openness, acceptance and love has 

contributed to my own whole-being-learning (Siegel 2008). I have been delighted to 

realise the coherence between my ways of human knowing (epistemology), my ways 

of being human (ontology) and my human attitudes and values (axiology).  

 

I discovered to my delight that the evidence which presented itself in my study 

appropriately answered the research questions which I asked, in keeping with 

ancient Zen wisdom, and with good teaching and research practice.  

 

I have enjoyed showing how using my personal voice to share my ways of knowing, 

my ways of being and my values have made a contribution to self-study. I have had 

fun sharing how expression of my knowledge has benefited from the use of 

multimedia presentations. 

 

I have been pleased to be able to demonstrate how whole-being-learning can be 

promoted in safe communities of practice. I have been delighted to be able to show 

that when relationships are nurtured with love-filled joy and joy-filled love, talents and 

gifts are recognised and knowledge can be integrated in emotionally-informed active 

learning exercises, such as game playing and game design. 

 

As I have engaged in whole-being-learning, I began to recognise that I have a talent 

for asking probing questions, and that in answering these questions people become 

enlightened about themselves. These are the kinds of questions which open new 

ways of seeing themselves and seeing their learners’ talents and gifts in safe and 

productive communities of practice.  
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It has given me pleasure to have demonstrated that people can be led to knowing 

more about themselves through relationships that nurture spirituality and creativity. I 

am excited to have found a new role for educators which can be used together with 

the “sage on the stage” (King 1993) and  the “guide on the side” (King 1993), which 

is as a “designer of whole-being-learning opportunities” – “an architect of whole-

being-learning”. 

 

I feel privileged to have had the opportunity to bring my embodied holistic knowledge 

to the academy as an original contribution to knowledge. For me learning is a dance 

that connects me to who I am completely as well as to other human beings and the 

subject content. I internalise the energy, words and music I receive, through 

interactions with the universe and others. I am then able to register and replay the 

expressions in movement or activation of my whole being – mind, body and soul as I 

engage in whole-being-learning. All of this fills me with delight and gratitude.  

 

I discovered the extent to which I value educational and spiritual practice that 

expresses a joy-filled love and a love-filled joy. I offer this joy-filled love and a love-

filled joy as an explanation for my educational influence, my living educational and 

living spiritual theory. I believe that, through my study, I have offered educators 

LOAVES of life-giving bread. From a spiritual and educational perspective within a 

safe community, I have given a Love Offering, an Available Voice and Energetic 

Service, in the hope that every teacher will find a way to fulfil the maxim …  

 

Let the main object of this,  
our didactic,  

be as follows: 
To seek and find a method  

by which teachers may teach less,  
but learners learn more 
John Amos Comenius 
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APPENDICES 

Appendix A: Template of consent form 

Durban University of Technology 

 
INFORMED CONSENT BY SUBJECTS TO PARTICIPATE  

IN A RESEARCH PROJECT  

 

Preamble 

The university and those conducting this 

project subscribe to the ethical conduct of 

research and to the protection at all times of 

the interests, comfort, and safety of subjects. 

This form and the information that it contains 

are given to you for your own protection and 

full understanding of the procedures. Your 

signature on this form will signify that you 

have been informed about the procedures 

and the benefits of this research project, that 

you have had adequate opportunity to 

consider the information communicated to 

you, and that you voluntarily agree to 

participate in the project. Any information 

that is obtained during this study will be used 

as per the agreement, viz. that it will be 

documented in a thesis for scholarly 

purposes, and for public information, where 

relevant and applicable, and only with your 

prior consent. 

 

*********************************** 

Isandulelo  

Inyuvesi nalabo abenza ucwaningo 

bazibophezele kwimigomo yokuziphatha 

okwamukelekile nokuvikela amalungelo 

ngaso sonke isikhathi, izifiso ,ukwaneliseka 

nokuphepha kwalabo abazoba yingxenye 

yocwaningo. Lelifomu neminingwane ekulo 

inikezelelwe kuwe ngenhloso yokukuvikela 

nokukwazisa ngenqubo-mgomo. Ukusayina 

kwakho leli fomu kuyindlela yokukhombisa 

ukuthi unolwazi ngenqubo- mgomo 

nenzuzo yalolu cwaningo nokuthi  

ubenethuba elanele lokuqondisisa ulwazi 

oludluliselwe kuwe, futhi uzivumele 

ngokwakho ukuba yingxenye yalolu 

cwaningo. Noma yiluphi ulwazi olutholakele 

kulo cwaningo luyosetshenziselwa 

ekubhaleni ibhukwana elizosiza abanye 

abafundi nokwandisa ulwazi lomphakathi 

njengokwesivumelwamo nangokwemvume 

yakho.  

