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This critique is a process of a personal re-reading and re-working of ideas from several texts, drawing from several voices of prominent transformative learning theorists in the past twenty years. It is written in the form of a dialogue between myself and the texts. The critique makes use of a number of styles: a critique of arguments (part one), an overview of main ideas in terms of how they could be applied to my own teaching practice (part two), and a dialogue between myself, John Dirkx, and Jack Mezirow (Dirkx, Mezirow, Cranton, 2006). 

These five articles were chosen as representative of key issues and controversies in academic circles about transformation theory. By choosing these five articles for critique, I hope to provide a more in-depth analysis of the key concepts of transformative learning theory. This particular theory is quite relevant for my professional context as an adult literacy educator. I am investigating instructional strategies to better assist and empower First Nations learners whose emotional experiences about mainstream education have been in many cases characterized by anxiety and frustration, coercion and dependency.  It is time to redress this harm, and provide more holistic, transformative learning experiences. This is not just a necessity for First Nations adult learners in adult education programs, but for all adult learners returning to adult literacy programs. [good, I have a sense of what’s on your mind and where you are going]

The Articles
The critique begins with an analysis of Robert Boyd and J. Gordon Myers’ (1988) article, Transformative Education, which provided counterpoint to the dominance of Mezirow’s theory of transformation theory. It offered an alternate view of the self based on Jung’s concept of the personality. It is an important article that began the debate about the role of the unconscious. As a critique to Mezirow’s theory of transformation, it provided an extra-rational perspective, which contrasted with Mezirow’s assertion that the ego is the driver that controls transformations of perspectives.

In Nurturing Soul in Adult Learners, John Dirkx (1997) discussed the importance for educators to nurture the souls of their learners. Dirkx introduced the lens of mythos through which to examine transformation theory. His emphasis was on learning through soul, using the ideas of “archetypal” or “soul consciousness” (Dirkx, 1997). One idea that especially resonated with my own experience was that educators are not preparing learners in isolation of the real world, we are engaging in learning to enable learners to more fully live in the world: “Learning is not simply a preparation for life. It is life, the experience of living” (Dirkx, 1997, pg. 4).

Patricia Cranton (2002) discusses strategies for educators to prepare learners for transformation. Her most poignant and seemingly contradictory, assertion in her article, Teaching for Transformation, is found within her conclusion:

“We cannot teach transformation. We often cannot even identify how or why it happens. But we can teach as though the possibility always exists that a student will have a transformative experience” (Cranton, 2002, pg. 71).

In 2005, John Dirkx and Jack Mezirow participated in a session during the Sixth Transformative Learning Conference, facilitated by Patricia Cranton. Afterwards, they engaged in an extended 2 month dialogue through e-mail and e-mail attachments about transformative learning theory. Musings and Reflections on the Meaning, Context, and Process of Transformative Learning: A Dialogue Between John M. Dirkx and Jack 
Mezirow (2006) is an example of how transformative learning theorists engaged in dialogue and rational discourse, and explored the differences and similarities of their theories to come to a more inclusive, transformed perspective. I enjoyed the less formal approach to the dialogue, in which they expressed ideas in the first person, used each others’ first names as well as casual, informal phrasing. It was quite interesting to see these elements in an academic article. The exchange of ideas was friendly, relaxed, and added texture and layers of meaning that would have been absent from a more formal summary.

Dirkx and Mezirow engaged each other in dialogue - the image of scholarly gladiators battling each other in the arena of ideas comes to mind - by stating their arguments, in which Dirkx insisted that  “…characters that occupy and lend a felt presence to this inner world don’t speak with one voice” (Dirkx, Mezirow, Cranton, 2006, pg. 127), and Mezirow countered by insisting that “…it is this [rational] process, within awareness, that saves transformative learning from becoming reduced to a faith, prejudice, vision, or desire” (Dirkx, Mezirow, Cranton, 2006, pg. 133). 

Cranton (2008) renewed her interest in exploring in greater depth the transformative educator’s role, and followed up on this theme with her article, The Transformative Learner as Learning Companion. She described the role of the educator as a learning companion, and how this role was pivotal for cultivating the transformative learning process. 

