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Abstract
Using qualitative data from student web logs (bJogstten as part of the requirements for a
graduate social work course addressing issueswliege, this study examines the learning journey
trajectory that emerged for the students and fatalr participating in single-identity caucus
examining heterosexual privilege. What emergedfiigeastage learning journey that spans the
resistanceandredefinitionphases of social identity development. Additionatlhe study includes
reflections on the impact of the course on studéimes and social work practice that were

gathered approximately six months after studendscoanpleted the course.
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Mapping Graduate Social Work Student Learning Jeysrabout Heterosexual Privilege
Introduction

In the last couple of decades there has beenasioig attention from the academic
community on issues of privilege (Manglitz, 200Bhis has included examinations of white
privilege (Dobbins & Skillings, 2000; Pewewardy, 020 Pewewardy & Severson, 2003; Rodriguez,
2000), male privilege (Anderson & Accomando, 2003lasanti & Sleven, 2001; Farough, 2003),
and to a lesser extent, heterosexual (DiAngelo7198n Every, 1995), Christian (Blumenfeld,
2006; Clark & Brimhall-Vargas, 2003; Schlosser, 20@&nd social class privilege (Abramovitz,
2001; Kivel, 2004). Much of this work has centeoeddefining and outlining how various forms of
privilege function as part of systems of inequaliore recently, however, a few scholars and
educators have turned their attention to examihog to teach about issues of privilege.

This study explores the learning journeys of geddwsocial work students enrolled in a
course about privilege that was held during theng@007 academic quarter. The data were taken
from a number of sources including web logs (bldgaj were maintained by the students as part of
the course requirements, the teaching journal raied by the caucus facilitator, and reflections on
the impact of the course written six months afterd¢ourse had ended. From these data, themes
emerged that indicated a fairly consistent learmiagpctory.

In the next section, we briefly examine the litara on teaching about issues of privilege,
followed by a description of the pedagogical congrun of the course, and then an outline of the
methodology of the study. We then turn our attantmthe learning journey that emerged from the
data, the students' reflections on the impact@ttiurse, and end with a discussion of the

implications for social work education and futuesearch.
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Importance of Teaching about Privilege

Teaching solely for multicultural awareness fal®rt of the social work educational goal of
cultural competence (Allen, 1995; Weiler, 1988).rAglticultural and anti-oppression scholars
have argued, discussions of diversity and tradailgrmarginalized populations are not the same as
addressing issues of power, privilege, and oppragkiat are central to maintaining systems of
inequality (Goodman, 2001; Kincheloe & Steinber@98; Longres & Scanlon, 2001; Nicotera &
Walls, in press; Razack, 2002). Failure to addifesse issues not only misses the mark, but further
serves to reinforce oppressive systems of stratibno (Miller, Donner, & Fraser, 2004).

Educating specifically about issues of privilegeentral to teaching students to address
structural inequities, and to attenuate the negatnpact of privilege on marginalized communities
(Holody, 1998; Swenson, 1998; Swigonski, 1996)vilge — the system of unearned advantages
enjoyed by members of certain social groups bagketlyson their membership in those groups
(Mclintosh, 1993) — “gives some people the freedoine thoughtless at best, and murderous at
worst” (Bailey, 2004, p. 308). If social work edtma are to engage in transformative education
toward the goal of social justice (Banks, 2003¢ytmust help students come to see not only active
and overt forms of oppression, but also the “embdddrms that members of the dominant group
are taught not to see” (Mclntosh, 1993, p. 37)aRimeg through this “historical amnesia” (Lorde,
1984) can transform the way that students thinkuglialk about, and act upon cultural differences
(Allen, 1995; Allen & Baber, 1992; Fonow & Cook,9D.

Educating social work students on the dynamiqwieflege and oppression helps them to
understand the connection between their persoaatittes and broader contextual and structural
issues (Parker, 2003). It assists them in stragghith important questions such as, “How can | as

a social worker challenge systems of oppressiompardege while embedded in these systems?”
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Or, “What systems of oppression do my agency andihtain and perpetuate in the way in which
we structure our services and engage in the peacfisocial work?”

Providing this education not only empowers and atkgsocial work students to become
advocates on a policy level, but also lies at gy center of the therapeutic process (Parker, ;2003
Swenson, 1998). Failure to address such issudmicat work negatively impacts the therapeutic
process and leave clients feeling invalidated @aft995; Helms & Cook, 1999; Ridley, 1995),
while at the same time maintaining the status &todents need to struggle with questions such as,
“How do my privileged identities impact my interaets with clients and coworkers?” Or, “What
role does privilege and oppression play in theasghat my clients bring to the table?”

Unfortunately, social work education has not dargmod job of addressing issues of power
and oppression in the curriculum or in practicdéAMeares, et al., 2000; Almedia, R., Dolan Del
Vecchio, K., & Parker, L., 2008; Etiony, 2007; Fy@@00; Tamasese, K., & Waldegrave, C., 1993;
Teasley, 2005; Vodde, 2001; Weaver, 2004), leagnagluating social workers confused about how
and when to address these issues with clientsgMili al., 2004). This failure can also be seen in
the avoidance of difficult conversations on cultutifferences among colleagues, and in the way in
which issues of power are managed in social waoglmizations. If social workers — who have a
shared value base, a common disciplinary vernacahal educational privilege — are unable to
successfully discuss these issag®ngthemselves, it is a sure sign that these isswesarbeing
handled well in the therapeutic relationship willerats (Miller et al., 2004). At what cost are thes
issues not addressed in the field of social workfdo\does it benefit when we fail to address them?

If addressing issues of power, privilege, and epgion are central to a quality social work
education, to therapeutic relationships with ckemind to the effective functioning of social work
organizations, why then has the discipline not adég]y integrated this content into the

curriculum? It is to this question to which we nawn our attention.
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Teaching about Power, Oppression, and Privilege

Teaching about issues of power, oppression, andege is difficult (hooks, 1994),
particularly given that educators are embeddedhchkeenefit from interlocking systems of privilege
and oppression within the academy (DeCuir & Dixs2004; Hu-DeHart, 2000; Iverson, 2007).
The existing literature has outlined numerous waysghich classroom conversations on these
topics can quickly escalate and become problematscussions about social identities are
challenging and increase the potential for misustdedings between members of marginalized and
privileged groups (Miller et al., 2004). They maaVve students (and instructors) feeling alone,
alienated, and attacked (Stone, Patton, & HeerQ)199ivileged group members are frequently
shocked to hear the extent of oppression in tHg theeéd experiences of marginalized social group
members (Miller et al., 2004). As a result, theyyrbacome defensive and invalidate the lived
experiences of marginalized classroom member$iey may experience significant cognitive
dissonance as they recognize how their privilegetestwined with the oppression of others (Miller
& Schamass, 2000). Because many privileged groupbees do not see themselves as having
power and privilege in their lived experiences (Gwman, 2001; Johnson, 2005), and because denial
of the existence of privilege is one way in whiglvipege functions to perpetuate itself (Allen,
1995; Mclintosh, 1993), anger and defensivenesotrat strong affective responses are not
uncommon (Miller et al., 2004; Stone et al., 1999jditionally, some students (and instructors)
may be resistant to the critical self-reflectior @malyses that is required for this type of
educational process (Mildred & Zuniga, 2004), wagtiather to stay in the safe world of
disembodied and decontextualized content.