 

*********************************** 
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Consent Form 

Having been asked by  

 

…Delysia Timm………… 

of the Department of Education at the 

Durban University of Technology  

to participate in a research project, I have 

discussed and understood the procedures 

which will take place.  

 

I understand that the procedures to be used 

in this study and personal risks in taking part. 

I understand that I  

 

……………………………….. 

 

  may withdraw from participating in this 

study at any time, even if I sign this consent.  

I also understand that I may register any 

concern that I may have about the study with 

the researcher named above or with Prof. 

Joan Conolly (cel phone number: 083 2949 

607.) I may obtain copies of the results of 

this study by contacting  

 

…Delysia Timm….. 

 

Ifomu lezivumelwamo  

Njengoba ngicelwe u:  

 

……… Delysia Timm ……………….. 

 

Department of Education e Durban 

University of Technology  

Ukuba abambe iqhaza ocwamingweni 

oluchazwe ngenhla. Ngiyayiqonda 

inqubomgomo ezolandelwa 

kulolucwamingo. 

 

Ngiyaqonda ukuba 

………………………………………….. 

 

…………………………………………… 

 

noma nini noma sengisayenile leli fomu. 

Ngiyakuqonda futhi ukuthi ngingazwakalisa 

ukukhathazeka kwami ngololucwaningo 

kumcwaningi obhalwe ngenhla noma ku 

Solwazi u Joan Conolly (cel. no. 

0832949607) 

 

Ngingathola isishicilelo semiphumela yalolu 

cwaningo ngokuthintana no:  
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cel phone number …0835950183 

I understand that the information gathered 

for this study is intended for public access 

and possible inclusion in school curricula. By 

signing this form, I am acknowledging that I 

understand the contents of this document.  

 

Name : ……………………………….. 

 

Address: ……………………………… 

 

……………………………………….. 

 

Signature: ……………………………. 

 

Witness: ……………………………… 

 

Date: …………………………………. 

 

 

……… Delysia Timm ………………… 

 

……………………………………………… 

 

Ku cell namba; 0835950183…………… 

 

Ngiyakuqonda futhi ukuthi ulwazi oluqoqwe 

kulolu cwaningo luhlelelwe 

ukusetshenziswa ngumphakathi nanokuthi 

lufakwe ohlelweni lokufundisa ezikolweni.  

 

Ngokusayina leli fomu, ngivuma ukuthi 

ngiyakuqonda okuqukethwe yileli  

bhukwana 

 

Igama: ………………………………….. 

 

Ikheli: ……………………………………. 

 

………………………………………………….

.Sayina : ………………………………….. 

Ufakazi: ………………………………… 

 

Usuku: ……………………………………. 
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Appendix B:  Schedule of Participants (SOP). 
Who did I interact with as part of my data generation? 

No. Name Date Topic Question Type of 

Interaction 

Nature of 

record 

Duration in 

minutes 

1 Delysia  November 

2011 

How do I teach during my sermons in 

Church? 

Sermon video 25:05 (full) 

4:12 (clip) 

2 Anton March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire written  

3 Fr Terry & 

Rita 

March 2011 What is my educational/spiritual influence 

on you? 

Skype 

Conversation 

audio 14:45 

4 Faith March 2011 What is my educational/spiritual influence 

on you? 

Skype 

Conversation 

audio 10:34 

5 Delysia December 

2009 

How does liturgical dance influence my 

spirituality? 
http://www.youtube.com/watch?v=S7schvtPNOk&feature=youtu.

be 

Liturgical Dance video 4:44 

6 Charys March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire written  

7 Heidi March 2011 What is my educational/spiritual influence Questionnaire written  

http://www.youtube.com/watch?v=S7schvtPNOk&feature=youtu.be
http://www.youtube.com/watch?v=S7schvtPNOk&feature=youtu.be
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on you? 

8 Lola March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire written  

9 Dawn March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire written  

10 Hylton March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

11 Fiona March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

12 Des March 2011 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

13 Judy July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

14 Joy July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

15 Alice July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

16 Cheryl July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

17 Lorraine July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  
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18 Des July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

19 Linda July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire Written  

20 Joan April 2010 What is my educational/spiritual influence 

on you? 

Letter Written  

21 Marge July 2012 What is my educational/spiritual influence 

on you? 

