CHAPTER 7
CONCLUSIONS AND A WAY FORWARD

Chapter 7 draws conclusions from the discussion of the findings of the research as outlined
in Chapter 6 and gives a final respcnse to the research questions. The conclusions are
divided into “understandings” and “ipplications”. By understandings I mean what the
findings of the research indicate with reference to the first two research questions which
deal with the nature and processes >f transformative learning. Definitions of meaning
perspectives and meaning schemes ar: given and transformative learning is defined as the
identification, critical analysis anc transformation of meaning perspectives. The
understanding of the relationship of meaning schemes to meaning perspectives at which I
have arrived as a result of the reseaich is explained. The appropriateness of Mezirow’s
choice of the term meaning schemes. his broadening of the definition of transformative
learning to include changes in meaning schemes as well as transformation of meaning
perspectives and his extension of tiansformative learning to include instrumental and
communicative learning are all called in question. A summary is given of my conclusions
about the internal processes of transfcrmative learning based upon my own perceptions as

participant observer and those of the pzrsons interviewed for the research.

Chapter 7 then turns to “applications”, by which I mean those aspects cf transformative
learning identified by the third and ourth of the original questions, that is appropriate
facilitation strategies and implications for practice. I express the view that a significant
practical application of the findings of this research is that that facilitators of the learning of
adults will benefit greatly from an understanding of transformative learning and a grasp of
the contribution it can make to the fu | spectrum of how adults learn. An awareness of the
nature and processes of transforma:ive learning will help adult learners as well as
facilitators to comprehend the reaso1s why in certain circumstances they find learning
involving the identification and trans ormation of their inculturated meaning perspectives

difficult. Chapter 7 goes on to illustrite what the research means for practice in regard to
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learning strategies which emerged during the research as helpful in assisting adults to
identify and critically reflect upon those meaning perspectives which have come to
determine the way they see themselv:s and their relationships. Relevant ethical issues in
reference to transformative learning we delineated. The chapter and the thesis conclude

with recommendations for further rescarch.

UNDERSTANDINGS

The findings of my research lead me to believe that transformative learning is a way of
considering learning which is distinct, recognisable, deeply personal and complementary to
other ways of making meaning from nowledge. It is a particularly adult form of learning
because it demands critical reflection upon the self and it is not confined to the learning
associated with identified stages of psychological development. It can be disorienting,
disconcerting and difficult yet at the same time liberating and potentially at least
empowering for individuals. It has the capacity to open up new avenues of individual
perception and in certain circumstarces to contribute significantly to the personal and
professional development of the leart er. Transformative learning considers learning from
the perspective of the learner - of what the learner has already learned as well as from the
perspective of what is presently being learned. Through transformative learning learners
can acquire the capacity to identify, nterpret, critically reflect upon and transform those
inculturated meaning perspectives anl ways of looking at things, the habits of mind and
personal frames of reference which they have incorporated at various levels of

consciousness over time and within wich new knowledge is “filtered” and absorbed.

A comprehensive understanding of transformative learning on the part of facilitators has
the potential to enable them to empov-er learrers to strive for an enlarged awareness of the
total spectrum of how their own learning and that of other adults takes place. It can shed
light upon the not uncommon pheromenon of individuals who seem to interpret the
learning experiences of their persona and professional lives in dated and unconstructive
ways. My perception from the reseaich is that what is actually occurring in these latter

circumstances is that people are experiencing difficulty in accepting and incorporating into
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their consciousness new knowledge «nd innovative ways of thinking and acting because
they are bound by their existing and inculturated meaning perspectives. Transformative
learning is critically reflective learning; and it can help learners “perceive their perceptions”
and “look at themselves looking at the world”. They may as a result be less susceptible to

being “caught in their past history and reliving it”.

The nature of transformative learnig

Transformative learning for an indivilual involves the identification, critical analysis and
transformation of inculturated meanir g perspectives which that person has acquired over
time and the truth of which he/she has until then accepted and acted upon. The term
“meaning perspectives” was adopted by Mezirow following his original research in the
mid-1970s and it has been used by hi n consistently since that time. My research leads me
to believe that Mezirow’s choice and use of this term makes a valid contribution to
understanding transformative learning and how it takes place. Meaning perspectives are an
individual’s structures of psycho-cuitural assumptions in relation to particular learned
concepts. They are clusters of implic t expectations and ways of looking at certain issues
and they have their origin in what that person has experienced and absorbed from all
his/her past experiences relevant to that particular area over time. Meaning perspectives are
fundamental orientations which leainers have absorbed into their awareness of self.
Meaning perspectives are associated s a result with the image of self - that is, with what
has to that point helped determine for an individual a particular personal position related to

his/her identity.

In reflecting upon the findings of the -esearch I have come to the conclusion that Mezirow
was less successful in his adoption o~ the term “meaning schemes” than in his choice of
“meaning perspectives” for reasons concerned with both precision of definition and
consistency of use as outlined in "he section of Chapter 6 devoted to questions of
terminology. Mezirow has not always defined meaning schemes precisely and consistently
the definition he has given most oftzn is that meaning schemes in contrast to meaning

perspectives are characterised by beir g specific and particular. Mezirow’s view of clusters
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of meaning schemes making up a particular meaning perspective appears to be a valid way
of describing the connection between the two. However, for reasons I have outlined in
Chapter 6 “schemes” seems inappropiiate as a word to describe a concept characterised by

being specific and particular.

Because changes to meaning perspectives involve elements of the self and ways of
considering both self and external reality, meaning perspectives are not nearly as easily
changed as are meaning schemes - ““ransformation”, a metamorphosis involving the self
and the learner’s image of self related to that meaning perspective may be required. This is
a major reason why identifying, critici lly analysing and transforming meaning perspectives
can be disorienting for the individual something many of my informants reported to me.
As Marion said “You get to the stage where ... I can’t go on like this any longer” (Marion:
33). Once a person has arrived at the transfermation of a meaning perspective, however,
that transformation is often expericnced as a positive, liberating and empowering
experience - it was described to me s “escaping from the trap of reliving one’s history”
(Newman: 179), “walking on air” (Gzraldine: 107) and “absolutely life-changing” (Tom:

29).

Mezirow’s 1981 identification of the instrumental, communicative and emancipatory
learning domains was a significant coatribution towards understanding the complexities of
the learning process, especially in -egard to the way emancipatory or transformative
learning relates to other learning. Taiere is confirmation in my research of Mezirow’s
assertion (1978b, 1981) that transformative learning as he then defined it can be especially
relevant in times of personal disotientation and failure when the learner’s ways of
perceiving and acting and his/her self-image and self-concept are under threat, either from
other persons or from circumstances. Such situations may well be accompanied by strong
levels of negative emotion about past actions and about those meaning perspectives which
may have served the individual well until that time but which in changed circumstances

and upon critical examination appear o be no longer appropriate or relevant.

A key understanding at which I have arrived as a result of my research about what

constitutes transformative learning is that its focus is upon the self as experiencing rather



Chapter 7: Conclusions and a Way Forward 217

than upon the experience. This view was supported by the accounts given to me by so
many of the practitioners and particip: nts in my study and by my own observation. Certain
learning experiences were described to me which individuals saw as transformative for
their own lives and the lives of othert they had observed closely. They were not speaking
of changing their minds or their points of view about certain issues but of transformation of
meaning perspectives of such person:] significance that Mezirow’s term “epochal” is not
inappropriate as a term for describing them. Examples of such experiences have been cited

in Chapter 4 and discussed in greater ¢ etail in Chapter 6.

My research confirms the view put forward by Keane, Nelson, Tennant and others that
transformative learning involves not only ccgnitive processes but critical reflection and
transformation of the associated emotional and imaginative elements of meaning
perspectives as well. To learn transformatively an individual needs to be able to
acknowledge and explore his/her personal experience in its totality. This will mean that
he/she must accept the disorientation which that may involve, cope with consequent
emotional reaction and learn from tie possibility of perceived failure. Such an ability
enables the learner to stand outside him/herself as it were and identify, recognise and
acknowledge those culturally induced and impacted meaning perspectives which have
helped determine who that person s and how he/she habitually thinks, feels, makes

judgements and acts.

The persons I interviewed, each in tis/her own way, saw the experience of “becoming
aware of one’s awareness and critiquing it” (Newman: 1993) as “quite rare learning” to use
Tennant’s phrase (131). My research does not lead me to see transformative learning as
applying also to instrumental and communicative learning as Mezirow has maintained
since 1985. I found little support for th e view that transformative learning is an overarching
theory of learning which can be applied on the one hand to “epochal transtformations of
habits of mind” (Mezirow 1996: 1) ard on the other to “practical problems of instrumental
learning” (Mezirow 1996: 1), such as 1ew ways of looking at a paint brush (Mezirow: 38).
Transformative learning was perceived by those to whom I spoke, and whom 1 observed, as
a valuable and insightful way of considering a particular aspect of learning which involved

transformation of the meaning perspe :tives of the learner. That is consistent with my own
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observation and reflection. What thee people were saying supports Mezirow’s original
assertion (1978a, 1978b, 1981) that tte key to understanding transformative learning is to
consider what is being learned from the perspective of the learner and what the learner

already believes or assumes.

In reflecting upon the results of my research I have come to the conclusion that to apply the
term “transformative learning” to the transformation of meaning perspectives, that is to the
transformation of “the structure of psy:ho-cultural assumptions that have come to constrain
the way we see ourselves and our relationships™ (Mezirow 1981, p. 6-7), and at the same
time to apply it to changes in “mzaning schemes”, when the latter are defined as
“specifics”, “points of view”, and “th: practical problems of normative learning”, has not
been helpful. It weakens the concept of transformative learning, it blurs the distinction
between learning which is truly tran:formative for the individual and that which in my
research both participants and prictitioners referred to as normal, normative or
instrumental learning. It also ignores the emancipatory, liberating and empowering aspects
of the transformation of meaning per;pectives which emerged so strongly in the research
and which have been described in Chapter 4. The term transformative learning is stronger,
clearer and more easily comprehendec if it is reserved for situations where the focus of the
learning is upon the self as experiencing rather than a particular aspect of the experience -
in other words upon the transformat on of meaning perspectives rather than changes in

meaning schemes.

The processes of transformative lea'ning

As pointed out in Chapter 2 and for r:asons consistent with the way it has been applied in
the recent literature I have used the tzrm transformative learning in this thesis to include
both the process itself and the end result of the transformation, which Mezirow initially
called perspective transformation. Th: people in my research saw transformative learning
as a process of learning resulting in s gnificant and identifiable change but not as an event
the precise nature and timing of wiich could be identified. Transformative learning’s

processes involve the identification of meaning perspectives first of all, then critical
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reflection which may take place in a variety of ways - personal scrutiny, discourse with
others, journal writing, autobiograchy and other approaches to considering new
experiences. Discourse and dialogue "vithin a challenging but supportive group were seen
as very important. Through these processes learners may eventually come to identify,
understand and articulate those individual and highly personal meaning perspectives out of

which they are operating.

It is also clear from my research that come meaning perspectives involving the self and the
self-image out of which an individual has been operating are held very closely and are as a
result by no means easily discerned. They may have come over time to constitute part of a
person’s comfort zones - his/her valies, attitudes to self and others leading to ways of
perceiving and acting which till then have assisted in defining and sustaining that person’s
sense of value and self-worth. Some n eaning perspectives may be ingrained so deeply as to
be held at lower levels of tne consciousness, never previously having been articulated.
These may well be the most difficult of all to identify, honestly accept, critically evaluate

and if necessary transform.

The processes of transformative lcarning include identifying, making explicit and
questioning emotions and feelings associated with meaning perspectives. Some forms of
transformative learning seem almost intuitive yet further investigation, critical reflection
and dialogue with others may well reveal sources concealed in primary socialisation which
it is necessary for the learner first ¢f all to surface, identify and understand. On other
occasions transformation may seem to have occurred over time, and the processes of
change may only be identified throu:h reflection in hindsight, as was the experience of
many of my participants. In such cases the processes of transformation appear to be
cumulative, with some final disorienting experience tipping the scales in a direction
suggested by earlier experience - as in some “Road to Damascus” situations.
Transformative learning will involve processes of identifying and accepting aspects of the
self into which new learning can bte inserted and which result in revised patterns of
meaning perspectives out of which an individual will in future perceive reality, make
judgments and act. As indicated in Chapter 6 my research with practitoners and participants

and my own reflections recorded at the time of my participation in the F.A.L. program
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indicate that there is a role for Mezirov’s “phases”, “steps” or processes of transformative
learning (1981; 1985; 1991) but no all are involved on all occasions, nor in linear
sequence. Transformation along certain lines pre-determined by a facilitator is

manipulative and neither appropriate nor ethical as an approach to be adopted.