By analyzing the narratives and interviews of six adult literacy educators, Cranton observed that all these educators demonstrated a “…deep caring for their learners and an explicit passion for their as well as a belief in the learners’ abilities” (Cranton, 2008, pg. 33). 

Critique of the Texts
Part One: Theories of Transformation

In this section of the critique I examine and critique Boyd and Myers’ article, Transformative Education. This article examines the following aspects of the transformative process: the role of the ego in the process of transformation, the aims of transformation, the role of the transformative educator, the role of dialogue in the transformative process, and discernment and the grieving process. 

Part Two: Transformative Teaching Strategies 
In this section, I examine Dirkx’s article Nurturing Soul in Adult Learning (1997), as well as two of Cranton’s articles: The Transformative Educator (2002), as well as the more recent article, The Transformative Educator as Learning Companion (2008). These articles are more practical descriptions of teaching strategies educators can use in their classrooms to promote transformative learning. The critique covers the role of the educator, the process of transformation, which involves “learning through soul”, and steps educators can take to nurture an effective learning environment and thus promote transformation in learners.

Part Three: Dialogue with the Text
The third part of the critique is an analysis of the article Musings and Reflections on the Meaning, Context, and Process of Transformative Learning (2006). It is written in the form of a dialogue, in which my own comments are interspersed with both the comments of Dirkx’s and Mezirow’s. 

Part Four: An Alternate View of the Self
The final section of this critique is an attempt to bring the various theories into a more coherent whole, in which I re-frame the role of the ego as the key player in the various processes leading to transformation. 

Part One: Theories of Transformation
Transformative Education (1988)

Role of Ego in Transformation 
According to Boyd and Myers (1988), Mezirow identified the ego as the central psychic force in relation to assumptions, roles, and relationships, which serve as static structures. Boyd and Myers argued that internalized socialization patterns within the personal unconscious control behaviour until the ego gains control of them, and if this does not occur, they tend to block an individual’s self-actualization. Therefore, the ego needs to remove or restructure these static structures. The ego is the central agent that guides the transformation process; the ego becomes aware of restraints and so confronts and develops strategies to interact with external culture. 

Boyd and Myers (1988) claimed that Mezirow’s theory of perspective transformation aids the ego to take control through becoming more aware of limits within the personal unconscious, and overcoming reified socialization. In addition, the ego emancipates itself from culture structures that are restrictive and repressive through an outward journey which involves the process of perspective transformation.   

In contrast, the role of the ego in transformative education theory described by Boyd and Myers is quite different. Transformative educators consider other psychic structures which act as participants along with ego, as playing quite important roles to bring about individual transformation. According to transformative educators, the role the ego plays in the first half of a person’s life differs significantly from the role it plays afterwards in the second half. During the first half, a person accommodates and conforms to external demands and assimilates through socialization what is needed to obtain life goals. It is during this time that a person “…defines and develops their individuality” (Boyd & Myers, 1998, pg. 5).

Discussion and Critique
I agree that there is more to the Self than the Ego. I most certainly agree that the rational, reflective, and conscious activities of the Ego have a vital role to play in taking an executive function to ensure the continuing survival of the psyche.  

I strongly disagree that the Ego is something that we need to minimize in importance. In Boyd and Myers’ view, they argue that it is “essential that we give up the view that the ego is the principal and even the sole initiator of behaviour. The ego develops as the individual makes use of coping, assimilating, and accommodating behaviours in relating to the outer world (Boyd and Myers, 1998).

I do not agree with how the ego is defined by both Mezirow and Boyd and Myers. It should not be assumed as entirely rational. In fact, it is sometimes far from it. It is an unfolding life-story with pages hidden, meant to be experienced and re-visited as a collection of past, present and future possibilities. The ego is a collection of encounters, a series of compromises between the extra-rational elements and emergent rational processes. The ego is a collection of provisional viewpoints, and states of ego-being threaded together randomly across time and place. [yes, I like this better than either of the others]

I don’t agree that the process of dialogue between the ego and the extra-rational interior self involves more than a change in ego identity, more than an adjustment in the ego’s control of one’s journey. Discernment, critical reflexivity, and transformation invariably involve the ego, and require it to play a central role.