Questionnaire written  

22 Delysia March –Sept 

2001 

How do I facilitate workshops? 

http://www.youtube.com/watch?v=1zku3e7

qE8Q 

Workshop 

facilitation 

video 5:24 (clip) 

23 Keith August 2011 What do you want to tell me about why you 

specifically compiled a video of me in  

workshops? 

Email 

conversation 

written  

24 Delysia September 

2001 

How do I present at a Symposium? 

http://youtu.be/-bk97Q3w8Do 

Symposium 

presentation 

video 36:49 

25 Delysia February 2009 How do I facilitate workshops? 

http://youtu.be/qi1W2cKTMpE 

Workshop 

facilitation 

video 27:35 

26 Academic 

staff 

September 

2009 

What were your feelings and changes 

experienced when using games for 

learning? 

Focus group 

discussion 

audio 53:30 

http://www.youtube.com/watch?v=1zku3e7qE8Q
http://www.youtube.com/watch?v=1zku3e7qE8Q
http://youtu.be/-bk97Q3w8Do
http://youtu.be/qi1W2cKTMpE
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27 Sherlien July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using games for learning, 

teaching and assessment? 

conversation audio 22:16 

28 Sherlien September 

2001 

How do you present your games that you 

have developed? 

http://youtu.be/qi1W2cKTMpE 

Presentation at 

symposium 

Video 8:38 

30 Ingrid May 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using for learning, teaching 

and assessment? 

Conversation Audio 24:12 

31 Ingrid’s 4th 

year 

Homeopathy 

students 

June 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions– of using games for learning, 

teaching and assessment? 

 

questionnaire written  

32 Ivan July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using games for learning, 

teaching and assessment? 

 

Conversation audio 35:36 

http://youtu.be/qi1W2cKTMpE
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33 Derrick July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using games for learning, 

teaching and assessment? 

 

conversation audio 15:24 &11:37 

34 Dorinda July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using games for learning, 

teaching and assessment? 

 

conversation audio 39:26 

35 Dorinda’s 3rd 

year 

Somatology 

students 

July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using for learning, teaching 

and assessment? 

 

questionnaire written  

36 Dorinda’s 3rd 

year 

Somatology 

students 

July 2009 What would you like to tell me about your 

experience – your feelings, thoughts and 

emotions – of using games for learning, 

teaching and assessment? 

 

Focus group 

conversation 

audio 12:05 

37  Anisa June 2009 What would you like to tell me about your  conversation audio 44:41 
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experience – your feelings, thoughts and 

emotions-  of using games for learning, 

teaching and assessment? 

 

38 Anisa’s 2nd 

year Dental 

Technology 

students 

June 2009 What would you like to tell me about your  

experience – your feelings, thoughts and 

emotions-  of using games for learning, 

teaching and assessment? 

 

questionnaire written  

39 Anisa’s 3rd  

year Dental 

Technology 

students 

June 2009 What would you like to tell me about your  

experience – your feelings, thoughts and 

emotions-  of using games for learning, 

teaching and assessment? 

 

questionnaire written  

40 Anisa’s 4th 

year Dental 

Technology 

students 

June 2009 What would you like to tell me about your  

experience – your feelings, thoughts and 

emotions-  of using games for learning, 

teaching and assessment? 

 

questionnaire written  

41 Delysia November 

2009 

Risk of being Oneself in Higher Education: 

Heltasa Conference presentation 

Conference 

presentation 

Video 7: 49 mins(clip) 
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https://www.youtube.com/watch?v=Ei7w9F

4a1xw 

42 Jack 

Whitehead & 

Joan Conolly 

December 

2009 

What is my doctorate study all about? 

http://www.youtube.com/watch?v=O2uTcx

ZtYcw 

conversation Video 6.44 

43 Delysia July 2010 Towards an Understanding of the 

Biochemical nature of learning. 

http://youtu.be/Ei9QLqTsXWg  

Seminar 

conversation 

Video 24:52 

44 Delysia April 2012 How Am I Transformed as a Higher 

Education Practitioner-Researcher 

through Self-Study?   

http://www.youtube.com/watch?v=V48l2BB

7Bj4 

Symposium 

conversation 

video 4:23 – 7:04 

mins 

35:49 – 45:08 

minutes 

 