An important issue but one on which I believe there was insufficient evidence in my
research to make a judgement was he effect upon a learner’s perception of meaning
schemes following transformation of ¢ meaning perspective of which they were formerly a
constitutive part. It is to this aspect of transformative learning I believe which people were
referring when they said that they ‘‘see things differently now”. 1 have attempted to
illustrate what I mean in Chapter 6 by ising the example of Galileo who, having undergone
a significant transformation of meaning perspective, saw the instrumental knowledge and
associated meaning schemes he had icquired using his telescope quite differently. They
had not previously been incorrect or mistaken knowledge but they had been transformed
and as a result they now made sense for him in an entirely different way. Much closer
research into the effect of transform:tion of an individual’s meaning perspectives upon
their constitutive meaning schemes is one of the issues arising from my research which I

believe would repay further empirical nvestigation.

APPLICATIONS

In regard to the practical applicatior s arising from the research my conviction is that
facilitators who truly understand the nature of transformative learning and its processes will
have as a result a more comprehensive grasp of the breadth and range of ways in which the
people with whom they are personally and professionally associated actually learn. Because
transformative learning is a particulir way of considering how adults especially learn,
virtually all the established principles and strategies of adult learning have relevance to it.
Creating respectful learning environments, basing learning upon the critically reflected life-
experience of learners, using group work effectively, setting up opportunities for discourse
and dialogue in small groups and cn a one-to-one basis and the keeping of personal

journals are all strategies of great va ue in facilitating situations in which individuals, if
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they so wish, can be led to identifving their inculturated meaning perspectives, their
culturally induced relational and deper dency roles and take action to overcome them. In the
final analysis, however, it must be einphasised that decisions about transformation must
always remain with the learner and th:re is an ethical obligation upon facilitators to make

this clear to learners from the beginning.

Ethical considerations are always important in facilitating learning but because
transformative learning involves the identification, critical evaluation and sometimes
sharing with others of meaning persp:ctives which are central to the integrity of the self,
ethical considerations are of even gieater significance in its regard. They will include
confidentiality, respect for learners aid building learning environments characterised by
trust and mutual concern. Transforma ion of meaning perspectives is by no means an easy
form of learning, something that can be turned on at will, and this was emphasised time

and again by both practitioners and pa ticipants in my research.

A significant number of individuals ir terviewed reported a conviction that transformations
of meaning perspectives often have their beginnings “at the edge”, that is, in unexpected
situations characterised by confrontation, embarrassment and sometimes the experience of
failure. Such situations may be characterised by feelings of personal tension which arise
when individuals are clearly out of their comfort zones and they call for the exercise of
skill and sensitivity on the part of tte facilitator. Evidence of strong emotion, however,
may well be indicative of what the un lerlying value or assumption is and there is certainly
a role for facilitators to ask probing qu estions. Surfacing and facing strong emotion and the
reasons for it can provide openings fo- new learning and new avenues for personal growth.
The use of the imagination to encipsulate certain concepts about the self and about
situations and relationships in which people are involved may be especially valuable but

knowledge and training in how to han 1le them effectively are always necessary.

My research leads me to believe that transformative learning, rightly considered, does have
the potential to be emancipatory for tie individual as Mezirow originally recognised when
he associated it with Habermas’ emancipatory interest. It has the capacity to liberate

learners from psychologically incultu -ated, socially expected, institutional and historically
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grounded ways of considering themselves and their work which are inappropriate, or no
longer appropriate, and which if not tiansformed may well inhibit the development of new

and more relevant ways thinking, making judgements and acting.

AREAS FOR FURTHER RESEARCH

There is substantial scope for further research in the area of transformative learning,
especially if it is empirically grounded. My perception based upon a comprehensive
reading of the literature in the field a¢ outlined in Chapter 2 supports Taylor’s observation
that over the past two decades too much of the argument on the subject of transformative
learning has been theoretically oriented and there is a real need “to get beyond the rhetoric
and to explore how transformative learning nolds up in practice” (Taylor 1995: 313). A
criticism of my own research which I make in hindsight is that the F.A.L. group from
whom I chose my participants in the event turned out to be a particularly intelligent and
coherent group. Whilst this and the fact that they represented a variety of professions
related to the requirements of the ed'cational authority which employed them had many
advantages, their generally positive a titude and relative unity of philosophical outlook in
all probability reduced the breadth of the collective learning experience available to me and

as a result the variety of responses upcn which I could comment.

This realisation was brought home to ne somz nine months after my original interviews by
the immense range of personal lifest-les, political, cultural and industrial orientation and
especially attitudes to gender and ra:e within another learning group with which I was
involved as a participant. Although this latter cohort was not concerned with
transformative learning per se I believe that an empirical study of the transformative
learning which was clearly going on within the group over a period of three days would
have provided a fascinating alternative situation in which to apply the sarne questions as I
had done with my own participants. This of course is provided that second group agreed to
participate, which given my experience of them could certainly not be taken for granted.
My point is that to repeat that part of my research with a more disparate group of

participants would be a valuable exercise.
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[ am of course aware that I have not said the last word on the relationship between what
Mezirow defined as meaning perspect ves and meaning schemes. I refer in particular to the
changed light in which learners (ppear to see particular meaning schemes after
transformation of the original meaning perspectives of which they were once a constitutive
part. The illustration [ have given from the life of Galileo illustrates my point. Further study
of this issue might throw light upon th: very common observation that people operating out
of different meaning perspectives often see the same facts in quite different ways because

of their differing meaning perspectives.

A very practical issue worthy of investigation through an empirical study of my own
profession of education is the relationship between transformative learning and the ability
of educators and educational adminis:rators to cope with the levels of change which are
currently presenting such significant challenges across the spectrum of the profession.
Again, when [ read Freire and Mezirowv and then consider certain collective political, social
and economic changes which have tcken place across the world in recent years I find it
difficult not to ask whether groups of people in a particular society, and even whole
nations, can learn to change quite radi:ally their collective meaning perspectives. I am sure

that investigations in this area will continue.

I conclude this thesis on perceptions of transtformative learning with those lines from T.S.
Eliot’s Four Quartets with which I »egan. They express imaginatively for me a poet’s
insight into how we learn to which [ have been drawn by my study of transformative
learning, namely that to learn truly we must be attentive always to the search for our own

personal truth:

We shall not cease from exploration
And the end of all our exploring
Will be to arrive where we started

And Know the vlace for the first time.
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APPENDIX A: Prompt paper for interviews with ‘practitioners’ and ‘participants’.

Note: The four main questions (in bo'd) will be put to all those interviewed. The prompts
beneath each question will be used b the inrerviewer only if required and those prompts
which refer to FAL will be addressed only to participants.)

1. What is your perception of transformative learning?

What does the term ‘transformative learning’ mean for you and do you think it helps
you understand how you and othzr adults learn?

How in the normal course of events do people ‘become aware of the psycho-cultural
assumptions which constrain the way we see ourselves and our relationships’
(Mezirow 1981).?

Have you ever had that experience? Could you give me an example?

In the present F.A.L. course for ¢cxample? When?

Mezirow describes ‘perspective rransformation’ as being triggered by a ‘disorienting
experience’. Have you been awa e of learning as a result of such experience?

Could you give an example?

2. What is your perception of the iiternal processes of transformative learning?

What do you think actually goes on in the consciousness of a person involved in
transformative learning?

Is ‘transformative learning’ always conscious or can it begin in the sub-conscious?
What, if anything, have emotion and feelings to do with it?
What signs would you look for t> indicate transformative learning has occurred?

Could you give me an example of a process of interior learning you have
experienced?

In the FAL program?
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3.  What is your perception of the procedures which facilitate transformative
learning?

Can transformative learning be achieved in structured programs such as F.A.L.?

What strategies may be employed by a facilitator of adult learning to create an
awareness of assumptions and value systems that affect how we see things?

What procedures or strategies have you found successful? As regards your own
learning? As seen to be effective 1or others’ learning?

Could you give an example?
4. What is your perception of the implications of transformative learning for
facilitating the learning of adults?

Do you think your increased uncerstanding of transformative learning will assist you
in your role in facilitating the learning of adults responsible to you?

In what ways?

Could you give me an example?

What beneficial effects could a zenerally more informed approach to transformative
learning have for education ‘down the line’, - in leadership for example, or with those
involved in promoting change in education?

Are there ethical responsibilities for facilitators involved in transformative learning?

What is the threshold between transformative learning and therapy?

What needs to be done about high levels of feeling if these are aroused?
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APPENDIX B: Transcript of interview with Emeritus Professor Jack Mezirow as
introduced to QSR NUD*IST.

**INTERVIEW with Jack Mezirow
Conducted by John Carrigg, Sydney. 19 September, 1995.
Gender: male, Age: 61+, Source: Pra :titioner.

John: Jack, thankyou very much for tiis interview. Basically, as I've agreed with the other
people, I have four simple questions. What is transformative learning? What are the processes
that go on within the person? What arc the procedures people use to facilitate transformative
learning and what are the implications of that in general for facilitating the learning of adults?
If we could go back and simply say, what is transformative learning?

*Jack: Transformative learning in my terminology is learning that involves a transformation
of one’s frame of reference and as you know a frame of reference is described by me as a set
of assumptions through which we in erpret our experience. Frames of reference involve
habits of mind. I used to write about 1t . . . I refer to it in some earlier writings as meaning
schemes.

John: Yes.
*Jack: And I think the difference is clear and I probably don't have to go into that.
John: No, I understand that.

*Jack: So, transformative learning s simply that, it's learning, it's significant learning,
perhaps the most significant learning «dults do and it has to do with the transformations of
frames of reference.

John: We were discussing at lunch-tinie the idea that feminism and attitudes to aboriginality
are good examples of . . .

*Jack: Of frames of reference.
John: Yes, frames of reference. Psych cultural assumptions.

*Jack: Well, we had a lot of them ir this conference, attitudes and frames of reference of
feminists, frames of reference of Marxist educators frames of reference of labour union
educators. We had a variety of examplcs of frames of reference coming together to try to find
common ground in this very conference were both involved in. What was the second
question again”

John: What actually goes on within the mind of the person? That's what I've defined as
processes. I've used two words, I've uscd processes and procedures and I've defined processes
as what goes on within the mind of the person engaged in perspective transformation. In 1981
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I think you listed ten steps, they began with a disorienting experience which people go
through and make decisions, would you talk about that?

*Jack: Well, 1 think that the processes of transformative learning involve critical reflection
because it's through critical reflection that transformations occur and I could elaborate on
what T think that is if you want me t), but the process involves that and it also involves
discourse. We had I think two central elements, critical reflection which leads to changing
frames of reference, and discourse waich is essential for validating, justifying beliefs or
interpretations or knowledge that’s not amenable to justifying through empirical testing.
Communicative learning, knowledge that comes from communicative learning - I think of it
as each of these having moments in the process of adult learning. Critical reflection is very
important for the reason that it is the device by which we transform our frames of reference.

[ make a distinction between critical -eflection, that is of what I call objective reframing,
where we are reframing something outside of ourselves, we're being critically reflective of
something that we read or something e see, something outside of ourselves. Or we have a
problem we're trying to solve which s a practical problem and we can become critically
reflective of the way we see that prcblem and redefine the problem, find a metaphor to
redefine the problem, that's one kind of critical refection which involves objective reframing.

Now there's subjective reframing in which we looked at our own frames of reference, our
own ways of understanding and ask ourselves questions about how we arrived at these
understandings, what is the context in which they were learned and what are the
consequences of our thinking this way. So those are two dimensions of critical reflection that
I'm familiar with and I've made distiiction as you know between being-with in problem
solving and the context of the problcm solving in either instrumental or communicative
learning. Within the process of problein solving there are . . . you could focus either on the
content or on the process of a problem which I have associated with changing meaning
schemes or points of view and being critically reflective. Well the premise of the problem I
think is connected with changing habit: of mind or meaning perspectives.