Aims of Transformative Education
Boyd and Myers explained that the central aim of transformative education is to help individuals by assisting the ego to dialogue with the rest of the self, as well as to facilitate the ego’s empowerment over conditions and forces that block the self-actualization process. “The whole thrust of perspective transformation is to help individuals realize themselves more fully in the world they encounter” (Boyd & Myers, 1998, pg. 5).

Role of Transformative Educators
According to Boyd and Myers (1988) transformative educators are concerned with assisting learners develop a readiness for entering into dialogue with the Self, as well as enable the process of engaging in a meaningful dialogue and the deepening of one’s own inner journey. In transformative education theory, the self is a total psychic being, the total personality, not just the ego. Transformative educators need to concern themselves with keeping balance between the parts of the Self, and ensuring that the Ego is not overwhelmed or over-strengthened. Young adulthood is considered as the period for a person to work on incorporating and balancing the power of the archetypes into one’s Self. 

The Process of Transformation: Dialogue
In the first part of an adult’s life, transformative education “…helps to foster a disciplined alliance between archetypes and the person” (Boyd & Myers, 1988, pg. 6), in which the educator is co-present with the young adult in facing these archetypes, embracing them but not being overcome by them. Educators aim “…to facilitate the processes of differentiation by assisting in the exchanges over the bridge between the developing ego world of the individual and their inner world of the Self” (Boyd & Myers, 1988, pg. 6).

In the second half of life, transformative educators are more concerned with the process and end-goal of integration. Such integration requires opening a dialogue with other psychic structures of the Self.  This journey towards transformation will help individuals to develop workable differentiations in the first half of life, and meaningful integrations in the second half of life. 
Discussion and Critique
As I see it, this transformative process is less mature and less stable during adolescence than at later points in life, suggesting that ego-formation activity and the process of differentiation is a preliminary, provisional end-point that is in constant flux. However, for me, it suggests that the transformation process (dialogue between the ego and the other parts of the Self, and strengthening of the role of the ego) inevitably begins once the ego-consciousness emerges. Unsatisfactory resolutions of psychic crises will mean a resurgence of the same crises with greater energy at a later time. It is the unresolved psychic energies due to archetypal forces that lead to both the greatest suffering and the greatest potential for transformation. It is the ego’s function to cope with these.

I am unsure if I can let go of the concepts of self-determination and personal autonomy, and accept that the primary purpose of the ego is as a defense and toll-man for the rest of the self.[yes, this is a bitter pill] As an educator, a great deal of learning is the result of conscious deliberation. Emotional states, once reflected upon and brought to awareness, lose their destructive force and impact over one’s life. The ego plays a crucial role in this catharsis. It is the core decision-maker of the moment, the chief arbiter over how to cope or adapt to the extra-rational experiences. In my own teaching experience I have frequently seen the powerful ego play a pivotal role when a student chooses to release pent up emotions, or chooses to hold them back. 

Discernment and the Grieving Process
In this article, Boyd and Myers described discernment as process that enables us to be in union with ourselves and the world. They contrast this with Mezirow’s process of critical reflectivity, which involves “…enabling us to be more in control of ourselves, to put us on top of things” (Boyd and Myers, 1988, pg. 275). Discernment enables us to be in union with ourselves and the world.

Discernment involves the creation of personal vision or personal meaning. It enhances one’s capacity to imagine humanness based on tacit knowledge of relationships. It enables exploration of the whole self to anchor and locate forces leading to self-integration, and turn away from those forces that contaminate or dilute the process of integration; it also enables self to become more sensitive to unique, intimate extra-rational content that calls out for attention and response (Boyd and Myers, 1988).

Boyd and Myers continued with further refining their definition of discernment, and explained that “it is a radically different methodology of personal transformation” (Boyd and Myers, 1988, pg. 276). Discernment involves three processes: receptivity, recognition, and grieving. They argued that the grieving process is central to the potential for personal growth.

Discussion and Critique 
I strongly disagree with Boyd and Myers’ insistence that the ego plays almost no role, and has made no contribution to, the original formation of the extra-rational components, nor to the discernment process, insisting that the ego should instead remain silent (Boyd and Myers, 1988). The ego, in my view, is essential for the very discernment process that they describe, not peripheral. [what do you have to back up your assertions?]

I certainly agree that the grieving process is comparable to a transporting process in which individuals move towards and eventually arrive at a fuller, more transformed life (Boyd and Myers, 1988).  