 

https://www.youtube.com/watch?v=Ei7w9F4a1xw
https://www.youtube.com/watch?v=Ei7w9F4a1xw
http://www.youtube.com/watch?v=O2uTcxZtYcw
http://www.youtube.com/watch?v=O2uTcxZtYcw
http://youtu.be/Ei9QLqTsXWg
http://www.youtube.com/watch?v=V48l2BB7Bj4
http://www.youtube.com/watch?v=V48l2BB7Bj4
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Appendix C:  Written responses of the participants 
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Appendix D:  An exemplar of a completed framework for one concern for a lecturer 

 

 Observed by the lecturer Not observed by the lecturer 
 
 
 

 

Observed 
by the 

Academic 
Developer  

Expressed concerns 
Sherlien is frustrated at the students lack of learning a vital 
component, that would need application at higher levels. 
Sections required memorisation.  (survey questions) 
The students see the section as not relevant, they could not 
relate.  
Students need to be active participants in their learning. 
Learning can be a fun experience 
Dealing with Emotional issues for students promotes learning  
Students influenced her to use card games for learning 
 
 
 
 

Inferred concerns 
Sherlien interest in the lives of her students leads to successful 
learning 
Emotional issues can get in the way of learning  
She is innovative and caring as a lecturer which is time-consuming 
She takes risks in her class in using unconventional/innovative 
methods of teaching 
  
 

 
 

 
 

Not 
observed 

by the 
Academic 
Developer 

Unexpressed concerns 
 
All the students in her class must pass 
the energy and enthusiasm for the students learning 
Not all students see it as fun and exciting to play card games 
Not all students can play card games 
 
 
 
 
 
 

Dormant or delitescent concerns 
Her desire for personal success as a teacher 
Is the learning using games effective? 
Do students believe in their own ability to learn? 
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Appendix E:  B Theology Degree curriculum outline 
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Appendix F:  Copy of my written text I prepared for a 
sermon 
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Appendix G:  Programme for Quiet Day 

 

 
St Augustines Church 

Quiet Morning 
Reflecting on some  

of the  
Women in the life of Jesus Christ 

1 April 2010 
 

The aim of the morning is for the women to deepen their relationship with Jesus 

by reflecting on the women in the life of Jesus Christ and his response/s to them.  

Requirements: 

a. Each person to bring:A Bible, And A Notebook and pen- preferably their personal 
spiritual journals 

b. Suitable music- a CD player with CD’s- quiet instrumental and other music linked to 
the readings or the season of the Church Year. 

c. A Cross that can stand alone- preferably set to stand in a garden-like setup 
d. Drapes to hang on the cross- a colour for each of the phases- Blue, Green, Red and 

White  
e. Seven candles to be lit as each stage in the morning is commenced for each phase. 
f. Small strips of paper and pen for each person to write their name  
g. A bowl for the strips mentioned in (f). 
h. Seating-  arrange the seating in a semicircle/circle with the cross as focal point. 
i. Optional extras for the garden and participants to reflect on and take away- shells, 

stone/pebbles, perfumed oil, flowers 
1. Pray, Pray and pray before the session. 
2. Quiet Instrumental music playing in the background as the women enter the venue. They are 

encouraged to write their name on the strip of paper and place it into the bowl.  
3. welcome women and ask for opening prayer from member. 
4. Play CD-  music to set the scene and the tone- Music can be played at other appropriate 

times in the morning. 
5. Provide the overall context of the quiet morning 

Biblical stories are written from the perspective of men based on the Oral traditions of society 

at that time. There are women who played a significant role in Jesus’ life and his ministry as 

mentioned the New Testament in particular which is our focus for today. Our meditation today 

will be guided by reflecting on selected Bible readings.  

There are four phases-  

 Women and the Birth of Christ;  
 Women and the life ministry of Christ;  
 Women and the death of Christ;  
 Women and the resurrection and life thereafter of Christ.  

Each phase will be represented by a colour draped on the cross. During each phase, there 

are seven stages that we will move through with a candle lit at the beginning of each phase- 
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 Draping of the cross 
 Context of the section 
 Readings 
 Quiet time of reflection 
 Recording three words that describe your feelings 
 Sharing of reflections 
 Prayers offered. 

Candles are extinguished after the prayers. 

6. Women And The Birth Of Christ – Blue Cloth 
a. One lady to light the candle 
b. Play instrumental music during the draping of the cross- ask two ladies to do so.  
c. Lighting of second candle 
d. Context- Tamar, Rahab, Ruth, Bathsheba, Mary, mother of Jesus- strength in 

adversity and a foundation for the family 
e. Readings- Luke 1:26-38;   Luke 1: 39-56  
f. Quiet time of reflection 
g. Recording three words that describe your feelings about the women and/or Jesus 
h. Sharing of reflections 
i. Prayers offered… 

Same format continues for the rest of the session. 