Education on privilege and power is further corrgiied by some aspects of the social work
identity. Social work students may feel that theisien to become a social worker is, in and of

itself, evidence of their commitment to challenggistice and their ‘sacrifice’ to making the world
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a more just place. They may be resistant to examgitiie role the discipline has played in
perpetuating stratification and the way in whictiudual social workers can reinforce oppressive
and privileged norms (Kivel, 2004; Margolin, 1998ullaly, 2006; Specht & Courtney, 1994).

Social work students occupy multiple social logasi at once — some of which are
privileged and others of which are oppressed (Méleal., 2004). They may claim that having
oppressed identities means that they do not befinefit their privileged identities (Goodman,
2001). Students may be at very different placekeir social identity development from one
another (Goodman, 2001), requiring the instructanainage the intricacy of different
developmental processes at the same time (Millal. €2004). Similarly, students may be at
different places in their social identity developrhen different identity issuesithin themselves. A
white, female student, for example, may be quitaetasand advanced in her understanding and
integration of gender, while she may — at the same — be completely oblivious to issues
surrounding her whiteness.

Instructors also occupy complex and shifting ddoeations. To successfully work with
students on these issues, instructors must int@edgeir own privileged (and oppressed) identities
(Crumpacker & Vander Haegen, 1987; Fonow & Mar891; Mcintosh, 1993). Instructor's failure
to recognize and critique how their own social taraimpacts their teaching practices can play a
significant role in alienating students and makimg instructor much less effective (Eyre, 1993).

Course Description

The idea for the development of the course wasined by a presentation about a program
of the Office of Women'’s Programs and Studies dofaalo State University that worked to engage
men as allies to end sexual assault against woB®oiie & Linder, 2006). Using research on
bystander intervention, the program supports uddrgate men in a year-long conversation about

gender stratification, male privilege, and the wiyg/hich men'’s failure to intervene and challenge
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other men around aggressive behaviors toward waglagss a role in the existence of rape. The
presentation spurred the primary instructor ofdberse into considering how to structure a course
whereby social work graduate students from priategroups identified and addressed the barriers
to ally action in their own model of social workagtice. After consultation with members of the
university's center on multiculturalism, the dedrh® school, and the faculty committee on
multiculturalism, a draft syllabus was developed presented to the curriculum committee for
approval as an experimental course. The coursap@®ved and offered in spring quarter of 2007.

Pedagogical Decisions

Addressing the challenges outlined in the litemte@garding issues that arise when teaching
about privilege required intentionality about trelpgogy of the course. In this section we briefly
sketch the various components of the course anstthetural concerns they were meant to address.
(For more detail on the pedagogy of the courseVgals, Roll, Griffin, & Sprague, 2007).

The decision was made to use both single-idegtityp caucusing and intergroup dialogue.
One hour per week of class time was allotted focaaing and two hours per week of class time
were allocated for ‘cross-privilege’ dialogue iretblassroom. Caucusing was organized around
various privileged identities on which students tearto focus, and caucuses were facilitated by co-
instructors who shared the identity and were comechito being on the learning journey with the
students. To coordinate these logistics meantstinaients had to indicate upon which privileged
status they would focus prior to the beginninghaf tourse so that appropriate facilitators could be
recruited. As such, students were required to afgplgnrollment into the course by writing a brief
essay on privilege and how it manifested in theed, indicating and ranking up to three privildge
statuses they would be willing to work during tloeise. The essays were read by a committee of
four faculty and staff members and 18 students welected from the 22 students who applied. The

single-identity privilege caucuses created a sgralip atmosphere where students could support
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one another in focusing on a particular privilegehtity and provided a more intimate connection
whereby challenging one another could also occur.

The two hours per week of class time devoted rtos's-privilege dialogue’ were structured
to avoid some of the inherent pitfalls that can eyaevith the typical model of intergroup
dialogues. Because time in this segment of thes ales to be spent consciously foregrounding a
privileged identity, the goal was for the discussito occur from privileged identity to privileged
identity rather than the more typical model whereigrginalized group members educate
privileged group members about their experiencesarginalization. For example, in the typical
intergoup dialogue model, gay and lesbian indivisiwaould talk about their experiences of living
in a heterosexist world as a way of increasingrostxuals’ awareness about the oppression of
lesbian women and gay men. In the model we atteinptevever, heterosexual people (of all
colors and genders) would attempt to dialogue atieait experience of heterosexual privilege with
those who experienced male privilege (of all colmd sexual orientations), and vice versa, so that
both groups could better understand the shape, &ukfunction of privilege in the world. The
difficulty of course in this model, continuing withis particular example, is for the gay male
involved to stay in the space where he is foregdoumhis male privilege during the dialogue as he
may witness heterosexuals exploring some aspeaheofheterosexual privilege that triggers a shift
into his marginalized identity. Likewise, it migbe difficult for the heterosexual women to stay in
her privileged identity as a heterosexual whenhsgs men discussing an aspect of their male
privilege that is painful to hear as a woman. Thisntionality of embodying privileged identities
was not meant, in any way, to deny the importaricearginalized identities in the lives of those
involved in the course. Rather, by struggling temtionally occupy privileged spaces, the goal was
to eliminate the convenient escape path that oarftes in groups working on issues of oppression

— the pull to move into one of our marginalizedniiges as a way to distance from members of our
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privileged group, and to deny or decrease the pgtefiour privilege and its impact on oppressed
others.

One particularly illustrative example of growth tbee class around this struggle occurred
during an experiential exercise early in the comvkere each privilege caucus had to develop a
vision statement about their caucus’ work for tharter, and then share this with the class as a
whole. The white privilege caucus used the terridaaty’ in their mission statement and when
they presented it to the class as a whole, twaopersf color in the class were triggered regarding
the meaning and history of that particular ternthim context of racism. This led the class through a
process whereby the reactions of the two commumeégnbers of color were validated and
unpacked, leading both individuals to recognize their reactions had emerged from the
occupation of their marginalized identities as peapb color, not from their privileged identities a
heterosexuals which they were trying to consciooslyupy. The experience provided the class
with a good example of the ease with which mostsofnove into our marginalized identities, but
also illustrated the pervasiveness of white prgelén our everyday interactions — even those meant
to be in service of becoming a better ally. In tase, white privilege was operating at the level o
the white privilege caucus given that there waac bf awareness in the caucus regarding the
history and potential meaning of the term ‘solitlario persons of color. Additionally, it was
functioning at the level of the class as a wholemwtvhite class members outside of the white
privilege caucus failed to challenge the white igge caucus’ use of the word, illustrating either
their lack of awareness or their unwillingnessaietthe risk and question the use of the termely th
were aware. Processes such as these occurredhibrguge class and were the primary vehicle
through which the embodiment of privilege in evarydife was examined.

As part of the assignments for the class, studeeats required to make at least one entry

per week in a blog that was maintained in an ordmgse management software program. The
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blog was private and could only be accessed bgttdent and their caucus facilitator. Students
were given wide latitude in how they might use thogs to best support their educational process.
In addition to the required individual blogs, casitalogs (which could be read by any member of
their caucus) and a course blog (which was op@&véoyone involved in the course) were also set
up and used by the class members.

