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; ing launched in 1978 by Jack Megrow, Profes.
The concept of ‘Waﬁoz:aqéihﬁrgyflkﬁf Columbia University, New York.. Fo'r many
i idu“;ﬂ;n adult education consultant in various developing countries, inspied
years hehh:d P eerl; Freire and German ]ii‘rge‘n Habermas, among others Butit u'zas u? con
. BTamwiZlZ u(;momen’s adult education in the US that he discovc?red a w¢de/ra:11gmgdl‘2nd of
g;?:g, reaching right into changes of the identity. Later, Mez:rg:;: glquw te mt
cept of transformative learning in several writings and worked wi IS;t Cll'zc t:rm . Im,)gmmm
in the reputed Adult Education Guided Independent Stu.dy ( AEG 14 T e it
Mezirow remained professionally active almost until his death. in 2014. th’t; Ry
chapter, which is one of his last contributions published in 2006 in Pete?'r Su e
Crowther (eds) Lifelong Learning: Concepts and Contexts, Mezl'row ;;Capses i
history and main features of the concept of transformative learning andd Custhe s
points of critique and suggestions for extension that have been put forward over
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Transformative learning theory
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Transformative learning theory, as | have interpreted it, is a metacognitive epis-
temology of evidential (instrumental) and dialogical (communicative) reason-
ing. Reasoning is understood as the process of advancing and assessing a.bel‘ef'
Transformative learning is an adult dimension of reason assessment involving the
validation and reformulation of meaning structures.
The process of transformative learning involves:
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ientation. There are those who have Ellwuys argued with great COIWiCtiQ
orient :
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Social action

A major emphasis of critics of transformatiop theory, as | have CONCeptugiseq
has been its de-emphasis of social action Adult education k Ids thae an iy b
tant goal is to effect socig] change Transformatjop theory also contends th,, ady|
education must be dedicated to effecting socia] change, to modifyin Oppress:i, t
Practices, norms, institutiong and SOC10-economic Structures to allow everyone te
participate more fully and freely in refle :

political judgement and action
assumptions and the Citizen’s o

Habermas (1981) Suggests that critjcq] reflecti
iscourse based on reflective judgement - the ke
learning — ape characteristics of the highest Jeve]

Ideology critique

Adult educator Stephen Brookfield (1991) has challenged the breadth of trans-
formative learning as [ haye conceptualised it. He wriges:
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ome Sort of power analysis of the situation or context in which the learning
s "y \
', happening- They must also try to identify assumptions they hold dear that

- actually destroying their sense of well-being and serving the interests of
thers: that is, hegemonic assumptions.
others:

(1991: 126)

For Brookfield, ideologies are pejor'ative ‘sets of values, beliefs, myths, explanations
 justifications that appear 'self—ev1d'et.1tly true and are morally desirable’ (1991:129).

Brookfield is not suggesting a critique of all relevant ideologies, the point of
view of transformation theory in adult education. He is quite specific that critica]
reflection as ideology critique focuses on helping people come to an awareness of
how capitalism shapes belief systems and assumptions (i.e. ideologies) that justify
and maintain economic and political inequity’ (1991: 341). Issues raised here are
echoed in critical pedagogy.

Critical pedagogy

Critical pedagogy, and its current form of popular education in Latin America,
is an adult education programme evolving from the village-based literacy work
of Paulo Freire that assigns priority to a guided analysis of how ideology, power
and influence specifically impact upon and disadvantage the immediate lives of
illiterate learners. The educator assists them to learn to read in the process of
planning and taking an active role in collective social action to effect change.
There is a praxis of transformative study and action.

For critical pedagogy, the critical learner, prototypically an illiterate rural peas-
ant, not only comes to recognise injustice but, upon this recognition, is expected
toactively participate in the specific political or social action required to change it.

€ process and problems involved in taking informed, collective, political action in
4lunctioning democracy are seldom addressed in the literature of critical pedagogy.