7. Women And The Life and Ministry Of Christ – Green Cloth 
a. Context- Mary supported her son in his ministry; Many women were touched and 

impacted on Jesus life. 
b. Readings- John 2: 1- 12; John 4: 1- 26;  Luke 7:11-17;   John 8:1-11;   Luke 8:1-3;    

Luke 10:38-42;       Luke 13:10-17;   Mark7:24-30. 

 

8. Women And The Death Of Christ – Red Cloth 
a. Context- Mary had strong emotions running through her heart for Jesus, accepted 

God’s will from the beginning . How did she feel when he was stripped of his garment 
Veronica, provides comfort in time of stress, fatigue, restores his dignity. Also the 
weeping women- Jesus concerned about their welfare. 

b. Readings- Luke 7:36-50;   Luke 23: 27-31;    John 19:25-27   
 

9. Women And The Resurrection Of Christ – White Cloth 
a. Context- Mary Magadalene- discovers the joy of Easter morning and carries it in her 

heart each day and to family, friends, world,- the way we live our lives , things we say, 
way we love our family.  

b. Readings- Mark 16: 1-8;   Mark 16: 9-11;   Acts 21:9;  Romans 16: 1- 5.  

At the end, each person is to take a personal memento from the garden 

and a name from the basket. During tea, get to meet and know the 

person and pray for them. 
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Appendix H:  handwritten story of JNGE 
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Appendix I:  Sherlien’s Powerpoint presentation  
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Appendix J:  Programme of the Mini- Congress of Society 
of Medical Laboratory Technology of SA (SMLTSA) held in 

February 2002 
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319 
 

Appendix K:  Testimonial for Sherlien written by D Timm 

15 July 2011 
To whom it may concern 

TESTIMONIAL – Sherlien Prithepaul 
 
I have known and worked with Sherlien since 2001when she influenced my practice and was 
willing to share her knowledge in the design and development of innovative learning 
materials for her Biomedical Technology students. Sherlien attended workshops on Using 
Information Communication Technology to Promote Active Learning that I facilitated as a 
Materials Developer in the Effective Learning Centre at the Durban University of Technology 
(formerly ML Sultan Technikon). It was during these workshops that she shared how she 
had started developing games for her students and I learnt from her experience.  
 
Her desire to connect with her students and to connect them with the subject led her to 
observe their actions and behaviours even outside the classroom. She observed the fun and 
deep levels of engagement that students experienced whilst playing card games on the 
steps and in the corridors – she wanted them to have this same experience in her 
classroom. Hence she started designing and developing card games and games such as 
BINGO, using the subject material as the content for the games. Sherlien truly does not fear 
including her personal self in her teaching and does not seek safety in the technical, distant 
and abstract approaches to teaching. Instead she has the courage to teach in the moment in 
a concrete form with great passion and enthusiasm She loves her learners, learning and the 
teaching life to the extent that instead of getting out of trouble, she rather goes deeper in by 
entering the tangles of teaching to get a better understanding of them and to serve her 
students well19. 
 
Having started in 2001 with the games designed and handwritten on colored cardboard, she 
has made many informed revisions including using computers to design and develop her 
material and extended to other innovative material. She has also shifted from designing and 
developing the material to getting the students to design and develop their own learning 
material which I believe has truly enhanced her student-centered approach to learning and 
teaching, ensuring that she continues to be a learner as well in her classroom. 
 
Sherlien, as the pioneer in 2001 of using games for learning at DUT, has willingly and 
enthusiastically shared her ideas of innovative teaching as well as her actual innovative 
practice with other staff in her department and across the campus.  
 
 Her ability to be a life-long learner has ensured that she is constantly stretching the 
boundaries of what she teaches and learns and how she teaches and learns in her 
interactions with her learners. 
 
I recommend her highly as an innovative, caring teacher showing understanding of teaching 
and learning whilst providing good leadership and teamwork with other academics. 
 
Delysia Timm  
Advisor: Special Projects in the office of the DVC:Academic, DUT. 
Cell: 0835950183   email: timmdn@dut.ac.za 

  

                                            
19 These aspects are taken from The Courage to Teach by Parker Palmer (1998).  
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Appendix L:  Dorinda’s Games and Poster Assignment 

ASSIGNMENT 3:  INTEGRATED ASSIGNEMENT 
 

                           PATHOLOGY CASE STUDY, GAME & POSTER 
PRESENTATION 

 
COMPONENT 1:    PATHOLOGY CASE STUDY POSTER PRESENTATION  
 
-In groups, as designated by your lecturer, each group is to recruit one client with a 
treatable pathology/condition (see applied pathology list) who will be prepared to 
participate in a reflexology case study assignment during class times.   
 