The use of blogging in the course addressed a nuafiligsues. First, it was hoped that
students would find the blogs a helpful extensibthe classroom experience whereby they could
engage in private self-reflection. Second, blogguag provided as a support to introverted students
who might feel less comfortable speaking up ingldfhese students could request feedback from
their caucus facilitator or from their classmates imanner that was more comfortable for them.
Third, it was hoped that students would reflectlusir struggles foregrounding their privileged
identity as a way to increase their critical selflexivity, providing an opportunity for the caucus
facilitators to provide feedback and ideas to hlegpstudent with these struggles. Fourth, by
developing individualized relationships betweerdstus and facilitators through the blogs, it was
anticipated that the power difference betweenwgerbles would be decreased. In addition, the
blogs provided an opportunity for the facilitatbossee into the more private world of the student's
processes so that early intervention could be uakiem should a potential problem arise with one
of the students or among caucus members. Finalycaucus- and course-level blogs created a
collaborative space in which students could sheseurces, information about upcoming events,
and social justice opportunities to further theargmnal and professional development.

Based on the student applications for enrolimenihé course, three caucuses emerged: a
heterosexual privilege caucus, a social classlpgeicaucus, and a white privilege caucus. To
support the caucuses, three co-instructors weeel Idr facilitate them. This resulted in a team of

four co-instructors, each of whom occupied veryedént social locations: (a) a white, gay male
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tenure-track assistant professor who was raisedanrking class background; (b) a heterosexual
women of color who was a PhD student in the Humam®@unication department who was raised
in a working class background; (c) a white hetexaaewomen from an upper class background
who was a PhD student at GSSW; and (d) a whitedeskboman from a working class background
who was a community-based social worker and amatljaculty member. The team met a few
times prior to the course and talked about theogbijphy of the class, its experimental nature, the
willingness of each member of the teaching teatvet@n the journey’ with the students, and the
vulnerability this model of teaching entailed. Tieam agreed to attempt to model cross-difference
leadership that incorporated both supporting aradl@hging one another in a manner that was
transparent for the class. This might mean engagidgscussions in front of the class about
strategies to intervene in the class process, gimygbnal reactions to what was happening in the
moment in class, and about the experience of behatienged to address personal issues of
privilege. In addition to modeling, the hope in pting this transparent mode of co-teaching was to
decrease the power difference between the instuatad students.

While course activities were planned in advane do-instructors were explicit from the
beginning that the class could take whatever dordhe class members felt would be most
beneficial for their learning journeys. As suchtiaties planned for a class could be abandoned if
the students were in the middle of processing @em®ance that seemed particularly beneficial. This
did, at times, result in class members (and cadoglrs) feeling ‘stuck’ about what direction to
take, and required class time to move through tbhegss.

Communication between the course co-instructossfremuent. De-briefing meetings were
held immediately after class during which the cstinctors discussed the dynamics of the class,
made decisions on how to intervene with particstadents, and discussed the class’ next steps in

the process. Additionally, there were frequent ghealls, office visits, and emails among the four
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co-instructors as processing on the class neetimatian. At times, the process resulted in emails
being sent to all students in the class, visithwitividual students by one or more of the co-
instructors, or postings to the class or caucugslo

Finally to support the costs of the pedagogiaaicstire of the course, funding was sought
from various entities on campl&ngaging these campus entities in supporting dhese not only
provided financial resources for stipends for thalitators, books for the students, and funds to
support students’ final projects, but also enabihedcourse to cover all the costs for food, lodging
travel, and registration to the White Privilege @&wance which was held in the middle of the
guarter in which the class was scheduled. Additlgnkhaving resources from these various sources
on campus, provided additional backing and legitiyia the course.

Research Question

While some scholars and educators have writtentaheir process of uncovering and
exploring heterosexual privilege in their own li€ashwell, 2005; Sommer, Weatherman & Cox,
2005), little research exists that gives voiceh® student experience of learning about heterosexua
privilege. As such, the primary research questiaidigg this exploratory study was, What themes
emerge in the learning journeys of graduate seaek students engaged in an educational process
focused on exploring heterosexual privilege?

Research Design

Because little has been written on student legrjuarneys regarding heterosexual
privilege, an exploratory research method desigs mexessary to begin to understand the
processes involved in this experience in graduate@abwork education. The study uses grounded

theory as a paradigm through which to interpredetd experiences as a conduit to theorize about

! Funding and support for the experimental courseeypeovided by the Graduate School of Social Wi, DU
Campus Climate Council, the DU Latino Center fovi€Engagement and Scholarship, the Center for Afiegand
Learning, and the Curriculum Diversity Fund of g Center for Multicultural Excellence.
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what this educational process may entail (Denzidr&oln, 1994). The inductive nature of
grounded theory provides a structured processdosteucting theories that are established from the
data collected (Strauss & Crobin, 1990). The dateeweviewed to identify common themes across
participant experiences which were then extractetpesented to the study’s participants through
a member-checking process to insure that emergestreicts reflected the participants’
experiences. Data analyses of the blogs were ctedigolely by the lead author of the paper, who
had not previously read or responded to the ind&idlogs as part of his responsibilities during th
administration of the class. The heterosexual legé caucus facilitator and the students from the
caucus reviewed and commented on the themes tleigechfrom the data only after they had been
extracted. Na priori assumptions were made about what themes mighigemasor were their any
a priori expectations that the emergent themes would dacuanearning trajectory.

Participants
Participants in this study include six graduateslesocial work students and the

heterosexual privilege caucus facilitator who wa®etoral student in the Human Communication
department, all of whom are co-authors of this pAp@ne of the students was a first-year student,
while the remaining five were second-year studentieir final quarter of graduate school. One
student was male, the rest identified as female Stwdents (and the caucus facilitator) identified
as people of color, while the remaining four studedentified as white. Five of the students and
the caucus facilitator identified as heterosexwal)e one student identified as pansexual, but was

currently in a long-term opposite sex relationshilgereby she experienced heterosexual privilege.

2 While there were twelve other students and twemtiaucus facilitators involved in the course, atadrom their
blogs were examined as this paper focuses soletjemes regarding heterosexual privilege, and werg involved in
caucuses focusing on white and social class pgeile
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Data Collection

Primary data for the study was collected fromviatiial blogs kept as part of the course
requirements by the students in the heterosexualgge caucus, the heterosexual privilege caucus
blog, and the teaching journal of the heteroseptigllege caucus facilitator. Excerpts from
reflections on the impact of the class includethia paper were written by the heterosexual
privilege caucus student members and facilitatorsonths after the course had ended.

Data Analyses

Triangulation of data contributes to the soundméd$mdings in qualitative studies (Denzin
& Lincoln, 1994). As such, data from individual gbowere examined and cross-referenced with
themes that emerged from the heterosexual privitageus blog as well as with the teaching
journal of the caucus facilitator. Based on imnmsn the data and multiple readings over time,
themes were extracted from the data.

Findings

Five primary themes emerged from the data asttltests and facilitator explored their
day-to-day embodiment of heterosexual privilegeilévhot expected at the onset of the data
analyses, these themes roughly represent a trgjexftdevelopment that emerged as the class
experience unfolded. As with most group processteslents were not always in the same stage of
development at the same time, and while genenallige same temporal order, the process should
not be misconstrued as being strictly linear. Wthke purpose of qualitative research is not
generalizability, the reader should be remindedttiastudent learning journeys regarding issues
of privilege found within these data may not neaegsrepresent a typical learning pattern. It is
only with replication that the consistency andaeliity of the emergent model can be ascertained

(Godinet, 1998).
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Stage 1: I'm Afraid of What I've Yet to Realize
Early in the class experience, student blogs cedtaround experiences of trepidation and
anxiety about a number of issues. They were coerdetimat they would not be able to see and
uncover heterosexual privilege in their lives. Tehémars and anxieties were not a denial of the
existence of heterosexism or heterosexual privjlbgerather more focused on their performance
as heterosexual allies. This theme was clearly conneated in the individual blogs of students.