So that's essentially the dynamic of what I think I have to say about critical reflection. I think
that T can say also that I believe that critical reflection is the adult dimension of assessing
reasons. I think that one of the most irportant goals of education about learning among kids
and adolescents has to do with when v-e assess reasons for learning, how to judge whether a
reason is a defensible one or not, haing better arguments, looking at evidence, trying to
understand. I think that what adults arc able to do is to be critically reflective of assumptions
and T think that that's essentially an ad 1lt extension of the kind of learning that's involved in
assessing reasons.

John: You've said in several of your articles that transformative learning is an essentially
adult form of learning, because it's cor1ing to terms with your assumptions, assessing things
within yourself.

*Jack; Yes, but transformative learning isn't only assessing yourself, it's also this other
dimension of reframing objectively. I mean, I'll use an example of a group of, an example that
really belongs to .....Sherwin . . . a gioup of engineers who were getting together to try to
improve a paint brush and to see how to improve the nylon bristles of the paint brush and
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make it work better. And they were unable to really figure out how to improve it because it
didn't work very well until somebody stepped back and produced a metaphor and said "Re-
define the problem by saying, it's like ¢ pump". That's transformative learning. You can have
transformative learning in the instrumzntal realm of problem solving, that kind, outside of
yourself, or you can have transforma ive learning that has to do with looking at yourself
which i1s what that list that you referre 1 to earlier of encountering a disorienting dilemma in
the sequence of learning, when that hay pens.

Transformative learning isn't just abou yourself, I think it's central to the way we change our
minds about things. I think every time ou change your mind about something it probably has
to do with being critically reflective of the process by which you're solving a problem within
a context. So I don't think of transformative learning as something exotic, I think that it's
generic to the process of how we chanze our minds all the time - except for some aspects of
it, when we look back at ourselves aid go through fundamental reorientation, that is less
frequent and more powerful and point:d. But it isn't all transformative learning in my view,
maybe it should have a different name 1dded to it.

John: When Mark Tennant wrote an article on transformative learning in 1993 one of the
things he queried was whether it was - you referred to it earlier - developmental psychology . .
. like following Kohlberg, Erikson anc so on. Well is there more to it than that, is it more
than just growing older and wiser?

*Jack: Yes, ... developmental psychology is almost always thought of in terms of stages of
development and I don't question that that’s a valuable way to look at it. But from an
educator's point of view it seems to me that you have to look at it as essentially phases of
understanding occurring, rather than something that happens to you. In adulthood nothing just
happens to you as it does with kids, they go through predictable behavioural changes at
different ages. Then when you get to aculthood that construct becomes much less useful. You
can look at phases of learning that pcople go through and you've got to think reasonably
clearly as you get older perhaps. Sc I have a little different orientation from what the
developmental psychologists have.

One of the things that Mark Tennant +aid in taat article which I debated with him - I'm not
sure that [ was right - he suggested ttat becoming critically reflective of the content or the
process of problem solving is a normat ve thing.

John: What people do.

Jack: Yes, it's sort of part of everyday thinking, part of everyday learning and I was debating
him on that and I'm not sure that I was 1t all right about that. I would debate it on the grounds
that he was trying to make a distinction between profound transformations that involve
changing the way your frame of reference looks at yourself, and he was saying that was
something very different. I was resistant because I don't want it to look like some freak thing
that happens. It seems to me that it's part of the process, it's part of what can happen. When it
happens I think it's not as a common p ace, but it happens frequently enough not to be set off
by itself. In a way he was very right n saying that it's much more. We expect to have our
points of view changed by being ref ective on the process, the way we're thinking about
something.
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It is normative in the sense that he meant it, that being critically reflective of your own frames
of reference and making a very major change in the way you perceive yourself in the world is
not as predictable, it's not as normativ:. I think he was right in a sense, but in saying that I
don't want it to appear that this kind o personal transformation is some kind of an odd-ball
thing that may or may not happen out there. [ think it happens, it happens to us in various
ways . . . what I refer to as an ethical transforration, if something dramatic happens in your
life, such as a near death situation.

It’s something that just shakes you up and you have to really re-orientate yourself. Or it can
happen incrementally by a series of rel ited changes in the way you look at the process in the
content of problem solving in the same related sequence of these kinds of leanings. So I'm not
certain that my response to Mark was warranted, but that was the reason that I did take
exception to what he’d said. It's certa:nly less predictable than when a significant personal
reassessment takes place.

John: When you gave another listing of those ten conditions beginning with disorienting
experience I noticed that you changed them slightly, for example, in the second one I think
about 1988 you said, you introduced e ements of the emotion, of feeling, guilt and shame, a
feeling of being something different.

*Jack: I think that was in it from tle beginning, wasn't it? No, I don't think I changed
anything. What I learned from other people's research was that sometimes in those phases of
learning women that have been interviewed have said that they look to religion, they feel
really some sense of guilt or shame or comethirg and so that they turn to religion, especially if
they were less educated people. That bc came apparent in a study that was done by Morgan on
a group of women who had gone back college and were in a special programme for former
house wives.

John: Is the transformative learning process fundamentally a rational process or does it have
associated with it feelings and emotion;?

*Jack: A frame of reference is not just a cogritive way of thinking, it's a way of feeling, it's
a, it involves with the cognitive what you'd call the conative, that is something to do with
will. Tt has to do with effective learning, so all of those are tied together. I think it's very
important not to reduce the notion o transformative Learning to some kind of cognitive
process. So much learning has nothing: to do with the use of words and making meaning. I
mean intuition is another form of cntical reflection, it's essentially a form of non-verbal
critical reflection, so there's a lot that goes on that isn't cognition.

John: All reflections are not verbal?
*Jack: Exactly, I would think cogniti>’e means essentially the use of words in order to make
meaning, but there's a long list of ways that we make meaning without directly using words to

talk to ourselves or to talk to anybody ¢lse.

John: They're all valid ways of learnir g.
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*Jack: They are the necessary ways of learning and they're all implied in what I've been
trying to say and if I haven't been explicit enough I should be. And the moral of that is that
there i1s also dispositional learning. It'; all very good for you to learn how to be critically
reflective, but you may never do it. That's one of the things wrong with this competency
based learning business. I mean you car learn competencies, but whether you practise them or
not is a dispositional thing. Whether you really want to use these competencies that you have
acquired and this dispositional learnirg is one of the most neglected dimensions of adult
learning literature. We almost never tal' about that.

John: What about procedures. 1 1ollowed you better yesterday, when you made the
distinction between instrumental learning and communicative learning. Could you make a
comment on those two and how they re ate to transformative learning?

*Jack: Well, yes but without getting into definitions because you already understand these
distinctions I'm sure. They're both involved in problem solving, in instrumental problem
solving. I gave you an example just a few moments ago about how transfermative learning
can occur by re-defining the problem through a new metaphor so transformative. I mean
instrumental learning and communicative learning are complementary. Most instrumental
learning goes on within the context, within some kind of a context of communicative
learning. The real thing that we've dore wrong is to think we can separate these things and
give all of our focus to instrumental learning as though the other didn't exist at all, I think that
1s a great weakness.

*Jack: Moreover I disagree with Habcrmas even when he makes a distinction between these
two kinds of learning and emancipator learning as though it were a separate category. I just
think that illogical. The learning that takes place in either of the categories, instrumental and
communicative, can either be transformative or not transformative, the notion that there's
some separate category of learning that s transformative learning [ think was an original error
on his part which I picked up and repe:ited in some early writings. So in my view you should
be clear about that, that essentially I sce both of these, as complementary forms of learning,
they can't really be separated.

You heard me give an example of . . . cf trying to justify learning typewriting, learning to type
as totally instrumental learning. That e:.ample, that was a rather poignant story about how it’s
impossible that the communicator not be involved with the human element in people sitting
down learning anything. It’s an overwhelmingly important dimension. It can't be reduced to
skills, no, concept of skills is somethit g you know that hasn't been defined very clearly and
that competency debate is exclusively 11 the province of instrumental learning.

And even there I think it is an inadequ: te concept, conceptually a very weak notion. Actually
competency is something that happens inside of you, it isn't out there and so when you try to
have it translated into some action tha somebody is taking, that 1s a huge jump in logic. If
somebody has acquired a competency «.nd you ask them to do a particular task there has to be
some thought given to what degree of that task is really an accurate indicator of this internal
competency of someone. And it gets very complicated if you think about it a little bit.
Competency based learning is I think ¢ very inadequate concept, I mean it has some obvious
relevance to learning some kind of mechanical skills and you could help pecple by laying out
the steps they have to take in order to 1:arn each sequence or level of learning and you can do
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that in a mechanical way if they're learning something in which it's appropriate. But it’s been
wildly misused, even the way they eval aate literacy in the United States it's really a ridiculous
thing. They set up a series of tests anl say if you can do these tests you're at this level of
literacy, these tests, this level. But nobody ever asks the learner whether these tasks are valid
for them, whether they're relevant to their lives. whether it has any particular significance and
whether the learner attaches much importance to them. They are a bunch of social scientists
that set up tasks and then they're going o measure whether you can do it or not.

John: Freire makes that point?

*Jack: Yes, well I think that what I I ave to add to that argument is that literacy has to do
with the spoken word, with understan ling the spoken, the written word, understanding the
written word. That's what literacy is about, it's about nothing else and to understand the
meaning of the written word when som2one is communicating with you in print takes us back
to the rationale for communicative lcarning. And the rationale is that when someone is
communicating with you, you can't undarstand what they're communicating unless you're able
to analyse their assumptions. If fomeone Is communicating something to you, or
communicating feelings, they’re authentic when they are doing that. You have to make a
judgement about it, that they're trutaful. To make a judgement about that there's an
implication. When somebody commuricates something to you you'd be crazy, you wouldn't
understand unless you understood where they were coming from or whether they were just
trying to impress you or whether they vvere trying to put you on or were simply echoing some
kind of ideology. We make all thes: judgements and these judgements are essential to
understanding the meaning of comm inication. So to separate literacy from that kind of
understanding is to violate any definiticn of literacy I can think of.

John: You've several times said you were an adult educator, an educator first of all. How
did your understanding of transformat:ve learning and the way you've been through it since
the middle seventies . . . how has that a fected your actual teaching of students?

*Jack: Yes, well it's completely . . . I completely transformed it, because I gave up what I was
doing in the university as an orthodox professor of adult education and I designed a doctoral
programme that had the express purpose of helping people in adult education learn how to be
critically reflective of their assumptiors and to learn to participate in discourse. The whole
programme was set up that way.

John: Discourse is important to your f rogram?

*Jack: Crucially important, discourse is crucially important because in communicative
learning it's the only way you can validate, the only way that you can judge, what could be
termed a justification for a belief or an nterpretation.

John: Right.

*Jack: So if you can't measure it e npirically that's the only way you can do it. So it's
absolutely indispensable to my way H>f thinking. So this programme was set up for that
purpose and I spent the last fifteen years of my academic life trying to develop a programme
that had specific goals and objectives ¢nd so it's been tremendously influential for me. I think
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that the programme that evolves which 1 would think you want me to go into great detail
about that programme did succeed sutstantial'y. A very few people ever went through that
programme who didn't voluntarily .uggest, didn’t report that they had gone through
significant transformative learning.

John: And that was mostly done in gioups, in working with one another. Personal reflection
and writing journals?

*Jack: Well, ves there were a series o exercises to force people, to force them, and 1 use the
word advisedly, to become critically r¢flective of assumptions. At first critically reflective of
assumptions outside themselves and then critically reflective of their personal assumptions.
There was a series of courses, a series «f exercises, that had that as an objective.

John: That implemented that objectiv::.