As part of the grieving process, one needs to be a listener, to be open to receive symbols, images, and alternative expressions of meaning which surface from the shadow, the anima/animus, the persona, and the archetypes as manifested within symbols dwelling within the personal unconscious. All these personality elements have been in contact with multiple versions over time of earlier, less mature ego structures during past “dialogues” or encounters. Recognition requires making a choice, initiating a personal act of ownership, and engaging in validating the authenticity of one’s personal inner experiences.  The ego takes on this role of validating, making choices, and evaluating the authenticity of experiences, not the other parts of the personality, which is what Boyd and Myers argued. Grieving involves an open dialogue, a kind of talking back to the extra-rational messages. Indeed, I agree that discernment is like a grieving process, but not necessarily only for the reasons Boyd and Myers describe, but also because the present ego is grieving the incorporation, the integration, “the death” of its little brothers or sisters. These autonomous ego-identities are locked in place at certain times and mind-spaces, ceaselessly working to resolve the issues and challenges of that time. They are slices of mind that the mature ego resurrects, then re-incorporates and re-integrates into the larger, more inclusive ego-mind. Such grieving does involve the coming to terms with loss of prior ways of seeing reality (Boyd and Myers, 1988). Boyd and Myers refer to these previous “ego-states” as complexes, but because they are ties to past “solutions” of the ego interacting with the external and internal worlds, they should not be considered separate of the ego, but an essential part of it. These parts of self seek resolution.

Part Two: Transformative Teaching Strategies 
Nurturing Soul in Adult Learning (1997)
“Perhaps our greatest challenge is to awaken soul within teaching and learning, to stir it to life, both within ourselves and within the learning settings in which we work” (Dirkx, 1997, 5). 

Role of the Educator
Learning through soul actively involves the exploration of ideas. In this process, the learner participates in naming and giving voice to images that shape and give value, impart personal meanings. Learning through soul involves paying closer attention to the physical learning environment. The soul responds poorly to rigid adherence to agendas and schedules, but thrives in less structured learning environments as well during activities that openly invite one’s inner life to unite with the outer world. To cultivate the emergence of soul in learners, educators need to make room for grief work, passions of fear and sorrow, and dreams and desires. Learning through soul calls for a greater emphasis on the role of imagination and fantasy during instruction.  This might involve using stories, narratives, myths, tales, images, dreams, and rituals. 

Dirkx encouraged educators to engage and enter into dialogue with the unconscious, using imagination, creativity, and intuition. One major assumption that Dirkx made is that the unconscious is the “primary source of creativity, vitality, and wisdom within our lives – the source of life itself” (Dirkx, 1997, pg. 5). 

Dirkx insisted that educators need to cultivate an attitude of caring for soul by cultivating, watching, and participating in the growth of our learners. His theory is based upon many central ideas to express the process for nurturing soul: “acknowledging its presence”, “respecting its sacred message”, “giving it space and consideration”, and “providing it a voice through which it can be heard” (Dirkx, 1997).

Process of Transformation: “Learning Through Soul”
“From the perspective of soul, transformative learning results in a transcendence of the limiting, individualistic, and constraining vision provided by the ego” (Dirkx, 1997, pg. 3).

Dirkx introduced a perspective of transformation through the lens of mythos rather than logos, adopting Boyd’s definition of transformative education that it involves an extra-rational perspective. When learning is dealing with learner experiences which are uncertain, ambiguous, contradictory, even paradoxical, it “invite[s] expressions of soul” (Dirkx, 1997, pg. 3). Dirkx asserted that “learning through soul is about relationship, our relationships with others and the world, but also with all aspects of our experiences, objective and subjective” (Dirkx, 1997, pg. 3).

Dirkx contrasted his view of transformative learning with that of Mezirow, describing perspective transformation as analytic, rational, and reflective. For Dirkx, learning through soul leads to self-knowledge; it involves using images, symbols, and contemplative methods. (Dirkx 1997).