...how has my ‘sexuality blindness’ (is there a beti®y to put this?) been a disservice to
social justice? Has it just made me complicit?

| feel like | can only see the tip of the icebefgny mindlessness and the mindlessness of
our culture in regards to heterosexism. | can segirapse of the magnitude of heterosexual
privilege and GLBQ oppression, but it is very muakyl far off.

By the end [of the class] | would like to understanore about the privileges that are out
there, particularly the ones that | have and do pay as much (or any) attention to.

| had a dream last night that really freaked me. diutvas about our class: we were on our
way to class, which was held in a different buidpihrough a war zone with tanks and
landmines. As the students in the class got clmstire building, | started making very
heterosexist remarks. | can’'t remember what thersents were, but | remember making
these comments in front of people who identify sedvas as gay or lesbian with whom | am
close. | woke up feeling like | needed to make amémall my friends about those
comments...l have interpreted it to mean that | nreaselamends to make for my lack of
awareness and action with regard to my heteroseprigilege.

As | sit down to write this blog, | am struck bg flact that | can’t think of much to actually
write about. | haven't seen as many examples @rbséxism or homophobia. | also haven't
seen ways to challenge or be a better ally. Whattdlls me, is that | haven’t been paying
enough attention.

In addition to appearing in the individual caucusmier blogs, this theme also emerged in the
caucus-level blog in discussions among caucus membe
| feel stuck in this spot with heterosexual prigdevhere | can only see what has already
been identified for me...privileges associated widnrrage, safety, and public

affection...this feels surface

...we tend to see the privileges that are identiieedis. | think we will all be surprised by
how many privileges we have that we are unaware of.
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| am afraid of what | have yet to realize. Whengwple point out heterosexual privilege, |
find myself wondering “Have | done that?” or “Dodo that now?” | also wonder about the
“moments of privilege” that | have missed...When $@seone needed me to be an ally
when | was unaware of their pain?

Another form of anxiety emerged whereby caucus nesmtyere concerned about how
increased consciousness might impact their relgstigs with friends and family. Sometimes the
members expressed frustration at their colleagareisdt having a similar experience to theirs. In
these concerns, students were expressing the asgardrat allowing themselves to more fully see
the prevalence and impact of heterosexual privilegeld change them.

| also think it will be challenging to not expelbbse who are close to me to grow as much
as | will over this quarter. Perhaps that's somaththat we can all help each other
remember.

| am constantly having to remind myself that it jiakes time, and some people may never
get to a place where they are willing to have thameversations. The challenge is how to
manage your relationship with that person when gisgover they are unwilling to go there

with you.

Another thought...is that my [spouse] is not goingrniderstand this next change in me and
it will effect our marriage.

| had a conversation with my partner about using Word ‘partner’ instead of words that
identify sexual orientation. | was surprised by t@sistance, but also pleasantly surprised
by how | was able to stick to my guns and respbieds, of course, supportive of my
attempts, but doesn’t see it as very meaningful.

My emotions around my heterosexual privilege agdumite privilege in particular are so
incredibly intense and overwhelming, and it wadlye@mugh to hear that others don’t share
that. It makes sense, but it was really hard fortankear.

In this stage, we can see that students are aWw#ne existence of heterosexism and
heterosexual privilege as something ‘out therdieyfcan see glimpses of it, are committing to
uncovering it and its impact in their lives, bu¢ @oncerned that they won’t do a good job of it, or

of the costs to them for becoming more aware.
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Stage 2: Mutual Support
In the next stage that emerged, students encali@geanother by identifying concrete

resources that might be helpful to others, by mhog emotional support, and by helping one
another frame and understand their lived experentaeterosexual privilege. Some of the support
was in response to concerns raised about not labillego see their heterosexual privilege in the
previous stage, while some was expressed by joinitigothers in the feelings that emerged upon
recognition of heterosexual privilege and its ptemee. While this sharing of resources first
emerged at this point in the process, it continthedughout the rest of the course.

Here is a link to the HB1330 article (second paradoption bill)- [weblink provided]

...The HRC website is a great resource for defingjavhat the general experience is like

coming out, how to be an ally, etc. [HRC websitdrads]...I also found this “How to be an

ally” document from the CU GLBT Resource Centercigaent embedded].

| came across an article that might be of intetesgou after our brief discussion of
LBGTIQA identities and religion...l was excited besmii is in a social work journal.

| thought about this article | read about the ditfities of filing taxes for same sex couples
and wanted to include the link if you are interéegi@eblink].

[In response to a member talking about filing tawath their spouse and recognizing the
economic benefits of filing as a married coupleadsterosexual privilege], | am right there
with you. My partner and | filed taxes a few wea$gs and we got a substantial chunk as
well. I had this horrible feeling in my stomach eBxthing inside of me was saying it was
wrong that we got it and others don’t because eirteexual identity.

The focus of this stage remains on uncoveringygeizing, and emotionally reacting to
heterosexism and heterosexual privilege. This stageever, represents a shift from the expression
of concerns and fears about the process to a plaeee members are reaching out to support one
another in their engagement in the process.

Stage 3: How Often is This Happening?
With the encouragement of others, students begatentify heterosexual privilege in many

aspects of the lives. What had been mostly inwvasitblin the background of their lives began to take

shape in the foreground of their lives, and therglience of heterosexual privilege began to weigh
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heavily on the conscience of the students. Intéalengs of shame, guilt, anger, pain, and sadness
started to emerge in the student’s writings andarses to one another.

[In response to an article on religiously-based fesis at a gay bar in Cleveland, Georgia,
and a follow-up letter to the editor], ...thanks faosting these... whoa... how often is this
happening around the country? | tend to simply disrthese types of protestors as
evangelistic bigots...that is part of my privilegecah recognize the injustice, and feel
anger, but | can also gloss over...

Don’t even get me started on the letter. | coulévén read that entire thing.

| don’t even know what to say...wow. | agree wittejpous poster], | couldn’t even finish
[reading] the letter to the editor...whew! This haeh an emotional week!!!

One particularly powerful and painful moment ocedrin the caucus when a friend of a
caucus member experienced a hate crime, vividigtilating the impact of oppression that
members of the caucus did not have to fear beazubeir sexuality-related privilege.

| just received terrible news about a friend ohmiHe was raped and physically assaulted
on Wednesday night. He was riding his scooter easften does, and a car with two men in
it drove by him and yelled “faggot” out their windo He ignored the comment and kept
riding as that has happened to him before and dneréd it was just someone who was going
to yell hateful comments and drive on...this timegiings decided to come back and find
him. They shoved him to the ground and proceedeab® him, what they didn’t know is

that he is transgender. So when they found outwlegg raping a biological women, not a
biological man, the violence escalated and theybermore physical...at this point | can’t
even put into words how this makes me feel...thaty r@e none.

Oh god [name], this is horrible. | am so, so saitmat your friend experienced this. It pains
me deeply that people have to live through thislatmb, cannot find words to vocalize my
horror or disappointment...