*Jack: That implemented that objec.ive in particular. For the whole programme people
were sitting around tables of six for purposes of discourse and we tried to limit ourselves to
twenty minute presentations and the rest of the time there was an issue that was given to the
group out of their mutual study that w s for discursive involvement, for discourse. And they
would work on it and learn from each dther and this was very good and the whole thing was
made possible by a deliberate effort to »uild a kind of . . . what I call an empathic solidarity to
get . .. to bond people. What we were talking about earlier - one of the best devices that we
had for that was life histories, life hi: tories where they really got deeply involved in each
others’ stories. Why did a group of very diverse people come together sitting around in one
room and saying we're adult educators, we're here to take a doctoral programme in adult
education. What was it in each of the r lives that . . . what were the turning points in their
lives, what were the influences, what were the learnings that brought them together in this
kind of self identification.

John: And they wrote them and shared them.

*Jack: Both orally and then they wrot: them and they shared them and the only rule was that
nobody can act like an shrink. If you w inted to comment on somebody else’s life you can only
do that if you can report a similar exj erience for yourself. It was a way of helping people
learn how to be critically reflective, ar aspect of being critically reflective of even their own
lives. The way people interpret their ¢ wn life is only one interpretation. Other people went
through similar experiences as a mother or father or someone and interpreted it in a whole
different way. So that it's a wonderful vay to help someone to learn to be critically reflective
and at the same time to become intimate with others. And they did that in groups of three.

John: In a sense . . .they're re-creatin;; their life story, they're not just saying what occurred,
but they're looking at the reasons and why it occurred and the fundamentals behind it. All
adult learning is deeply personal isn't it?

*Jack: It is, and all significant learnit g is, and what they do is to look at the specific things
that happen to them from as young as they can remember. It's a wonderful, it's a wonderful
educational device. So that was one of the ways that we did it and we had a series of. . . I
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deliberately tried to make people incomfortable about being critically reflective of
themselves, simply so that they wouldn't approach that task in a routine way.

John: You don't want to take them aw: y from rhe edge too easily?

*Jack; Yes and I think it's . . . a lct of people find it very threatening. They couldn't
understand even after three class sessicns women especially would sometimes come into my
office weeping because they couldn't understand what we were asking them for and I don't
know why we weren't more successful in being able to communicate that. I gave them many,
many examples, from each paper thcy wrote. We did away with grades altogether and
essentially kept returning papers to people, thev had to keep rewriting them until they got to a
standard that we recognised as being acceptable.

John: That's a very constructive way ¢ f doing things.

*Jack: Yes but that's just for adult education because it's so, it's kind of authoritarian.
Making these judgements is unfortunate. It worked very well, but it was an immense amount
of work for the faculty, because ever\' paper that we got we commented on. [ commented
sometimes as four to six pages of coinments, single space comments and then they had to
rewrite it and they had to do it again and again and again. You know I killed off . . . I had
friends who were working with me in this programme who just had to leave the University,
they didn't have time to do the research they had to do, so it wasn't without it's problems.

John: It’s the way to transformation? People begin to understand where they're coming from
themselves and where other people ¢re coming from and that's the road through to new
learning, isn't it?

*Jack: That's it.

John: Jack, there are implications of t -ansformative learning, there are implications for adult
learning. Could you just talk about that a little?

*Jack: Well, [ think that what we've 2xperienced in this conference that we're attending on
social action so far is a. . . . what we've really had is a set of social critiques about different
aspects of society. We haven't truly goten into the educational dimensions of it.

John: No we haven't, people are still ¢ s you said at lunch time, still working through some of
their own issues.

*Jack: I think that it would be helpful in relating this experience in adult education if they
would attempt to see what they're tal<ing about through some of the terms that I tried to
suggest. I mean almost all of them have talked about becoming critically reflective of
assumptions. This has come up in 1iany ways with many different languages, different
language forms. But it sounds like they've heard me, turned off and then they're doing their
own thing as though there was no conr ection. [ think that it might be helpful if they made the
connection. What we need is a comimr on language, we need a common language and that's
what I've been trying to do, to say a c:ntral generic process of adult learning involves being
critically reflective of assumptions and discourse. But I can't always get people to recognise
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how these are relevant to what they're “alking about and the way ['ve described them is some
kind of short-coming of mine. I'm not quite sure why I haven't been more successful, but it's
probably the same reasons that a lot of seople don't follow what I've written either.

John: My judgement is that people c: me to that group with particular personal agendas and
that's what they wanted to talk about.

*Jack: Yes, but maybe, there's sometiing, maybe that's the way we have to anticipate what
groups of strangers coming together arz going to have to do and maybe it's really unrealistic
for me to say, oh boy, that I could have helped them if they would have uszd some of these
constructs for their interpretation. I me: n, I think that the learning that should come out of this
is that you can't command people to att:nd to you, even if you put them in the same room and
give them a free conference, and free | inch, you can't. And so for me or any of the rest of us
to come here with the expectation thit we are indeed going to have a full half day, have
people play with our ideas, that's nonscnse. [t's just not possible, not if the people are full of
their own ideas and their own agendas ind they are coming to talk about that as social action.
So I think we're all learning.

John: You know when you said, som¢ women came to you and they were a little teary about
what was going on in New York. Would you comment on any ethical considerations
involved in that? Are there boundaries >r no-gc areas?

*Jack: 1 think the principal distinction tha: has to be made is between education and
indoctrination. I'm an educator. I thirk if someone sets out to try to get a learner to agree
with them on their values and their acticn steps and their action objectives, that's
indoctrination. There’s for me a very, for me a very important distinction between that and
helping someone learn. I think that th:t's the principal division in my mind and I know that I
have a lot of colleagues that disagree with that.

*Jack: For a lot of them I'm sure if they were here there would be big disagreement. But I
believe that what adult learning is about has to do with this critically reflective dimension of
changing frames of reference and chan zing the way that we think of our experience. The way
we feel and understand and set our piiorities and determine how much will we're going to
have to use to implement it. But I think there really is a line. . . I think for instance, the teacher
is . . . in childhood education, nobody expects the child to problematize, to decide what's a
problem. It’s decided by the teacher cr the text book writer or the curriculum committee or
somebody.

John: How the child comes to terms v-ith it, a child doesn't decide. . .

*Jack: No, a child doesn't decide tha:. It's easier, but when you're dealing with adults it's a
different proposition. Adults can, oft:n they do decide to turn that over to an educator
especially when that comes to learnir g a skill or learning something new, that they don't
know about, some particular action the t they have to learn to do, instrumental learning. Very
often they say, OK you can show me how, you tell me where the problem is and I'll go along
with it because I have a broad objective of improving my job situation or something. Like
Freire, Freire goes into a community he may be invited in, but it certainly isn’t for the
purpose only of literacy instruction. Ard yet he has a different agenda and his agenda is to get
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these people to be critically reflective of social and economic assumptions in their
environment. I don't have a problem with that. I think the only time that I'd have a problem
with that is if they hadn't gotten into a ciscussicn about it in advance.

John: They didn't know that it was go'ng to be dumped on them.

*Jack; That's right but that's not true of Freire, Freire gets into problem analysis with them
and he makes it very clear that he's contributing his perceptions of the problem as well as
theirs and this was the basis on which hey were going to learn to read. Now it seems to me
with Freire that this is negotiated. Trerefore the problematizing is not being imposed it's
negotiated, he arrives at it in my mind legitimately and then goes forward in doing what he
does. That's helping people to become critically reflective. You can't ask someone, ‘Do you
want to become critical reflective of yo ir assumptions?’ It would be ridiculous to do that with
people, but what you can do is say, 'We're zoing to look at the problems, including the
problems that I see as well as you.’

John: How you see it.

*Jack: Yes. And really look where the¢ se problems come from and what are some ways that
you might do something about it. How you're going to act on this and out of this we'll get the
reading skills. I don't see any real prcblem with that at all because that's the way he does
operate. If there's was no diaiogue in advance, -f he was doing something that was subversive
then, you know, playing tricks with pebple, getting them to do this critical refection in some
secretive way, that would be a whole d:fferent value.

John: And unethical.
*Jack: That's right it would be unethical.

John: Just on the imagination. Martin Luther King in your country, he used the imagination
very effectively, it seems to me, to help people transform values about their society.
Dreaming dreams, the top of the mountain, that sort of dreaming. It reminds me of that other
great man we've watched also on television, recently Nelson Mandella.

*Jack: Yes, you see ... I'don't think that memory is just a matter of storage and retrieval, 1
think that what happens is that you have some symbolic models in your mind. And that what
happens is that when you come to a situation, what you do is imaginatively apply those
models, it's like taking a metaphor and saying, is that metaphor appropriate to understand this
situation or is this metaphor appropri: te? I think that the process that you go through is a
creative process of using your imagination to interpret reality on the basis of prior experience.
So it's . . . I think that imagiration is n many ways a tremendously important dimension of
adult learning. And there are many othe rs I'm sure.

John: One last point Jack, some of ycur critics have asked, and they've raised this with you,
whether transformation is something which is personal for the individual, or whether it's more
properly seen as having to do with socizty and social constructs. Would you make a comment
on that?
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*Jack: I'd like to, it is I think both. I think that dichotomising those two things is probably a
mistake. [ think that learning is social. it takes place in a social context. Whether everything
takes place in a social context, that every new idea, every new insight that comes from being
critically reflective or comes from an'’ place zlse, unless it can be validated through some
kind of empirical measure has to b: validated through discourse. So it’s other people
interacting with you in order to clarif’ the meaning of your experience, that’s the way that
learning takes place. And so you cai't think of it as only individual learning, individual
learning certainly takes place internally, but you can't learn without other people sharing their
experience with you, it just isn't the w« y human beings operate. So to say, to dichotomise the
individual from the social becomes in 11y mind very confusing.

John: And also you've emphasised ncw and in your work that discourse is vital to the whole
issue.

*Jack: It's vital to the whole issue and I've also tried to emphasize that frames of reference
themselves which is the limits that we bring to bear on interpreting our experience, [ mean
these are social, these are within a cul ure as given, these frames of reference we enlarge so
we're implicated in society and into tie social collective. The notion of separating out is
doing a big injustice to the learning prccess.

John: It's not appropriate. Look, tha about completes my questions unless there's another
comment you wish to make I make. May I thank you and say how grateful I am for this

interview. I’ve appreciated very much ineeting and speaking with you.

*Jack: You're very welcome and gooc luck on your project.
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|APPENDIX C: Example of letter to practitioners confirming the interview.

University of New England
Armidale N.S.W.
9 June 1995

Professor Mark Tennant,
Department of Adult Education,
University of Technology Sydney,
P.O. Box 123,

Broadway, N.S.W. 2007.

Dear Professor Tennant,

You may recall that [ wrote to you on -}th May asking if you would be good enough to give
me an interview to assist me with doctoral rescarch I am undertaking at the University of
New England. My subject concerns asects of transformative learning and perspective
transformation and I have read among st other things articles you have contributed to the
Adult Education Quarterly and your Psychology and Adult Learning.

Your secretary told me that you were « way the last time I was in Sydney but she made an
appointment for me with you for Fridy 23rd. June at 9.45 a.m. Thankyou for that, I will
make sure that it lasts no more than an hour. I believe transformative learning is a most
interesting concept and I am endeavouring to establish through my research how groups of
adult educators and adult learners perceive it, what its processes and procedures are and
what are its implications for the learniag of adults. The EdD which I am undertaking asks
us to draw out the implications of our -esearch. for educational practice.

[ am enclosing a brief summary of my research proposal. The questions I will be
addressing to you are the four questior s in bold type in the prompt paper. I have added to
them some prompt items for myself waich you may find of interest but basically I will be
putting the four key questions to you. With your consent I hope to tape record the
interview. A short time after my returt to Armidale I will send a transcript for your perusal
and if necessary correction.

[ am looking forward to meeting you « nd once again, thanks very much for agreeing to see
me.

Yours Sincerely,

John Carrigg.
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APPENDIX D: Example of letter sent with transcripts of the interviews to all
practitioners and participants.

University of New England
Armidale N.S.'W.
9 July 1995

Professor Mark Tennant,
Department of Adult Education,
University of Technology Sydney,
P.O. Box 123,

Broadway, N.S.W. 2007.

Dear Professor Tennant,

Thankyou very much indeed ior the in:erview you gave me at U.T.S. on 23rd June. I'm
enclosing a copy of the transcript for your perusal. In a few instances I’ve made a ‘best
guess’ where the tape was not clear, but I feel I haven’t altered the sense of what was said,
nor omitted anything.