Blfrbules and Burk (1999) note that in critical pedagogy, everything is open
"0 critical reflection except the premises and categories of critical pedagogy itself
nd omment that ‘there is a givenness of what a “critical” understanding s‘hould

. plete thzft threat-ens to become its own kind of constraint’ tfl 1 99:: lz4gén1:zf:
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bofivi 8 Deliefs, valyes, feel; d self- ¢. It is not primarily to thin

itically, ¢ > y Ings and selt-concep (< i< o false assumption.
Yitor ideology critique and critical pedagogy, this is a false
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the bookgy 1s the study of the universe as a rational and orderly sysEd -

*banding the Boundaries of Transformative Learning (2002),
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chiatrist Roger GOu.ld’S ‘e.pigenetic’ theory of adult development (1978) holds

( traumatic events in ChlldhOOd may proc‘iuce prohibitions that, though sub-
rged from consciousness 1 adu}thoqd, continue to generate anxiety feelings that
hibit adult action when there is a risk of violating them. This dynamic results
1 a lost function = the ability to take risks, feel sexual, finish a job — that must
te regained if one 15 O become a fully functioning adult. The most significant
ul learning occurs in connection with life transitions. As adulthood is a time
fr regaining lost functions, the learner should be assisted to identify the specific
Hocked action and the source and nature of stress in deciding to take action. The
lamer is helped to differentiate between the anxiety that is a function of the child-
hood trauma and the anxiety warranted by his or her immediate adult life situation.

Gould feels that learning to cope with ordinary existential psychological distor-
tnscan be facilitated by knowledgeable adult educators and adult counsellors as
mg therapists. He has developed an interactive, compl.ltt’-lfiSt;;(ci1 PrngafZ‘:e
meello:self‘sm-dy for adult learners coping with life transitions. ucator; n

provide emotional support and help the learner think throug

oies posed by the programme.
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A descriy
ed
. by Bennett-Goleman (2001), schema theri?{ frames of references

i C . . {
j gke IZ’tihotherapy that focuses on repairing eMOUOTE Ty ' onse of em
| V . . i i
e emotional habits, relentless perfectionist o a refined
defined here &

Cprivat; .
Vation. Mindfulness, a Buddhist concep®
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meditative awareness, is combined by Bennett»Goleman with ingigh, :
tive neuroscience. Mindfulness may be applied by indivi $ from,

duals ¢, COpn:
ivity i . und Bn;.
pattems of emotional reactivity in workshops. Major schemag inc lud:TStand the.

~ unloveability, the fear that people woy|
mistrust, the constant suspicion that theg
exclusion, the feeling we don't belong; failure, the
ceed at what we do; subjugation,
and demands; and entitlement, the
beyond ordinary rules and limits,

As frames of reference, schemas are the
On a particular task, byt they also sele
and what they deem irrelevant. When emoti
mine what is admitted to awareness and can tion in respops
Schemas are mental models of experience, -
Bennett—Goleman (2001

) describes the Process involved ip
changing schemg thoughts:

Become mindful of the feeling or typical thoy
schema. Focus on your thoughts, emotions and b

realistic understanding of the subject. . .
* Use empathic reframing to acknowledge the schema reality while you p
into words a more accurate picture of things.

Individuation - Jungian psychology

i integrate
Patricia Cranton (1994) interprets Jung’s theory of psychologlFal acltyp;;att: éﬂcafzn.
his concepts with those of transformative learning theory in
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/ . .
Leamers’ pSYCh‘)loglcal predispositions form one kind of habit of mind. This
volves tWO interrelated processes: to become more aware and to understand

our OWn DALUTE while, at the same time, individuating ourselves from the rest of
humanity as We learn who we are.

Jung describes a continuum on vc'rhich one may differentiate two ways of
relating to the world anc.1 of malqng judgements: introverted and extraverted.
We make judgements either loglc:fll'ly or analytically — to assess a problem,
weigh alternatives apd rpakg a dec.lsxon —or rely upon deep-seated reactions
of acceptance or rejection m.WhICh log1.c plays no part. This differentia-
ion between perception and .]udgeme'nt is close to transformation theory’s
Jifferentiation between learning outside awareness through intuition and
learning within awareness through critical reflection on assumptions. Psy-
chological preferences (thinking and feeling or sensing and intuition) are
habits of mind.

John Dirkx (1997) also identifies the goal of Jung’s concept of individu-
ation as the development of an individual’s personality. This development
involves a dialogue between ego consciousness and the content of the uncon-
scious. Transformation involves participating in dialogue with the uncon-
scious aspects of the psyche. This frees one from obsessions, compulsions and
complexes that can shape and distort our frame of reference. The symbolic
process of individuation is expressed in the form of images. Through a dia-
logue between the conscious and unconscious, mediated through symbols and
images, learners gain insight into aspects of themselves that are outside con-
scious awareness but influence their sense of self as well as their interpreta-
tions and actions. These symbols and images express emotions and feelings
that arise in the learning process. ‘Behind every emotion there is an image’
(Dirkx 1997. 249).