[Name], my stomach turns as | read about your filien

| too am so sorry to hear about your friend. | agmhamed of every hetero male right now. |
am so sad this is our reality.

[Name], | read about your friend’s experience ahd tears began to flow. | am so sorry for
his pain and your pain...this is when | feel the umdig deep and change the way | view
the world and hopefully influence others to chaagavell...

Similarly, caucus members wrestled with the fegdithat emerged as the once

vagueness of the prevalence of heterosexual pyevibame into clearer focus.
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It is difficult for me to notice it [heterosexualiyilege] in everything. | have found myself
getting very sad at little things like the radioDY. | was sad when Grey's Anatomy came
on and | told [my partner] and she rolled her eykeseed to find a balance or | will go
insane.

| was expecting [this class] to be difficult at @#mand knew it would be challenging. Then
around week 3, it started to just feel drainingeft class exhausted and somewhat
discouraged.

This week | was having lunch with two friends & filMSW] program. One is getting ready
to lead a group of women and was asking for reterréhe other friend said she did not
have any women she could refer, but that she hashafeminine gay male and was asking
if she could refer him. The whole conversation toekby surprise and before | could get
over my shock and confront her comment, the tdptoversation had changed. | realized
that | am not used to challenging friends who Iwrwld similar values to me. | know that
both of these friends are accepting of all sexumrdations, but this was still a comment
that | feel | could have challenged.

Have you noticed that Denver Health’s logo is a maoman, and child? | drove past the
other day and really noticed it for the first timiés insidious and the messages are
everywhere. I've always thought about these messalgeut the traditional, nuclear family
as damaging to women with regards to traditionatd@gr roles, but now [I] think of them
from a heterosexist lens as well. These valuersttés are everywhere and are so
normalized that they don’t even seem odd. Whheifdgo was two women and a child? It
would never fly.

The conversations with [my] partner about theseeypf decisions are very difficult...with
all of these decisions the cost to me is to be Vigaa “stick in the mud”,

“overanalytical”, “taking things to seriously”, “ta idealistic”...this makes me sad and
often | feel alone when faced with these decisions.

While the students in this stage were actively diveglthe blinders that had kept them from
consciously seeing and recognizing the prevalehbeterosexual privilege in the world, their
recognition of heterosexual privilege in this stages primarily situated in the world external to
themselves. It was in the media, in their frieradg] in their families. While the recognition of the
prevalence was heavy and painful for them, it wasllea disembodied heterosexual privilege.
Stage 4: My Complicity

The recognition of heterosexual privilege extetoghemselves that emerged in Stage 3 of

the trajectory shifted in Stage 4. In Stage 4, estisl moved into a place where they were embracing

heterosexual privilege as integral to who they vaeré how they operated in the world. It
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represents a new level of seeing heterosexualggirias embodied in themselves, and highlights
how frequently they had failed to take action asln

The next thing that | awakened to was the factélrah communication for me is difficult
because my privilege filter is still prevalent.dka&d a question at a trans workshop [at the
White Privilege Conference] and after the quest@s asked | realized that the very
guestion might have been grounded directly in niwilpge. Later | went back and spoke
with the workshop leader about it to get an ideawtthow to approach conversation when |
am stuck in my privilege She was encouraging tamael am glad that | went back to

repair what | might have broken.

...last week | did not stand up...as an ally...a hanttwutlass about family therapy and
domestic violence was clearly written from a hesesaal perspective. | took for granted
that others training to be a therapist would notihés too, so | didn’t say anything...it didn’t
seem like a big deal...another student who doedeatify as heterosexual ended up
pointing this bias out at the end of class. | feftible...| was lazy, and that was part of my
privilege. Others in class may or may not haveasatj but it needed to be verbally
recognized...the silence is part of the privilege tHredsubsequent oppression.

| still identify as a woman and he [partner] as am..our sexual identity is very visible
when we are together...| feel the privilege more whkierare together...like there is nothing
| can do about it...is this really true? Of courseah speak out...call out his friends.

| need to get in touch with my complicity...l am jusginning to feel emotion around my
heterosexual privilege...like when | was in the mtveater, when | was talking to my
partner about using the word “partner,” ponderinge fear | feel with new friends who
obviously assume that | am heterosexual...| needdaryself as part of the system.

When | notice things, it tends to be oppressiom@aalling for example) as opposed to my
privilege as a heterosexual...my choices are somelgeés risk because of sexual
orientation or appearance thereof.

It's still about the babies...I still tend to “automnzally” view “variations” on heterosexual
sexuality as “other”...but then | experience confligth this automatic thinking...I am in

the struggle...frustrated that | can’t just make #utomaticness go away...angry, guilty,
and accusatory...

| know I don’t have the complete picture, but totlagntributed to oppression by
explaining away why | call my husband my partned\{tshit that was hard to write). | feel
ashamed, disappointed, sad, and frustrated at rhirsa | felt the need to justify why | used
the word partner versus husband.

Despite my use of the term “partner”, | am still mesafe than someone who is GLBTIQ
using that term because eventually people who engatlp me regularly will found out that
my partner is a man, and at that point in timestone extent, my safety is restored.
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While students expressed shock, dismay, and coms@r recognizing heterosexual
privilege in the world around them in Stage 3, iage 4, the recognition of how fully they
personally enacted heterosexual privilege shiftedetixperience to one that was more salient. It
represented the shift from projecting heterosexasish heterosexual privilege onto ‘less
enlightened’ heterosexuals to a place of persaalaility. Along with the shift toward recognition
of self as complicit in heterosexual privilege, @am increasing sadness and, at times, deepening
despair. However, the heaviness of this stage roaally have been a primary motivating factor
that propelled students into the next stage asyataveesolve the experience of pain.
Stage 5: This Class is Like Working Muscles
In the final stage that emerged from the datalesits were experimenting with ways to
redefine what it meant to be a heterosexual inyativat was not (or was less) oppressive to non-
heterosexual others and in a way that challengedybktem of heteronormativity. Students were
actively experimenting with new behaviors that dgrheterosexual privilege and were beginning
to see themselves as allies to the queer commurtigy were also supporting one another in taking
the risks that come along with acting in allian€er the most part, they had not consolidated the
identity as an ally at this point, but they wengrtg it on and it was becoming more a part of how
they saw themselves. They were clear that theynbathrrived’ and that they still had much to
learn, but they were emerging as hopeful that tweyd more fully live the values they upheld as
social workers. They were also starting to recogtiie complexity of their own identities and of
the world around them in terms of the intersectbmultiple privileged and oppressed identities.
My friend had a graduation party back in Coloradarigs. | had mixed feelings about
going because going back often feels like stepipitoga lion’s den. | have many friends
[there], but | struggle because EVERYTHING exckethite Christian heterosexual
lifestyle is invisible to them and it takes loteakrgy to explain myself to them...I did not go

looking for a fight...but one found me...

...today | awkwardly (and pretty unsuccessfully)rieaed when a fellow social work
student used the word “gay” to describe somethiagidly and ridiculous...I said | should
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intervene, but also said | didn’t know how...thinkaigput it minutes later, | clearly know
how.

| have been consistently using the word “partnerétead of “boyfriend” though it still feels
a little weird.