[ don’t expect you to spend a lot of tinie on it but at the same time it is important that I do
not misquote you. Anything you wish :o alter olease insert on the page and I’ll make the
correction to the original before proce:sing the material. I'm enclosing a stamped addressed
envelope for you to return the corrected version to me.

I have received from Andrew Gonczi an invitation to attend the seminar on “Social Action
and Emancipatory Learning” at U.T.S 18th - 20th September. I'll most certainly be there.
The presenters as you know are Jack Mezirow, Jane Thompson, Mechthild Hart and

Michael Newman - it’s a special strok : of good fortune for me.

Thankyou once again, very much, and [ hope 1 may see you again at the serinar.

Yours Sincerely,

John Carrigg.
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APPENDIX E: Example of the letter sent to practitioners with drafts of Chapters 4
and S in which quotations from interviews are cited.

The University of New England,
Armidale N.S.'W. Australia,
20 May ‘96

Professor Jack Mezirow,
2109 Broadway #17 - 18.
New York, New York 10023,
United States of America.

Dear Professor Mezirow,

You may recall that you were kind encugh to gave me a couple of interviews last year in
relation to my doctoral thesis on transformative learning which I was (and am) undertaking
at the University of New England in New South Wales.

My supervisors at U.N.E. are Dr. Tom Maxwell and Dr. Darryl Dymock. Because a thesis
is a semi-public document they have siggested, and I agree, that I should by way of
courtesy let you see the text of the interview and the chapters containing the quotations I've
used from it before I finalise that part of the thesis.

[ enclose therefore a draft copy of Chapters 4 & 5. It represents a formidable amount of
paper and I certainly don’t wish to imjose on your time by asking you to plough through it
all. However, the places where | have juoted you (and the others) are clearly indicated and
the number following in each case is that assigned to the paragraph it came from by the
computer program QSR NUD*IST, wich I used to analyse the data. To the best of my
knowledge I have reported you accura ely - but there were a few cases where the tape was
indistinct and in others some compres:.1on of the text has been made and indicated by ...
(ellipsis) as is the usual practice. If I h.ave made an error in quoting you may I ask that you
simply write the alteration on the page, tear it from the stapled chapter, send it back to me
and 1l alter the original. If I don’t he:r from vou I’ll take it that it is in order to go ahead.
[’ve said in my methodology chapter that I’ve done this with each of the people I
interviewed.

May I once again say how appreciative I was and am of the time you gave me last year. To
have the opportunity of interviewing you on this subject especially was a great privilege.
The other people I interviewed were L'avid Boud, Mark Tennant, Ross Keane, David
Walker, Alex Nelson and Mike Newr an and [ hope can do justice to you and to them. As 1
indicate in the text, the seven learners [ interviewed are identified by code names only and
I’ve explained my reason for that in Chapter three.

[ am enclosing a small gift - it’s some of Banjo Paterson’s bush ballads, something to
remember Australia by. Once again, thanks sc much, and with kind regards,

Yours Sincerely,

John Carrigg
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APPENDIX G: A printout from Q S.R. NUD*IST of all nodes, including definitions
and the number of text ur its for documents indexed at each node.

Q.S.R. NUD.IST Power version, revis on 3.0.4 GUL
Licensee: JOHN CARRIGG.

PROJECT: CARRIGG, User John Cairigg, 11:52 pm, Nov 25, 1996.

Sk 3k ok ok sk 3k sk sk sk sk sk sk sk sk sk sk sk skook ks sk Skoskoskoskosk skosko sk s skesk sk skosk ok ok e sk sk sk ok skosk sk sk sk sk sk sk st sk sk sk ok sk st sk sk sk sk ok sle sk sl sk sk sk skosk sk sk
(1) /Base Data

**% Definition:

Base data about people in the interviews

This node indexes O documents.

s sfe s e s s s e s i s feofsffofeofesfeste skl s sk st ok teskskes sk sk kg sk sk stk sk s ok sk sk stk sk skl kst stk sk sk st kolokok ok
(1D /Base Data/Gender

*#* Definition:

Gender of the person in the interview or resume

This node indexes 0 documents.

sk sk sk sk skeoskoske sk st sk skosk sk sk sk skeoskosk sk sk skeosk skoskeoske st sk skoskoske s skeosk sk sie sk sk s sk sie sk skt sk s sk sk sk sk skoskoske sk st sk st sk sfe sk s sk sk skt sk sk sk sk skoskosk sk sk
(arn /Base Data/Gender/Male

*** Definition:

Of male gender

This node indexes |3 documents.

sk sk sk sk ook sk sk sk ok skosk skook skosk sk sk skoskoskoskosk skoskeo sk sk sk skoske s steske st sk st sk st e sk sk sk sk sk skoske skoske ke sk sk sioske e sk ke skeoste ks sdesfe kst skeosk e sk skoske skosle ok
(112 /Base Data/Gender/F zmale

**% Definition:

Of female gender

This node indexes 3 documents.

sk sk sk sk skosk sfeosk skosk skosk sk sk skosk sk skeoske sk sk skoskeoskeosk sk skoskeskoske s sk sk st sk st sk sk e sk sk sk sk sk skosk skoskosk skoske skosk sk sk sk sk sie sk sk she sk sk sle skosk sk sk sk sksk skook
(12) /Base Data/Age

*** Definition:

Age of the person in document in dec: des

This node indexes O documents.

Sk sk ke sk e sk vk sk sk sk sk sk sk ok sk skoske sk sk sk sk sk skoske sk sk st sk skeskes sieosk sk sk skt e stk skoskoste sk sk sk sl skeoske sk sieosk sk sk sk sk skeosic sk sk sk sk sfeosk sk ste sk sk sk sk sk sk
(r21n /Base Data/Age/31-40

*** Definition:

31 to 40 years

This node indexes | document.

s sk sk sk sk sk sk sk sk sk sk sk sk sk sksfsk st sk skl skoksleostkokokolok s eokokokokol sokokoskotoiokokokskokslokostokkofokoskok siok sk kol sk ok sk sk skok skokskok
(122) /Base Data/Age/41-20

*#% Definition:

41 to 50 years

This node indexes 4 documents.

sk ok sk sk sk sk skosk sk s sk skeosk sk sk sk skosk sk sk sk sk sk skoskosk sk sk sk st @ sk skeosko sk ske s s sk sk st st sk Sk sk sk st sk sieoskoskoskeoskeo st st s sfe sk sk sk sk st sk sk sk ok skoskoskoskok
(123) /Base Data/Age/51+ yrs

*#*% Definition:

51 years or older

This node indexes |1 documents.

(13) /Base Data/Source




Appendices 260

*#* Definition:

Source of interview - practitioner, paricipant or self

This node indexes 0 documents.

ke sk sfe sk st sk st sk sieosf sk sk sk sk sk sk sk sk sk sk sk sk sk st skl skeoskok 3 sie sk sk sk sk sk sk sk sk sk ok sk sk sk sk st sk sk sk sk sk stk ok sk sk sk sk sk sk sk sk sk sk sk sk sk ok sk stk ok
(131 /Base Data/Source/Piactitioner

**%* Definition:

A person who understands T.L. and ucses it in adult education.

This node indexes 7 documents.

Sk sk sk sk sk ok skosk sk sk sk sk sk sk sk skeosk sk sk ok sk sk sk skosk sk sk skoskoske st skeosk skeosk sk sk sk sk sk sk sk s ok ke sk sk sk sk sk st s sk sk skosk sk sk sk sk st sk sk sfe sk st sk skoske sk skeoskeosk
(132) /Base Data/Source/Purticipant

**% Definition:

A participant in the F.A L. course

This node indexes 7 documents.

Sk sk ok ok s sk sk sk sk sk skosk ke sk sk sk sk sk st ke sk sk sk sk sk sk st sk st sk st sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sie sk skeoske ok sk sk sk skske sk sk sk sk sk sl steoske sk skoskeske st sk skosk
(133) /Base Data/Source/ScIf

**% Definition:

John Carrigg as participant observer ir F.A.L.

This node indexes 3 documents.

sk sk sk skoske sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk koo e skeoske sk sk st sk sk st sk sk sk ok skoske sk sk st sk sk ke sk sk sk ske sk sk ke st sl sk sk ok skoske sfeosk ook sk sk sk sk sk sk sk skoskske sk
(2) /T.Learn

**%* Definition:

Perceptions of Transformative Learnir g

This node indexes 10 documents.

skske sk skoskok sk sk sk sk sk sk sk sk skt sk s sk skoskeosk steoskeoste sk skosk ok kot steosk sk sk skt sk skoste sk sk otk s sk sk sk kol sk sk sk skt skoskosk sokokoskokokosk sk skok
21 /T.Learn/Theory

**%* Definition:

Theory of transformative learning

This node indexes 4 documents.

skosk sk sk sk skosk sk sk skosk sk sk skosk sk skosk skosk sk sk sk skt sk sk skoske s sk sk sk sk sk sk sk ok sk sk sk sk sk skosk sk sk sk sk sk sk sk sk sk sk sk ok skoske skoske shosieskoske sk sk sk skeskeock
2110 /T.Learn/Theory/Critical reflection

*#*+% Definition:

Critical reflection upon experience

This node indexes 5 documents.

s st st st s sk ot sfe ke s sk sttt st s skttt skesiesteofeofot sk sk sk gt sk sk sk skl s s sk stk g sk sk skl st sk s sk sl sk s skt ok st sk sk ok skl sk
@1rn /T.Learn/Theory/Cri:ical reflection/Discourse

*** Definition:

Discourse as a powerful element in T. .

This node indexes 1 document.

e sk skeske sk sk sk sk sk skoofosk sk sfostestesfestototolokskokokokoskokok s ootk ok skokokokokok sk skok sk skokokok sk skl sk sk kool skoskostok sk sfokoskok
212 /T .Learn/Theory/Me. irow

**%* Definition:

Mezirow's approach to theory of perspective transformation. & T.L.

This node indexes 4 documents.

sk sk e sk ok sk sk skosk steoste s sk sk skok sk sk sk skeosk skeskoske stoskok sieoskokes sk stk skoskoske st sk sk sk stk st sk sk sfe st sk sk sk skosk skeoskeosioskeoskoske sk skosiok skoskoskeoskokoskok ok
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21210 /T.Learn/Theory/Mezirow/Habermas

*#*% Definition:

Mezirow's development of the ideas o Haberinas & Freire

This node indexes 2 documents.

sfe sk ske st ke sk s sk sk sk sk sk sk sk st sfe st st st sfe sk sk st sk stk stolokon skestsk sk skook sk skt stk sl ok sk sk sk sk st st st st st st st sfe sk sk sk sk sk sk sk ok sk skok sk sk sk sk koK
(2122) /T .Learn/Theory/Me zirow/Emancipatory

4% Definition:

Mezirow's development of Habermas theory of cognitive interests - (Emancipation)

This node indexes 4 documents.

s sk ok sk s ke sk s sk sfe sk st sk ok e sk sk sk sk sk sk s s sk skt sk et ke sk sk sk sk sk sk sk st st o sk sk sk sk sk sk skl sk sk sk sk ok ok sk sk sk ok sk sk 3 sk sk sk sk sk ki sk ok
21221 /T.Learn/Theory/Meczirow/Emancipatory/Disor. Experience

% Definition:

Mezirow's references to the 'disorienti 1g experience'

This node indexes | document.

s ke sk st ke sk ot s ok o s o st s e sk o ke sk o sk e st ok ke sk ok ks sk ot sk s sk ok s sk sk o ke sk st o s sk ok ke ste st e s sk sk s sk sk stk stk skskfiok sfokoksk ok
212211) /T.Learn/Theory/Mezirow/Emancipatory/Disor. Experience/Emotion
**% Definition:

Emotional element in personal disorie 1tation

This node indexes 7 documents.

sk skeosk sk sk sk sk sk sk sk sk sk skosk ke sk skosk sk sk stk ste skoskosteosk s skeosk sk skeosk sk skoske sk sk sk sk skeosko sk sk st sk sk sieosteoskosk sk sk steoske sk skosk skeoskeosie stk sk sfeoskoskostok
212212) /T.Learn/Theory/Mezirow/Emancipatory/Disor. Experience/Self

*** Definition:

Concept of the self in relation to T.L.