10guee1:nt1}t,em or process .of.formal %earn‘ing evokes images realised through dia-
tially'transfe Cm:irse Of. tlflls ln.tera‘ctlon, botb content' and ourselves are poten-
o consagm;e ; Ind.1v1du.at10.n is an ongoing psychic process. When entered
the self al:' y and .1magmat1v’ely, it Prov1des for a deepemr'ng of awareness
COme m;re fjﬁpanslon of one’s consciousness, and engendering f)f soul. We

¥y who we are and we are more fully able to enter into a com-

Mty of |
u : ne :
%lf’ (D mans. In Jungian terms, this is transformation — emergence of the

. "Ex 1997: 251)
an Eligg :
to “-Xplicitly ir(11?97) has expanded the definition of transformative learning
Slon of °0nscioc ude the unconscious: transformative learning is the expan-
zgeciﬁc apaciti“mess through the transformation of basic world views and
"cioy ly dire:: Zf the self; transformative learning is facilitated through
: €d processes iati ' d receivin
pre"liseso ic conge, such as appreciatively accessing an g

s, % of the unconscious and critically analyzing underlying

“Ontexy of :;s lght into Jungian interpretations of transformative learning
t leaming, see Robert Boyd (1991).




ng, research meth
anisational development.

Methods found useful in fos

clude using critica] incidents, life histori

ment and org,

of assumptions and
journal writing, media
apping, action learning,
-Reason-Thematic Technique’ -

Uﬂiversal dimensions of adult knowing
There js 5 current debate over whether a learning theory must be dictated exclu-
Sively b

itical
Y contextual interests, as suggested by Brookfield, followers of critica
pedago

, other post-Marxist theorists and many postmodern critics.
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Jucatio? are © ear’y f o the culture. Trans When, Where ;
pov 0 otacognitive process of reassessing reasons thg OMMative |egpy, and
frames of reference, including th(t) Support p ng is
8¢ re

, al i
o) o i toblemag;
rs as ideology, religion, politics, c| o
)

y which adults learn h ass, rszzsenting such
arn how to think critical‘lgcfn det and
Y for them.

a
exty < th rocess b
. mptions : )
othe® ¢ than rake assump supporting a point of viey f
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i
Ng upon which ¢yl.

mensions of rationality and adult understand

. al dl 3 - d d -
lvers al lnﬂ ences 1mpaCt and may istort incl d h
n ude :
u the fO“OWlng!

nteX

the meaning of their expetience — both mundane a
e of self and others as agents capable of thougﬁtizifizndent;
responsi-

ble actions
ge in indful efforts to learn;

, leanto become rational by advancing and assessing reasons;
. of their experience — both withi :
na

e et | nd outside awareness —
reference — sets of orienting assumptions and
cognitive, affective and conative dimensions that shape
s distort their understanding; >
gents with interpretations of their experience that

through acquire
expectations with
delimit and sometime
accept some others as a

may prove true or justified;
¢ rely upon beliefs and understandings that produce interpretations and opin-

ions that will prove more tru€ or justified than those based upon other beliefs
and understandings;
» engage in reflective Jiscourse to assess the reasons and assumptions support-
ing a belief to be able to arrive at a tentative best judgement —asa sometime

alternative or supplement to resorting to traditional authority o force t0
validate a judgement;
f what is communica

* understand the meaning O
account the assumptions (intent, truthfulness, qua
son communicating as well as the cruth, justification;

. ?:lthgnticity of what is being comm
1 agine how things could be different; o8
eam to transform their frames of reference through criti
dssumptions, self-reflection on assumptions and dialogic reas
beliefs and understandings they generate become problemati¢
deliberﬂtely
;)rrhli;ec ar¢ generic dimensions of adult understanding dlatolcneiz Ofe adult educ”
ton L_on‘?CIOUSlY enhanced or diSCOUI'aged ough the PT' . of adult learnlng
- Limiting the development of these q! >

ted to them by taking into
lifications) of the per-
appropriateness an

unicated;
al reflection on

oning when t¢

glitative dimens



128 Jack Mezirow

Syfexczlusively .focusing adult education on immediate contextual issues is self.
efeating. It brings to mind the old Chinese saying, ‘Give a man a fish and he cap
eat for a day; teach him to fish and he can eat for his lifetime’.
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