Over the past few weeks, | have noticed a patteseems that every time | am hanging out
with friends, somehow the topic of privilege comes.[A friend] kind of laughed it off and
seemed to think that it was somewhat expectedddoralk about [it] because | was in the
social work program. But now | wonder if he wasoadspecting for my focus on privilege to
diminish over time when | am no longer in classgs|?

It's a little scary to think about going out intbe world and continuing this work. At least at
GSSW, when | encounter resistance, | can fall loackur Code of Ethics that supports
what | am working towards. But outside of sociatky® don’t have that safety net to fall
back on. | wonder how much strain this will putfaandships when I call attention to
privileges that are taken for granted.

...as | went through the [White Privilege] conferenideegan to see how privileges intersect
in so many ways. It came much more difficult tooslegust one privilege that was at work...

I'd like to talk about my friend, the pro-GLBTIQhts social worker who refuses to use the
word “partner” b/c she doesn't like it. Furthermorshe thinks that “they should come up
with a different word.” When | explained that WEbsld come up with a different word that
doesn’t out people, she rolled her eyes. Then ateadl of her gay or lesbian friends back
home use girlfriend or boyfriend anyway, why ca¢? A lengthy discussion ensued...|
think she got it by the end. But it was so harbdtance having her hear me (b/c she didn’t
want to!), and talking about being an ally, withloay out her privilege!

My friends have become tired of my challenges antdnders of their heterosexist
assumptions. Perhaps because they are safe Idedbctable to address their remarks. I've
been wondering, how do I challenge myself to chgbemore folks?

| think that it's so important to be an ally of amt, and on the other hand | see my own ally
development as internalizing how | oppress othetls my heterosexual privilege. For me
the process of internalization takes some timethatls what | struggle with. | want to be
present in this process of embodying the actioasghb along with being an ally, but it
would not feel genuine if it did not come from ateinal place.

[In regard to how she might challenge heterosexusalilege at a heterosexual friend’s
wedding]: | had a dream a few days ago that | goirufront of everyone at the reception to
toast the couple and made a speech about how cppeethe laws on marriage are and that
we have a responsibility as people with heterosepuralege to find a way to fight those
who continue to oppress people who identify as GQBy spreading hateful messages and
passing laws that prohibit people from celebratihg love in their life.

This class is like working muscles that | am netdu® working...I am completely on board
with the values and the social justice goal...it's gnocess that makes me feel inadequate at
times.
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Talking about this course and the caucus has opapexbme conversation with folks at
work. They inquire about the class and what we leen talking about and most of co-
workers were not even familiar with the term “pkage” before. Very unexpected. Also my
partner has talked about some changes in how Imkgrand has opened up to engaging in
these conversations...also | have started a conversabout privilege with my sister.

As part of the process of redefining one’s seld deterosexual ally, students were taking
new risks and engaging in behaviors to disruptrosexual privilege they experienced in everyday
life. Their blog entries demonstrate a new levehwareness and a complexity in their thinking and
reflecting on who they are and how their behavsagport or challenge heterosexual supremacy.
They were also beginning to question what thisaéased level of awareness meant to them in terms
of their relationships and how they conceptualiadifie and a model of social work practice that
consistently challenged heterosexual privilege.

Reflections on the Impact of the Course

Six months after the course was complététe members of the heterosexual privilege
caucus were contacted and asked to answer a coiuglestions about the impact of the course.
They were asked to seriously reflect on the cosrigapact on their personal lives as well as their
social work practice. In this section, we haveunleld excerpts from these critical self-reflections.
The Immediate Impact

Students and the caucus facilitator were first dskeconsider how they believed the course
impacted them immediately after the course was.dveumber of common themes emerged.
Some reported a shift from a focus on the impathef marginalized identities to a more complex
acknowledgment of the role they played as privitegpelividuals, or in their ability to see the

prevalence of heterosexual privilege. Others taldaolt the influence the course had over their

conceptualization of social work.

® Five of the six student members had graduated fhenprogram at this time.
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In this course | was asked and encouraged to forgfmy privilege. As a woman of color
from a low socioeconomic background, this was exdélg difficult to say the least. | had
never had to reckon with a form of privilege thatds born with. This was a difficult and
humbling process; | had never full identified as tppressor before and felt both defensive
and frustrated at times.

The course forced me to deeply assess how | arteationally perpetuating heterosexism
and homophobia and to find ways to make hetero$gxivlege visible to those whom it
benefits. The course was essential in my understgrad how all my privileges impact the
people with whom | work everyday and the importasfcgocial workers’ commitment to
becoming effective allies.

| felt that it changed my perspective about alnevgrything. As a person, | saw privilege
everywhere: in the music | listened to, in the resviwatched, in the "jokes" that friends
and family told. My newfound perspective creatadesghallenges in the relationships | had
with my family and friends. | had a new senseesponsibility to fight the injustice as
someone with privilege. | felt a different senseatdling.

Before the class, | often felt paralyzed by mytguitl anger. When | felt uncomfortable in
conversations, | felt like | had no words to vamg concerns and my frustrations. The result
[of the course] for me was an overwhelming sincdespair and pain at first. How can |
have an effect on such a violent and unfair wottd¥as always been safer and easier to
recognize those others that are oppressing me angaople. Beginning to recognize my
own part in the creation of an unfair, oppressieeisty was extremely painful.

| felt both relief and intimidation. | would not Y& to cope with the emotional intensity that
the actual course offered, but how was | goingawtioue this work? As a person, | was
better informed about the impact and prevalencerivilege and oppression. | had an
improved vocabulary and more systemic way to apgramnversations about privilege and
oppression with others. | had a solid experiencbeihg surrounded by others willing to
face the reality of privilege and oppression undsrbelt. That experience itself, dwelling
on my privilege and others’ oppression with a gradfifnonest, earnest people, was like a
gem, a solid little rock in my pocket that | kneeould always go back to when my identity
as an ally might waver.

It brought to my attention the parts of me thateveither hidden or undiscovered that
continue to contribute to the heterosexist status of our society. My evolution includes
self awareness as to how | perpetuate heterosexysineing complacent, ignorant, and
silent. It formed the way in which | see my hetexwal identity, and the role | have in
confronting heterosexism in myself and others.

It helped to clarify my purpose in being a socialrker...it enhanced my understanding of
our values, ethics, and commitment to social jest8ocial work is not just about helping
disadvantaged populations, but it is also aboutcaawing for social justice and social
change in order to create a society in which disadage no longer exists. This cannot
solely be done by focusing on the disadvantagepression, but must also be balanced by
examining privilege and the ways in which advantegeps the system intact.
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Six Months Later
Students were then asked to reflect upon the ingfatbie course given their perspective
from six months after the course had ended. Thegrtdaving more confidence in confronting
issues and having a language with which to makerbs¢xual privilege visible. They describe
involvement in activities and organizations thgimort equality, and increased intentionality about
practicing social work in a way that is anti-opsigs.
Because of my experiences in this class | have agwecy to discuss privilege and
oppression with my coworkers. It makes me a bettkeague because | am aware of and
acknowledge when | am afforded privileges that awarkers who identify as GLBTQ are
not and | actively seek opportunities to changerepgive policies and practices.
The students and co-instructors of the course sasvgoth hope and reminders of my
responsibility and accountability to be engagedthi@ process of rendering my and others
heterosexism and homophobia visible and to do dontetto spend my privilega a way
that speaks to liberation. | pay attention to pmagand political discourses surrounding

marriage, family, relationships, and adoptionsotine and name the absence of positive
discourses that address and/or include LGBTIQ iiest

I am much more willing to name and challenge opgixesbehavior, especially because | see it more
frequently and clearly than | previously did. Idreently name my privilege in conversations with
friends, family, and co-workers. Naming privilegedappression has made me unpopular at times —
and this certainly impacts my life. However, tharse has made me a more conscious, self-
reflective person and has assisted me in standini@rumy passions.