This node indexes | document.

s sk sk sk sk sk sk sk sk ok sk sk ok ok sk skosk ok sk stk kol ok sk ok s sk sk sk sk ook sk sk sk stk ok ok sk sk sk sk sk ke sk sk st sk sk sk sf sk sk sk sk sk sk ok sk sk sk ok sk skosk sk
(212213) /T.Learn/Theory/Mezirow/Emancipatory/Disor. Experience/Example
*#% Definition:

Example of dis. dilemma

This node indexes 2 documents.

sk sk sk sk sk sk skosk sk st sk skoskeoske sk sk sk skoske sk sk sk sk skosk skoskeoskosk sk s 3ok skoskook sk sk sk sk sk sk sk skoske s sk sk sk skosioske sk sie sk sk sk sfeoste sk sk st i st skt sk ok sk sk st
212272) /T.Learn/Theory/M::zirow/Emancipatory/Reflect.Crit

*#% Definition:

Role of critical reflection in relation t¢ Mezircw’s theory

This node indexes O documents.

Sk sieske sk sk sk sk sk st sk skoske sk sk sk sioskoskeoske sk sosk skoskoskoskeskoskoskosk s skosk skeosk sk sk e steosk skoskoste sk sk sk sk skeosk sk skosi sk sk sk sk skoste ok e st sk sk st sk sie sl s sk sk ook
(212222) /T.Learn/Theory/Mezirow/Emancipatory/Reflect.Crit/Remembering
**% Definition:

Remembering aspects of a past situation

This node indexes | document.
skskoskook sk sk sk ks ok skosk skosk skoskeoskosk sk sk sk skosk skoskoskosk sk s skeoskeskosk st sk sk skesk sk sk sk skosk sk skoske skoske sk st sk skosk skoske stk skoskoske stk skosk skok skosk skeskok

(21223) /T.Learn/Theory/M :zirow/Emancipatory/Discourse
*%% Definition:
Discourse as an essential element of T.L.

This node indexes 2 documents.
ke st sk sk ot sk sk ok sk ok sk st ok sk sk sk sk ok ok sksk sk skl sk stk stk s <sfesk sk stk ok sfe sk sie st sk st sk sk sk stk skesk sk sk skl sk sk ke sie sk sk sk sk sk sk sk stk sk sk ok sk ok
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(21224) /T Learn/Theory/M :zirow/IEmancipatory/Re-appraisal

*#% Definition:

Re-appraisal of assumptions and value systems

This node indexes 3 documents.

>k sk sk sk sk sk sk ook sk sk sk sk sk steosk sk sk sk sk sk ke skosko st skoskosteoskoskes sk sk skoke sk sk sk sk sk sk st sk sk skoske sksfe sk sk sk sk sk sk sk s sl sfoskosk skl sieosk sk skok sk siokok
(212242 /T.Learn/Theory/M ezirow/Emancipatory/Re-appraisal/Unconscious

*¥% Definition:

Unconscious awareness of one's situation

This node indexes | document.

Sk sk sfe st sk st e sk s st sk sie sk sk sfeoske sk e sk sfe sk she sk sieosfe ks skosk sfes -k sfe sk skosfesf e she sfe sie sk sfe st ook sk sk sl st s sl sk she st sk st sie sk ks sk sk sl sk sl sk skeoskeskeskeosk ok
(21225) /T.Learn/Theory/M:zirow/Emancipatory/Persp. Trans

*#% Definition:

Mezirow's concept of perspective transformation

This node indexes 3 documents.

st s ok sk ok ok skl sk of sk okl skok skt sk ok slesk sk sk s okl sk skt sk ol skt sk ok sk sl ke sk sk sk s sk skeofe s ol ki ke sk ok skt s ok ok sk K ok kol sk
212251) /T.Learn/Theory/V ezirow/Emancipatory/Persp. Trans/Slow Sure

**% Definition:

T.L. & P.T occur slowly and surely

This node indexes 2 documents.

e sk sk sk ok ok ok sk ok sk ok 3k sk ok sk sk sk sk sk sk sk ook sk ok sk sttt s sk sk ok ok sk skl ok stk ok sk sk sk sk stk sk sk sk sk stk sk sk sk ok sk sk sk sk sk sk sk sk ook sk sk ok ok
(212252) /T .Learn/Theory/V ezirow/Emancipatory/Persp. Trans/To Edge

*4% Definition:

Not being afraid to take people to edg:

This node indexes |1 document.

Sk skoste s ste sk sk sk s sk sk sk skoske st st sk sk skosk sk skosk sfeosk sk sioske skosteo s s sk sk sk sk sk sk e sieosk sk s sjeo ke sk sk sk sk st sk ksl ok st sk sk skosio sk skosk skt skosfeosk skoskoskeskoskosk
(21226) /T.Learn/Theory/M :zirow/Emancipatory/Example

*#% Definition:

An example of T.L.

This node indexes 2 documents.

st sk s s sl s st b s et ol st ottt skse s s s s st ot stk sfeses skl ot skl sl sl sl ol ks st sl sk stk sk sttt ol itk ok ok ok ok
(2123) /T.Learn/Theory/Mcezirow/Positive

*4% Definition:

Positive elements and reactions to Mezirow. view of T.L.

This node indexes 2 documents.

ke sk sk sk sfe sk s ok sk sk sk sk ok sk st sk sk sk sk sk sk sk stk skoskok skostesk s £sfeok koot s sfe sk sk sk sk sk stk sk stk sk sk ste sk sfesle sk sk sk sie sk sk ok sk sk sk sk sk sk sk skok sk sk
21231) /T.Learn/Theory/M :zirow/Positive/Pers. Lib

*#% Definition:

T.L. as resulting in freedom to learn n:w perspectives

This node indexes | document.

sk sk sk sk sk sk s sk sk s sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk skosk sk = sk st st sk ke s sieoskoske sk skeosfosko sk sk sk ke sk sk sk sk sk sk sk sk sk sk sk sk sk st ke ste e ok sk skok sk skok
(21232) /T Learn/Theory/M :zirow/Positive/Professional

*#% Definition:

T.L. as helping understand how adults learn and using that

This node indexes 3 documents.
sk sk sk skosk ok sk sk sk sk sk sk skosk sk sk sk sk sk sk skosk sk sk sk sk skosk stes 2ok sk sk sk sl sf i ok sk sieske sk s ok sk sk ok sk sk sk sk sk st skosk sk skosk skeosk stk sk sk sk sk skockskok
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(21234) /T.Learn/Theory/M::zirow/Positive/Rigour

*** Definition:

There's an element of rigour in Mezirc w's work

This node indexes I document.

sk sk sk sk sk skoskosk sk sk sk skosk sk sk sk sk skosk sk sk sk skoskoskosleoskeoske skt > sk sk sk sk sk sk sk sk stk skeoske skeoske sk sk sk st sk steoskeoske st sk sk sk st sk sk sk sk sk stesk sk skeosk sk skoskoskck
(2124) /T .Learn/Theory/Mezirow/Reservations

**% Definition:

Reservations about Mezirow's theory of T.L.

This node indexes 3 documents.

sk sk s sk sk sk sk sk sk sk sk sk sk sk s sk sk sk sk sk sk st sk skosk sk sk skeoskosk s sk sk sk sk sk sk sk s st sfe sk stoskoskoske sk sk sk st sfe skt sk sk sk sfe e sk sk ok ok st sk sk ok sk sk sk skesk
21241 /T.Learn/Theory/Meczirow/Reservations/By Mezirow

**%% Definition:

Changes by Mezirow in his approaches to T.L.

This node indexes 2 documents.

sk sk sk sk sk sk sk sk sk sk sk sk sk skosk sk ok sk sk sk sk skoskoskoske sk sk sk stk s skoske sk sk sk sk sk ske sl sk sk st ste sk sk sk st st sk kst sk sk sk sk sk o sk sk skeoske sk sl e sk st sk ske sk sk sk
(21242) /T.Learn/Theory/M:zirow/Reservations/Others

*** Definition:

Reservations of others about Mezirow s view of T.L.

This node indexes O documents.

sk sk sk sk sk sk sk sk st sk sk stosk skoskoskoskeoskosk sk sk skt e skeosk sk ks sk st sk sk sk sk g ste sk sk e ok sk sk sk sk skosk ke sl s st sk e sk e sk sk skeske sk ste s sk e sk sk sk skeskosk
(212421) /T.Learn/Theory/Mezirow/Reservations/Others/Devel. Psych

**%* Definition:

T.L. is only another name for Psychological development.

This node indexes 3 documents.

sk 3k sk sk sk skook ok skook sk sk sk sk stk sk sk skosk sk sk stk skeosko sk skoskes kst st sk sk sk st ste sl sk sk e sk skeoske s sk sk s sioskeoske sk sk sk e seosheoskeoske st sl sk sk sk skosk skeskoske sk
(212422) /T.Learn/Theory/Mezirow/Reservations/Others/A rose

*** Definition:

A rose by any other name

This node indexes 3 documents.

s ofe s sk sk sk sk sk sk st o ok sk ok ok sk s sk ok sk ok sk sk sk stk ok sk sk ks sk sk sk sk sk ok s sk sk ke sk st sk sk ke sk sk sk sk sk ik sk ok sk ok sk sk sk sk sk sk i s ok sk e sk sk sk ok ok
212423) /T.Learn/Theory/V ezirow/Reservations/Others/Too rational

*** Definition:

Mezirow's approach as seen as too strongly rational.

This node indexes 2 documents.

sk sk skesk sk sk sk sk skosleosk sk sk sk sk sk sk ook sk sk sk skosk sk sk sk sk sk sk s 1ok skoske skoske ok ok sk sk st sk sk sk sk sk sk sk sk sk skt skoste ok skoskosio skoske sk sk sk skoske sk sk oskoskskesk sk ok
212424 /T.Learn/Theory/V ezirow/Reservations/Others/No Clarity

**%* Definition:

Lack of clarity in Mezirow's exposition

This node indexes 2 documents.

st e ke s sk ok e s skok s s sk stk st sk s stk sk sk skesk skt kst sk sk sk of st ik sk sk sk ot ok sk sk sk sk sl sl s sk sk sl ol sk s sk sk sl st s sk ok ok ke ok
212425) /T Learn/Theory/N ezirow/Reservations/Others/Not Turn on

*#%% Definition:

T.L. cannot be structured at will

This node indexes 2 documents.
Sk sk sk sk 3K oK sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk k skokosk kol <kt skskesk st stesfokokotololokoklololokok ookl kool sk sk k skl sk sk sk skok ofookok
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(212426) /T.Learn/Theory/Mezirow/Reservations/Others/Social

*##* Definition:

Emphasis on individual & not social Trans Learning

This node indexes 2 documents.

Sk sk sk ske sk sk sk sk sk e sk Sk sk sk sk st sk sk sk sk ok sk koot skosk sk sk sk sk st st sk sk sk sk sk st sk st sk sk skeosk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk skl sk sk sk sk skoste sk ook
(212427) /T.Learn/Theory/Mezirow/Reservations/Others/No Theory

*#* Definition:

T.L. is not a separate theory of adult learning

This node indexes 2 documents.

sk sk sk sk ok sk sk sk skoske skosk sk sk skoske sk sk sk sk sk skoske skosk sk skoskeosd skeske skeosk sk sk sk sk st sk sk sk skosk sk sk sk skoske sie sk sk sk sk skeoske e sk ok sk sk skeste sk sleosk kool sk
(212428) /T.Learn/Theory/Mezirow/Reservations/Others/No Therapy

**% Definition:

Transformative learning is/is not thera»y

This node indexes 2 documents.

sk ok sk sk sk sk sk sk sk st sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk skoste sk st skeske sk sk sk sk sk sk sk sk skoske skosk sk sk sk skosk sk sfe sk sk sk sk sk st ok ok sk sk st st sk sk sk sk sk sk sie stk
22) /T.Learn/Practice

*#* Definition:

The practice of T.L. accord. to what practitionars do

This node indexes 2 documents.

s s s st ke s st st sk stk s sk sk s stk sk Rtk stk sk sfof skl okt sk o sk s st ok s s st sl sk sk e st of s sk st st s sk ot sk sk ok sk s skt s skt kol ok sk
221) /T Learn/Practice/Prc cesses

**%* Definition:

Perceived internal processes by which T.L. takes place

This node indexes 9 documents.

st st fe st s s s et st sk sk stk st s sk ste st sk s skt ofsfststskeske oot stk sk sk sk st s sl sk sk stk ok sk sk sl sk sk skt sl stk sk sl s kosk skoloislok
22110 /T.Learn/Practice/Prcesses/Dis Dilemma

**%* Definition:

Disorienting dilemmas

This node indexes 5 documents.

stk sk sk ok s sk sk sk ok sk siook stk sk sk sk sk ok sioskof kol kol ik gtk o s skl st st sk st o ke s st sl sk sk st s st e s skt stttk stk sk stk skok skokok
22111 /T.Learn/Practice/P -ocesses/Dis Dilemma/Emotion

*** Definition:

Feelings associated with the disorienti1g dilemma

This node indexes 6 documents.