-Each member of the group will participate in recording the case history of the client        
at a time convenient to the client, the group and subject to an available venue. All 
contracts, letter to participate need to be discussed and signed. Client history and 
information is recorded on record card.  
 
- Thereafter each member of the group will treat the client twice.  Each client will be 
treated once a week during a class session and one off campus treatment  is 
allowed thus, a total of 2 per week should be completed. A minimum of 8 
treatments(4 weeks)should be completed. 
 
- Each therapist will update the client record card and complete a reflection sheet 
after each treatment.   
 
These treatments will be carried out during class time (Wednesdays), under 
supervision of the lecturer. 
 
NEGATIVE MARKING will be employed  
i.e. minus 5% for any treatment missed by a student or client not organized 
appropriately according to contract agreement (not arriving) 
 
-On completion of these treatments, complete a poster of the pathology case study 
which you have conducted as part of the previous section of the assignment. 
 
-The purpose of the poster will be for you to present: 

o The theoretical information on the presented condition ie: Common 
name, medical name, causes, symptoms, common 
treatment/medication etc.(Literature review) 

o The treatment procedures and protocol that were followed 
(methodology) 

o The results achieved. 
 
-Include the following  

o Write up on the pathology including relevant body system   
o Client profile                  
o Observations of the feet relative to condition being  
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treated          
o Attached Record card (Clear, comprehensive & neat)  

 
Technical information: 

 Font Arial, size 12 for written documentation 
 Font Arial, minimum size 28 and in bold for information on poster. 
 Heading font for poster up to 72 font size and Arial also in bold. 
 Refer to guide at end on tips for poster presentation. 
 
ASSESSMENT CRITERIA 
       

Assessment will be based on the following: 
 Name of institution              1 
 Name of topic          2 
 Name of presenters             2 
 Introduction            5 
 Theory of the pathology/body system     20 
 Client profile/Observations/Treatment info    15    
 Results            5 
 Conclusion           5 
 References           5 
 Presentation (layout, durability etc)      30 
 Attached Record Card          10 

TOTAL               100 
 
 
COMPONENT 2:  OIL BLENDING AND COSTING 
 
Practical component 
-A group will analyze and record the case history of one individual (pathology client 
from reflex study) during a supervised class session. 
 

- In consultation with the group and the lecturer each group will decide on a 
blend of aromatherapy oils and a suitable carrier oils to meet the requirements 
of the client -A minimum of 3 and maximum of 5 essential oils are to be 
selected for each blend.  

- The oil may be used to complete reflexology treatments with or the group can 
design an aromatherapy tool for the client to assist in their treatment. 

 
 
Theoretical Component 
-Reasons for choice of the selected oils to be given. Explanation of what method/tool 
used. 
 
- A list including the following must be included in a summary Common name, 
Botanical name, Specie/family, Part of plant used, Principle chemical constituent and 
Properties. 
 
- A detailed costing using standardized up to date price lists to be included.  The 
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massage blends are to be blended to meet the needs and the preferences of the 
clients, whilst at the same time being cost effective. 
 
-Blend 10ml per client for treatments. 
* See Essential and carrier oil listing – Appendix A 
* See standardized price list – not included 
 
Assessment will be based on the following: 
Blend suitability  

 Relative to condition  30    
 Relative to fragrance  20    
 Relative to cost and costing 30    
 Correctness of summary    10   
 Presentation of tool            10         

Total                                   100            
    

 
 
COMPONENT 3 :   GAME 
 
In groups, as designated by your lecturer, design and produce a game to aid in 
learning the position of the reflexes found in the feet and the pathology/condition that 
was treated by reflexology.  Assessment will be carried out by peer assessment 
based on the game meeting both : 
 

1. Fitness for purpose 
2. Fitness of purpose 

 
Assessment will be based on the following: 
         

 Colourful        20 
 Durability        20 
 Ease of participation      20 
 Practicality of transport      20 
 Standard of theory      20   

 TOTAL        100 
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Appendix M: From designing games to understanding 
learning: what happens when we play? Powerpoint 

presentation 
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Appendix N: Challenges of Structure, Environment and 
Process facing a part-time doctoral student in a new UoT: a 

critical autobiographical view. Powerpoint Presentation  
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