As a program director, the course has impacted wheake into consideration when planning,
developing, and implementing violence preventi@ygmms. | see that oppression and privilege are
intertwined with everything that | do, from my m&@ships in the office to how we conduct
prevention programming in the community. | condyagwvaluate every decision our department
makes to ensure that it is the best course of métiothe community and not a decision | make from
a place of privilege.

I now have words to say | am uncomfortable or ¢hing about this does not feel right. Because of
my new language of privilege | can join with otpeople that | was much too afraid to speak with. |
do less blaming and pointing fingers and more expdpin conversations and joining. The fruits of
these new approaches have been exponential. Ifbawxd allies in places | would never have
thought to look before.

This past fall | spent a lot of time helping to jpaee for Seven Straight Nights Walk and Vigil for
Equal Rights. This was a public action, but | rgalb think more of my impact came from talking
about it with friends and acquaintances whom | nex@&uld have had a conversation about
heterosexual privilege. It gave me a way to assgridentity as an ally openly/publicly. | am able
to see a bigger picture and get excited about thazng things that are happening to bring about
change and social justice.



Heterosexual Privilege 25

| suppose, in a way my social work style is mone-“pocial” and less “individual” focused than it
was a year ago. | suppose this is because of nmjricain family systems theory as well as the anti-
oppressive practice course. The two basic conagptsgand in hand. In short, the anti-oppressive
class has certainly changed the way that | practiceial work. This is most apparent in the way |
assess a client situation, how | approach probleiaisg with them and what | see as possibilities
for therapeutic intervention.

After being out of school for about 6 months, amdking in the social work profession for about 4
of those months, | am beginning to see the lastimpgct of this course. | continue to be more aware
than some of my colleagues about the roles thatlege (or lack thereof) is playing in the lives of
our clients. | am realizing that sometimes this neaducating teachers and daycare providers of
the role privilege plays.
It has also changed the way in which | parent nijdcH am more aware of heterosexual comments
made that are degrading and create an unsafe enrient for my son to express his own identity. |
have become more vigilant about confronting suchroents and others heterosexual (hyper
masculine) attitudes. | have sought out organaegithat support equal rights for all, and when
looking for job opportunities | asked about bersefir partners.
As a social worker, | have become more responsibdeeking out and creating safer more equal
environments for kids to understand their own ittty posting GLBT support groups and
information regarding sexual orientation and idéyti | am much more aware of the use of
heterosexual words in session when talking witheat | talk with colleagues about privilege from
the start.
Situating the Learning Journey
Post-hoc examination of the learning journey stalyj@asemerged from the data and

the reflections of the on-going impact of the ceuns the class member’s lives and practice

of social work, raised the question of how thisgess might map onto a general social

identity development process. As such, we examineaharacteristics of the different

learning journey stages and found that a numb&abérs suggest that the developmental

trajectory outlined herein falls within particulginases of a larger social identity

development model. Using Goodman’s (2001) extrdjwolaf Hardiman and Jackson’s

(1997) racial identity development model to outlaneore general social identity model, we

suggest that students were primarily in the sodeattity development phasesrekistance

andredefinitionin the context of their emerging heterosexual igntity.

Briefly, the social identity model consists of fippases of development: (@ive (b)

acceptance(c) resistance(d) redefinition and (e)nternalization.In thenaivephase, there is little
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to no awareness of social identities and systenregualities, a phase typical only of very young
children. In theacceptancehase, the dominant ideology about stratificatiaa been accepted and
there may be denial that inequality exists. Oppvessttitudes may be expressed, or notions such as
colorblindness may be held. In tresistancephase, the oppressive ideology starts to be aqunesti
and an exploration of the ways in which inequaktynanifested is frequently undertaken. This may
include acceptance of one’s own behaviors as oppresr the recognition of the way in which
privilege functions to advantage some groups ottezrs.

In theredefinitionphase, a struggle with how to redefine onesedfway that is not (or that
is less) oppressive takes place. Frequently theemgas of the interconnection of various forms of
oppressions and privileges emerges, as well agtognition of the complexity of personal
identities that consists of oppressor and oppreskadities. The final phase iisternalization
which represents a new level of comfort with the/ilyedeveloped anti-oppressive identity.

Based on the themes that emerged from the dathaweesituated the heterosexual privilege
learning trajectory primarily in theesistanceandredefinitionphases of social identity development
for a number of reasons. First, there were litilad data in the individual, heterosexual caucus, o
course blogs to indicate that students in the bséwual privilege caucus were in geceptance
phase of identity development as allies. None efsiudents were arguing that sexual orientation
had no impact on life chances and experiencesyace they arguing that they were ‘sexuality

blind’.*°

* This may partly be due to self-selection into ¢herse and is probably not generalizable to gradsatial work
students in general

® One of the side effects of requiring students tibenan essay and apply to get into the coursethatsstudents who
applied and were enrolled in the class were pasi¢bheptanceghase of social identity development around thedsf
privilege they were exploring. Permitting studetatenroll in the class who were still arguing thiére is no such
thing as [white, heterosexual, social class, n@aaled] privilege,” had the potential to derail dia@ss’s exploration of
the process diiow privilege manifested itself in their lives and sdavork practices. An ironic impact of accepting a
student who is in thacceptancehase of social identity development in the coemdd be that instructors end up
spending an inordinate amount of class time attenth what is basically a very defensive privilegedspective.



Heterosexual Privilege 27

The second, and primary reason, we are suggebtnghte trajectory that emerged from the
students’ learning journeys falls within thesistanceandredefinitionphases is based on the
mapping of the content of the stages of the legrjoarney trajectory to the descriptions of the
identity development phases as described by Goodaxi). Below we have briefly outlined that
comparison and in Figure 1 we have illustratedcttraparison of the social identity phases with the
learning journey trajectory stag®s.

In Stage 1 of the learning journey trajectory werfd that students were experiencing
concerns and anxiety about not being able to iflehéterosexual privilege and concerns about the
potential impact of greater consciousness on tiveis. We have situated this stage in the early par
of theresistancghase of social identity development as a hetert@deatly. Students are clearly
aware of the existence of heterosexism and hetanabprivilege and are, thus, not denying its
existence as would be expected indbeeptancehase of social identity development. They are
embarking on the journey of allowing themselvesde what heterosexual privilege means for
them. They are as Goodman (2001) points out, “...leglopm the dominant group...begin[ing] to
answer the question ‘who am 1?” (p. 56) in the teom of their heterosexual privilege.

In the second stage of the learning journey, wadoa lot of mutual support between the
students. They were helping each other by providasgurces, and by validating and joining with
others who shared similar experiences. We havatsiithis stage in thresistancephase of social
identity development, as well. While it may reprasa gearing up for the journey of discovery and
supporting one another in taking the first stepsre are no clear indications that students have
started to redefine themselves as heterosexuas atithis point in the process which would be

expected in the next phase of social identity dgwalent.