S sk sk sk sk sk sk sk sk sk sk skosk sk sk sk sk sk sk sk sk sk sk skoskoskoskoskoskosk s sk sk sk sk sk sk sk sk skeske sk sk sk ke sl sk ske sk st sk sk sk sk st sk st sk sk sk sk st st sk kst sk sk skosk sk
2212) /T.Learn/Practice/Prcesses/Discourse

*#% Definition:

Discourse as part of the process in T.L.

This node indexes 2 documents.

sk sk skosk sk sk skosk steosk s skeosk sk sk skeoskoske sk sk skosk sieoske sk sk skoskosk s skoskosieoske sk sk sk st sksk sk st skosk sk sk sk skoskosk sk sk st sk sk sesie s sk sk sk sk sk sk sk g skeoskeosk skosk ok
(22122) /T.Learn/Practice/P -ocesses/Discourse/Course

**% Definition:

A person undertakes a course who exferiences T.L.

This node indexes 0 documents.
st s s sk ok ke stk sk sk sk skt skesf s skt sk st sfskoske ok kst sk ko ksl sk sl sk o ok sk ok sk sk ok s ok ok sk ok sk i sk Rk ok ok

sfockock
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2213) /T.Learn/Practice/Prcesses/Not DD

**% Definition:

Disorienting dilemma not necessary fcr T.L.

This node indexes 1 document.

st e s sk o s s ok s sl s s sk sl sl s sk st of sk s sksk stk ) ke s sk sk st oot sk s sk s st of sk sk s s sk st sl ke sk sk stk stk stof ok ok koK Rk oK
2214) /T.Learn/Practice/Prcesses/Re-Appraisal

*** Definition:

Re-appraisal of assumptions as result of Dis. Dilemma.

This node indexes 6 documents.

s s s s s s s e s sl g stk stk sk s s s el ol sfesteske s s sk ol oot se sl kol oo s s s sl f ottt st sk sl R KRR ROk
22141 /T.Learn/Practice/P ‘ocesses/Re-Appraisal/Conscious

*** Definition:

At the conscious level

This node indexes 1 document.

sk ok sk sk ok sk sk sk sk sfe sk sk sk sk sk e sk sk ke sk st sk sk sk sk sk sk sk skeskeost skeosk skosk sk sk sk kst sk sk sk sk sk sk sk stk skosteoste sk skt skoste sk sk skt skof koot skeosk sk skoskoskek
(22142) /T Learn/Practice/P ocesses/Re-Appraisal/sub conscious

**% Definition:

Going on at the sub-conscious level

This node indexes I document.

Sk sk sk sk sk ot sk skeoske sk sk sfeoskoske sk sk s skosk skeosk sk skeoskeoskoskeoskosiesie sk st skosiosk oSk skosk st sk st skosk sioskoskosk sk sk sk stosfoskost sk sk sk st skt sk sk ke st kst sk ok sk sk sieskeosk
22143) /T.Learn/Practice/P ocesses/Re-Appraisal/Conflict

*** Definition:

Conflict associated with T.L.

This node indexes 3 documents.

sk sk sk sk ok sk sk sk sk sl sk skeske sk sk sk sk skoske sk ke sk sk skeskeoske sk skt sk s Sk sk sk sk sk sk sk st st e skosk skeske sk sk e stk skt sk st ot sk sk st st sk sk sk sk st sk ke sk sk sk skock
22144 /T .Learn/Practice/P ocesses/Re-Appraisal/Feelings

**%* Definition:

Feelings associated with processes of ' e-appraisal

This node indexes 3 documents.

s sk s st sk sk sk st skt sk st sfe sk sk kst sk skeostoskokokoskoskok stk sk sk st st sfe sk sk sk st st sk e ke sk sk sk st sk sk s sk sk st skl sk st stk sk sk sk sfeske ke skt sk sk sk sk ok
(221441) /T.Learn/Practice/F rocesses/Re-Appraisal/Feelings/Liberation

*** Definition:

A feeling of being liberated

This node indexes 2 documents.

s sk sk ok sk sk sk ok sk sk sk sk skosk sk skt skl sk skoskoskokok skosk stk s s sk st sk sk sk sk sk sk sk e sk sk sk sk sk sk sk sk sk s sk ok sl st sk sk sk st stk sk sk sk sk sk sk siook
22145) /T.Learn/Practice/P ‘ocesses/Re-Appraisal/Imagination

*#% Definition:

Imagination as part of process of T.L.

This node indexes 4 documents.

sk sk ok sk sk sk sk sk sk sk sk sk sk sk sk skosk sk sk sk skoske sk skoskosk skeskeske sk sk sk sk sk s sk sk sk st s siosie sk sk ok s sk sk s sk s ook sk sic sk sk sk sk ok stk sk sk sk sk sk skook
2215) /T.Learn/Practice/Processes/Pers Trans

*#% Definition:
Perspective transformation as end of process

This node indexes 3 documents.
3K 3k sk sk skt sk sk skosie sk sk sk i sk sk sk sk sk sk sk skosk sk sk skoske sk sk skeos sk skosk sk sheosh st skoske sk s sk sk sk sk sk skoske ke sk ke sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk ok
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(221606) /T.Learn/Practice/Prcesses/Examples

*** Definition:

Examples given in data of processes o " Trans._earn

This node indexes 8 documents.

Sk sk sk sk ok sk sk sk sk e skosk sk sk sk sk sk sk sk sk sk sk sk sk sk sk skoskeosie sk s sk sk sk sk sk sk sk sk st sk sk ke sk sk sk sk skesk sk sk e sk sk sk sk sk st sk sk sk sk sk e sk sk sk sk sk ks sfe sk
2217 /T .Learn/Practice/Processes/Lead To

*** Definition:

What T.L. may lead to - therapy

This node indexes 1 document.

sk sk s sk sk ok ke sk sk sk ke sk s sk sk sk sk sk sk sk ok sk sk Stk R skok R sk kst sk ikl stk sk sk sk sk sk kol stttk sk kool ok ok skl skoiokok
(222) /T.Learn/Practice/Prc cedural

*** Definition:

Copy of node (2 3 3) and its subtree.

This node indexes 9 documents.

sk sk sk ok sk sk sk sk st sk e sk sk sk sk sk skoske sk sk sk skeste skeoske sk skeske s sk sk sk skosk sk sk sk st skoske sfe sk sk sk sk skosk sk skoske ook skeosko e skeoske skosk skostoskosk skosk skoskeoskosksk
2221) /T Learn/Practice/Prcedural/Rational

*** Definition:

Procedures used by facilitators. in the -ational domain

This node indexes O documents.

s sk sk sk s sk skosk sk sk skosk sk sk sk sk sk sk sk sk skoskokoske sk skoskoskoskosks skosk skosk sk sk sk sheosie st sk skosk skt s seoskeoske s sk st kst sk st skosk sk skt st skoskeoske sk skoskosk sk
222110 /T Learn/Practice/P -ocedural/Rational/Questions

*%% Definition:

Questioning as a procedure for facilitators

This node indexes 2 documents.

sk sk sk sk sk sk sk sk sk sk sk skosk sk sk sk sk skosk skeosk sfeoskeosk skoskoskosie sk sk s sk sk st s s sk sk st ks skeoske sk sk s sk sk sk skeoskosie st sk sk sk skostosk skesk sk skosioske sk
22212 /T.Learn/Practice/P -ocedural/Rational/Reflection

*##* Definition:

Crit. Reflection upon experience

This node indexes | document.

s e s s ofe s ok o sk ok ke stof sk s ok s st st sk Rtk skl sk fessioofok sk St st st sk sk g ik st sk skeske ok sk sk sk e sk skt s s sk g sk ok sk o sk ok sk ok
(2222) /T .Learn/Practice/Procedural/Emotional

**% Definition:

Procedures for facil T.L. in the emoticnal domain

This node indexes 3 documents.

sk e sk ke sk s sk sk sk sk sk R sk sk sk sk sk sk stk sk sk sk sk stttk s iotstskofeob skl skt skof sk stk sk sk sk skstske stk stk sk sfok skl skokek ok
(2223) /T.Learn/Practice/P1ocedural/Imaginative

**%* Definition:

Procedures involving imaginative domain

This node indexes 8 documents.

sk sfe sl sk ok sk sk sk sk s sk skosk sk sk skeosk sk sk sk sk sk sk ook sk skeosk skt @ sk sk st sk s s st sk skestoskoste sk s st sk sfe st sk seoskeoste sk sk steoskosk sk skoskotoskoske koo skokosk sk skok
2224 /T Learn/Practice/Procedural/Environment

4% Definition:

Procedures involving the learning environment

This node indexes | document.
sk sk sk sk sk sk sk ok sk ok sk sk ok ok ok sk sk ok sk sk sk sk sk sk skoskoskoskoskosk @k sk sk sk sk st s sk sk sk ok sk sk skoske sk sk sk sk sk sk sk sk sk ks sk sk skesk sk sk sk skeosk sk sk skosk sk sk sk
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2225) /T.Learn/Practice/Prccedural/Group procedures

*** Definition:

Procedures involving group work

This node indexes 5 documents.

sk st sk sk sk ok sk ske sk sfe sk st sk sk sk sk st sk sk sk sk sk ook sk sk sk sk skl st stk sk sk sk sk st sk sk sk sk sk sk sk sk sk sk sk stk sk sk sk sk sk sk sk sk sk stk sk sfesk sk ste sk skok stk ok
22251 /T.Learn/Practice/Pi ocedural/Group Proceds/Discourse

*** Definition:

Use of discourse & dialogue in T.L.

This node indexes 2 documents.

st ok sk sk sk sk ke ke sk sk sk ok sk sk sk ok skt sk stk st sk ok sk sk ki stk skkosk sk kst siokosk stk sk kol sk kst sk siolskok ko ok skl sk skok sk sk sk kol sk
(2226) /T Learn/Practice/Pr cedural/Individual

**% Definition:

Procedures involving individuals

This node indexes 1 document.

sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk skosk sk sk st sk sk sk sk st sk st sk sk st sk sk sk sk ook sk sk st sk sk ske sk sk sk sk sk skeske e sfe sk sk sk sk sk sk sk skeoske sk sle sk sk skoske sk sl sieskesk
22261) /T Learn/Practice/P: ocedural/Individual/Reflection

**% Definition:

Structure reflection on one's own as a vay of learning

This node indexes 1 document.

sk sk sk sk sk sk skl skoskoskosk skosk sk sk sk sk skeoske sosk sk skosk skoske skoskes skosk sk skosk sk sk sk st sl sk sk ok Sk sk sk sk sk ks e sk ok skeske oot sheoske skoske sk ste sk st ke skoske sk s sk
22262) /T.Learn/Practice/P ocedural/Individual/Journal

*** Definition:

Writing down one's reflections in a jou rnal

This node indexes 4 documents.

st s s o s ok okt sk sk ok sk ok Rk sk otk sk stk sk skl skofslesk s ok skl sk st sk st st skl ok s skt s sk st st sk ol s sk st el ok sk st stk o ko ok ok
(222621) /T Learn/Practice/F rocedural/Individual/Journal/Share Journal

**% Definition:

Sharing one's journal writing

This node indexes 2 documents.

s sk e ke ofe sk sk o sk sk ok o sk ke sk o sk sl ok sk ko sk sk ek sk okok s ket sk st sk sk s s s Sk Sk SR sk sk sk e sk s sk sk sk sk sk sk sk sk ol sk st sk sk sk g ok koK

(222622 /T.Learn/Practice/F rocedural/Individual/Journal/Not Sharing

**%* Definition;

Not sharing one's journal writing

This node indexes | document.

s sk sk sk sk sk sk sk st ok ot ok sk sk skoskokokoskostosk skl skolotokskok s ook sk sk sk sk st sk ok sk ok s sk sk sk sk sk sk i sk sk sk sk s st sk sk kst sk kol ok ok kkok
2227 /T.Learn/Practice/Procedural/Example

*#* Definition:

An example of a procedure

This node indexes 4 documents.

sfe sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sfe st sk sk st sk st st sk st £ sfe st st st st o st st st st sl s sk sk sk sk s sk sk sl s sl s sk sl s st o s s sk s sk stk sk kokok
(2228) /T .Learn/Practice/Procedural/Edge

*#% Definition:

T.L. occurs 'on the edge'

This node indexes | document.
sk sk sk oskosk sk sk sk sk sk sk skosk sk sk skosk sk sk skeosk sk skosteosk sk skosk sk <skeosk sk kst st siosk sk sk sk sk skosk sk sk sk sk sk sk sk sl skook sk sioskosk skeosk sk st sk skosk sk sk sk ok
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(223) /T.Learn/Practice/Ex: mples

*#*% Definition:

Perceived examples of transformative earning

This node indexes 3 documents.

s sk 3k sk sk sk sk sk sk ok ook sk sk sfe o ook ok sk ok sk ok sk sk sk sk sk sk ok kokok sk sk ok Kok sk sk sk sk Sk sk sk sfe sk sk sk sk s sfesfeoke sk sk sk sfe sk sk sk sk st s sk sk sk sk sk ok ok
2231 /T.Learn/Practice/Examples/Ex. Self

**% Definition:

An example of T.L. perceived in self

This node indexes 3 documents.

sfesfe s ok ke ke s sk e s ke sk e sk e sk ke sk sk sk sk s ke sk s ke sl sk sl sk sk ok st st sfe sk sk sk sk sk s sk skl sk sk stk sl sk st ksl stk st sk stttk skokolokok skokokok
(2232) /T.Learn/Practice/Examples/Ex Others

**% Definition:

Examples of T.L. perceived in others

This node indexes 2 documents.

sk sk sk sk sk sk sk ks sk sk sk sk sk sk sk skosk sk sk sk sk sk sk sk sk sk sk skeoske sk sk sk sk sk st sk sk sk st sk sk sk sk sk sk sk sk sk sk st st sk sk sk skeoske ok ke sk e sk sk sk sk sk sk sk sk skosk ok sk
24) /T.Learn/Implicns

*%% Definition:

Implications about T.L from research (Prac.Part.Self.)

This node indexes 3 documents.

st sk sk sk sk st sf RO RO Rkt sk sk sk otk ok skl kot sk kol kRt Rkl kol R RO kR kool
(241 /T.Learn/Implicns/Ir pPrac

**% Definition:

Implications of T.L. (practitioners)

This node indexes 5 documents.

2411 /T.Learn/Implicns/IripPrac/ Theoretical
##% Definition:

Theoretical implications re T.L. from 1esearch

This node indexes 1 document.

2412 /T.Learn/Implicns/IripPrac/Process

*#% Definition:

Implications from research about proc :sses of T.L.

This node indexes 3 documents.

sk sk sk sk sk sk sk skoske sk sk st sk sk sk st sk sk sk skoskostoske sk stoskeoskeoskosio s> skeoske sk sk sk sk skeske sk skoskosk sk skosk sk sk sk sk sk sk sk sk skeske sk st st ook sk s sfe s sie sk skeoskeosk sk sk
(2413) /T.Learn/Implicns/It ipPrac/Procedural

*% Definition:

Implications from research about proc :dures of T.L.

This node indexes 7 documents.

S sk sk sk steosk sl sk sk sk sk s sk skosk sk sk sk sk skeoskeosk skeoskoste sk skoske sk sk sk sk sk sk sk sk ste sk sk skesteoste ke st sk sk sk ke seoske sk st sk ke sk siesk st sk s slesie sk sfe s sk sk skskock ok
24131 /T Learn/Implicns/I npPrac/Procedural/Rational

**¥%* Definition:

Procedures used by facilitators. in the rational domain

This node indexes | document.
sk sk 3k sk sk sk sk sk sk sk sk Sk Sk sk sk sk sk skosk sk sk sk sk sk sk sk sk skosk s sk skosk sk ot o sl st ok skosk sk st sk sk skt sk skosk sk sk s ok sk sk st sk sk sk sk skl sk sk sk sk ok sk vk skosk
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(24133) /T.Learn/Implicns/Ir ipPrac/Procedural/Imaginative

**% Definition:

Procedures involving imaginative domin

This node indexes 2 documents.

skoske sk sk ks sk skoskeosk sk skosk sk sk skoskoskoskeoskoskosk sk skt sk skoskoske sk sk sk sk kool sk kst sk s sk sk sk skosk sk sk st sk sk sk sk sk sk s sk sk sk s sk sk sk sk ok skoskosk skoskeoskskosk
(24134) /T.Learn/Implicns/I1 ipPrac/Procedural/Environment

*#% Definition:

Procedures involving the learning envi -onment.

This node indexes | document.

she e sk ke sk ok sk ke ke sk ek sk sk s sk sk ok ke sk stk sk st sk sk sk kst sk sk sk e sk sk sk sk sk stk sk sk sk sfe sk st st st sl sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk ok ok ko
(24135) /T.Learn/Implicns/linpPrac/Procedural/Group proceds

*#% Definition:

Procedures involving group work

This node indexes 4 documents.

e sk ke 3k sk sk sk sk sk sk sk o sk sk sk sk sk sk sk sk sk sk ke ke skeske stk ok sk sk sfe st st st st sk sk sk sk sk sk sk s ke ke sk skok stk sk sk sk sk stk sfe sk sk sk sk stskoskskskosk sk skok
(24136) /T.Learn/Implicns/linpPrac/Procedural/Individual

*** Definition:

Procedures involving individuals

This node indexes | document.

sk sk sk sk s sk sk sk sk sk st sk ok sk sk skosk sk sk ks skoste sk sk sk sk sk sk st sk skeske sk e sk sk sk sk sk sk sk sk sk sk sk sk sk skt kst sk st sk sk sk sk skosk s sk sk sk st skeosk sk skoskoskoskesk
2414) /T.Learn/Implicns/ImpPrac/Ethical

*** Definition:

Implications from research re ethical consids of T.L.

This node indexes 10 documents.

sk ok sk ok sk e sk sk sk sk sk sk sk sk ok stk sk sk sk sk sk sk sk sk st sk skesie skt sk sk sk sk sk sk ok st sl sk st skl sk st skt st sk s sk st sk ste s ste s skosk ok sk sk st e sk sk sk sk koo ok sk
24141 /T.Learn/Implicns/I npPrac/Ethical/Not appropriate

##% Definition:

Inappropriate T L. practices from ethical viewoint

This node indexes 5 documents.

sk ok ok sk skosk skoskosk sk st sk sk skosk sk sk sk sk sk sk sk skoskosk skoske sk skosfest skeoskoskeosk sk sk sk skt sk sk sk sk skeoskoskoskosk sk st st skoskoskoskosk sk skosk sk ik e sk sk sk skosk slesksk
24142 /T.Learn/Implicns/I npPrac/Ethical/Contracts

*** Definition:

Need for learning contracts in regard 1.L. procedures

This node indexes 5 documents.

sk sk ok sk sk sk sk sk ok sk ok sk sk sk ok stk sk sk sk sk stk sk st st sk st kol s stk sk stk sk sk sfe sk sk sfe sk ke sk sk sk sk sfe sk sk s sk sk sk sk sk sfe sk sk stk sk sfeske sk sk ok sk osk stk
241421) /T.Learn/Implicns/ mpPrac/Ethical/Contracts/Example

**% Definition:

Example of ethical contract

This node indexes 2 documents.

sk sk sk sk ke sk s sk sk sk sk sk sk sk skeoske sk sk skoske sk skoske sk sfeskeoskeoskosk sk seoskeosk sk sk sk skosk steoste st st sk sk sk ks sk sk sk sk s st sfeoskoste st st skosk sk sk st sk shoskosk skosk ek
(24143) /T.Learn/Implicns/I npPrac/Ethical/Respect

*#% Definition:

Paramount need in T.L. to respect the learner

This node indexes 2 documents.
e sk sfe sk sk ok sk sk sk sk st sk sk sk sk skesk sk sk sk sk st sk sk sk sk sk sk sk s @ sfe sk sk skl s sk sk sk skeskske sk s sk sk sk sk sk skl st sk sk sk sk sk sk stk sk sk sk ok sk sk sk ok skok
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(24144 /T.Learn/Implicns/ mpPrac/Ethical/Responsibility

*3#% Definition:

Learners given & taking resp. for own learning

This node indexes 4 documents.

s sk sk ke SR sk sk s skt sk sk sk sk skosio sk skoskeskosk st skoskeo sk skeoskosieoskoskok SRSk sk Sk R sk steoskoske s st sloskosk Sk skosk skosk sl sk sk sk sk sk sk sk i sk koo sieoskoskeosk sk skok sksk
(24145) /T .Learn/Implicns/ mpPrac/Ethical/Therapy

*** Definition:

Ethical rel'nships re T.L. & therapy

This node indexes 2 documents.

sk 3k sk ook sk sk sk sk sk skosk sk sk sk s sk sk sk sk sk sk st sk sk skosteoskeoseoske fskeosk skeskeoskoskoske sk skosk st sk sk skesk sk sk sk sk st sk sk sk sk ks sk stosioskoske sk sk sk s sk sk s skeoske ok
(24140) /T.Learn/Implicns/ mpPrac/Ethical/No dump

*** Definition:

Facilitators not dumping own agenda on learrers

This node indexes 3 documents.

sk sk sk ok sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk ok sk sk stk sk sk feosikosk skosk sk sk sk sk sk sk sk sk sk sk sk sk sk sk sk s sk sk sk sk sk sk sk steosie sk sk sk sk sk sk sk skoskok sk sk sk
(24147 /T.Learn/Implicns/. mpPrac/Ethical/Ethical

*#* Definition:

Cut from node (242 4).

This node indexes 2 documents.

s sk s s s sk s s sk s s sk sk s sk s s st s s ok sk sk ok ok gk skl sk ko s sl sk kot Rk g R sk sk sk ok sk ok sk sk ok sk sk o sk ke s ok ok
(241438) /T.Learn/Implicns/ImpPrac/Ethical/Ethical

#% Definition:

Cut fromnode (243 4) .

This node indexes 2 documents.

st sk i e s sk ke e stk sk ke s stk ok stk sk ol ok skl stk <ol gk ke skttt ke sk sk ok ok sk sk ok skl s sk ok ok sk ok stk sk ok sk of kot sk ok kol ok
(242) /T.Learn/Implicns/Iripl. Part

4% Definition:

Implication re T.L. from Participants :n F.A.L.

This node indexes 3 documents.

sk ok st s sk sk sk sk sk sk ok s sk sk sk ok sk sk sk sk skosk sk skeosk sk sk sk ke sk sk sk st sl she sk e sk ste sk e sk sk sk ke sk sk st sk st sk sk sk sk sk skoste sk sk she sk sk sk skeske sk s ks sk
(2422) /T.Learn/Implicns/Lin Part/Frocess

*#% Definition:

Implications from research about proczsses of T.L.

This node indexes 1 document.

S ok sk sk sk sk sk sk sk sk sk sk sk skeosk sk sk sk sk sk sk sk sk sk sk sk sk sk 2 sk skoske sk sk s st sk sk skt sl st sk ste sk sk stk sk sk sk sioske sk ik sk skoskokeske sk sk sk skokeske sk sk sk
(243) /T.Learn/Implicns/ImipSelf

*#% Definition:

Implications re T.L. from Carrigg as partic. observer

This node indexes 2 documents.