® We have purposefully used the tephraseso refer to social identity development astdgedo refer to the learning
journey trajectory as a way to maintain clarity afb@hich process we are discussing.
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Like the first two stages of the students’ learnjmgrney trajectories, we have situated Stage
3 in theresistancephase of the social identity development processedl. The emotional response
that characterizes this phase mirrors the guiltsiraine that Goodman (2001) talks about as part of
theresistancephase that begins to emerge as the individuakdtarecognize the prevalence of
privilege and oppression. The intensification adliieg and the shift from recognizing heterosexual
privilege in the world “out there” to seeing heteggual privilege as embodied in their lives as
heterosexually-identified or heterosexual-appeap@gple, still situates Stage 4 in tiesistance
phase, albeit a step closer to the next phasecadlsdentity development. “After feeling guilty or
ashamed of their dominant identity, they may needetvelop a social identity that is positive and
affirming.” (Goodman, 2001, p. 56). The intensifithe uncomfortable feelings of Stage 4 may be
a necessary motivator to keep the students monwitigei process of social identity development as
heterosexual allies, particularly given that studeme concomitantly becoming clearer of the
potential cost to themselves for standing in alleawith lesbian women, gay men, and bisexuals.

The final stage in the trajectory of student leagnourneys bridges from thiesistance
phase of social identity development into tedefinitionphase. Here we start to see the despair and
pain lift as students actively engage in behawioas signify a more public commitment to being an
ally to the gay and lesbian community. In this stagdents are more actively challenging
heterosexist comments by their colleagues, frieadd,family members. They are experimenting
with shifts in language that ambiguate their hezexaiality and indicating more comfort with
negative reactions from other heterosexuals whead@upport their alliance with the gay, lesbian,
and bisexual community. While their redefinitionteterosexual allies is far from complete, it is
definitely underway, and examination of their reflens on the impact of the course six months

later, shows even more consolidation of their cotmmant to the identity.
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Discussion

Tackling the issue of privilege in social work edtion is not optional if schools of social
work are serious about their commitment to socislige. Outlined in this study is a model of a
course that was intentionally structured to addsesse of the major challenges found in the
scholarship on teaching about power, oppressiahpawnilege. We argue that by all measures we
examined — quantitative teacher/course evaludtiopslitative evidence found in student's writing
about the course while enrolled in the course,taadtudent’'s post-course reflections — that the
course was a success and had a positive impabeastudent's understanding of themselves as
members of a privileged group, as well as on tbemceptualization of how they might disrupt
heterosexual privilege in social work practice. Whihe study is an exploratory, qualitative study
utilizing a small sample of students in a speabatext, we argue that it adds to the relatively ne
scholarly dialogue on teaching about privilege. iiddally it offers a suggestion for how these
strategies might impact social identity developrmenan ally, and how the emergent learning
journey might map onto that social identity devehgmt process. As such, we would like to offer a
few tentative observations for social work edugatod suggestions for future research.

First, while the use of single identity caucusesama number of logistical and
philosophical issues in teaching about privilege,believe the strengths of the pedagogy outweigh
the concerns. Facilitated caucusing provided a nmbiraate space where students felt freer to
express their struggles with prejudicial attitudaesl behaviors, as well as challenges and fears in
owning their privilege. The small group structullewaed for greater accountability and engaged
students on a deeper level. Pairing a facilitatoo shared the identity and was committed to being

‘'on the journey' with the students further streagtd the strategy. The shared privileged identity

" Although not discussed within this paper sinceasting the evaluations of the heterosexual canmmbers from
those of their classmates is not possible giverattmymous nature of teacher/course evaluatioag\hluations were
overwhelming strong for the course.
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decreased student's defensiveness, and decreassiuility of students to distance from other
privileged group members who were seen as 'ledsex/oCaucusing allowed students to have
more airtime about their individual struggles, &mightened the salience of the specific identity
around which the caucus was organized.

Engaging students in a process whereby they vakedao foreground a privileged identity
and background marginalized identities was andtitentional strategy used in the course. While
attempts to do so were sometimes felt to be edhdicial or, at times, even oppressive to student
(and instructors), the process made everyone iedairuch more aware of resistances to
acknowledge how privileged statuses influence @usgectives. It also helped us to develop insight
about what lenses we were using to shape our wéwsisuations. Some discovered that just
monitoring self was enough to help shift perspe&sjwhile others came to realize that they needed
to verbally acknowledge and validate marginalizéhtity(ies) which then freed them to move into
privileged statuses. We suggest that the realittyasmost of us occupy our privileged identities
often in life, significantly shaping our movemehtdugh our daily lived experiences. In reflection
on our experiences of the course, we believe thiatesistance to foregrounding privileged
identities was more about allowing ourselves tedm@scious that we were occupying those
privileged statuses, rather than the actual inbeatioccupation of them.

A third observation is the importance of discorhford pain in this developmental process.
Every student involved in the heterosexual privalegucus found themselves in both guilt and
despair at some point. From the instructors’ vgataoint, the urge to sooth and lessen the feelings
of pain was fairly strong at times. However, whapeared to emerge and what Goodman (2001)
suggests is that the discomfort and pain actuatijvate students to continue movement through
the developmental process. We are not, in any a@yocating the infliction of pain or discomfort

upon students, but rather acknowledging that tisefrequently a natural emergence of emotional
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pain as the enormity of the impact of privilege draes more real for students. Being able to bear
witness to and validate the student’s pain wasrakta the course’s impact.

Finally, the structure of the course outlined haras more financially costly than a course
that does not use co-instructors. Co-teaching, kewéroadened the perspectives and the lenses
that were available to understand what occurretierclassroom. Because of the insidious and
invisible nature of privilege, we suggest that teag a course that engages the cognitive and
emotional components of the topic necessitatesuictstrs from multiple social locations. While
using co-instructors who receive a teaching stipgas the option we used, there are various other
models that might provide feasible alternativeseSéhmight include having doctoral students who
are doing a teaching practicum on diversity adaasitators, or having prior students from the
course acting in the role of facilitators for inéegent study credit. An examination of how schools
of social work dedicate resources to particulavaets and courses, restricting the amount of
resources available for courses such as theseda®an opportunity for the organization to reflect
on institutionalization of privilege and oppressiand how it lives the values it claims.

In terms of potential research, the need to examther groups of students' learning
trajectories about heterosexual privilege, as aginapping the learning journeys of students
exploring other types of privilege could provideddmbnal information on the stages that emerged
Collecting data on social identity development psses will broaden the understanding of how
learning trajectories influence social identity geeses. Because the course examined in this study
was an elective course, it is reasonable to expattequired courses on privilege might get very
different responses than the ones identified iéoedoubt the students involved in this course were
among the students in the program who had theggstirtcommitment and interest in issues of
social justice. Understanding the outcome for stislesho are required to take such a course might

illuminate a qualitatively different learning trajery.
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Figure 1: Comparison of Social Identity Phaseslasatning Journey Trajectory Stages

Social |dentity Phases L earning Journey Trajectory Stages
Phase 1: Naive
Phase 2: Acceptance
Phase 3: Resistance Stagd'rh: Afraid of What I've Yet to Realize
Stage 2Mutual Support
Stage 3How Often is This Happening?
Stage 4My Complicity
Phase 4: Redefinition StageHhis Class is Like Working Muscles
Phase 5: Integration