Discussion and Critique
As in Boyd and Myers case, the role of dialogue is identified as integral to the transformation process. Dirkx emphasizes the role of relationship, and celebrates and encourages the process of naming and giving voice to learners’ creative forces. I agree that it is necessary to foster spontaneous, creative expression. 
I am really inspired by Dirkx’s assertion that it is crucial for educators to acknowledge the whole learner. One interesting aspect he referred to is the importance of the learning environment to cultivate soul. I really like how he accepts learners’ emotional, spiritual side, making room for uncertainty, ambiguity, and paradox. Educators need to embrace and celebrate these aspects in the learning encounter.  I think that Dirkx has an excellent point when he asserted that it is crucial for educators to make room for exploring student’s desires and dreams, as well as their fears, grief, and passions. By encouraging educators to cultivate an attitude of caring towards learners, Dirkx stressed the crucial role that a respectful learning space plays to cultivate soul. Another element that really resonated with me in my teaching experience is the need for educators to acknowledge the presence of learners, the sacredness of learners’ messages, and give space for spiritual growth.    

Teaching for Transformation (2002)
The Transformative Educator as Learning Companion (2008)
Cranton (2008) explored how adult literacy educators encouraged transformative learning through being a learning companion. Such learners have formed deeply embedded webs of values, which are mainly based on largely unexamined habits of mind. Learning occurs when one encounters an experience or event that requires us to re-examine our previously unquestioned belief system. Many adult learners in literacy programs do not have the skills to give voice and critique their own opinions, and have had previous challenges with learning, so that the present learning experiences are filtered through negative experiences in the past. Everyone has a unique way of seeing the world, which includes “…distortions, prejudices, stereotypes, and unquestioned belief systems” (Cranton, 2002).

Cranton emphasized the significance of educators acknowledging their learners as whole persons. To establish a relationship of trust and discovery with learners, it is crucial to weave a web of connected knowing. Cranton acknowledged that educators play a key role while working with adults in literacy programs to encourage a setting of openness to dialogue and connection, so that learners no longer feel silenced and voiceless. 

Process of Transformation
This is Cranton’s definition of transformative learning theory:
“Through some event, which could be as traumatic as losing a job or as ordinary as an unexpected question, an individual becomes aware of holding a limiting or distorted view” (Cranton, 2002, pg. 63).

Perspective transformation involves a critical examination of this view, an opening up of oneself to alternatives, and in so doing, a change in the way one sees things. We engage in critical reflection, in which we examine assumptions and beliefs. We might talk to others, exchanging ideas, receiving support and encouragement, or engage in critical discourse. Yet all these theories and explanations of rational processes have left me wanting some suggestions on how to foster transformative change in learners in a real classroom, not in a hypothetical one.

Role of Educators
I most certainly agree with Cranton’s assertion that whatever strategy is used to foster learner transformation, it needs to be created to challenge, support, and empower learners (Cranton, 2002).

Cranton (2002) identified seven elements that offer a framework for educators to set up a learning environment to promote the process of transformation: 
1. Create an activating event
Cranton suggested that educators portray unusual perspectives in dramatic and interesting ways (Cranton, 2002). Singing, dancing, carving, weaving, and drawings are some examples. I would like to add collages and scrapbooking as examples I have used to aid learners with sharing their ideas with others. 

2. Articulating assumptions
I suggest to learners to start a journal to record ideas, experiences, and dreams. I read and comment on the entries, and encourage the learners with possible ideas they could continue with. In several cases, learners have written more in their journals in a matter of weeks than they had in months or years.
An excellent recent example of metaphor analysis was a discussion I co-moderated online among my peers taking the MDDE612 course on experiential learning. I was amazed at the depth and range of responses from students when asked to describe their favorite metaphors as a teacher. [yes, you have to ask the right questions]

3. Critical self-reflection
I have used learning journals to encourage students to describe critical incidents, and analyze them to examine their assumptions. I have used my blog within Athabasca University’s Me2U online community to post reflections about the processes and challenges I have encountered while completing projects and assignments.

4. Openness to Alternatives
Offering learners ways to try on different roles and points of view within a safe learning environment is crucial (Cranton, 2002). Role plays, skits, debates, are some examples of activities I have used to encourage openness. In one case, due to the inflammatory nature of an article with extreme views, I asked students to consider one’s own view, but then adopt the opposing perspective long enough to voice the viewpoint, then switch back and forth and describe a dialogue between oneself and this other person. 

5. Discourse
I have never tried to introduce discourse in a literacy classroom, in the manner described by Cranton, as I find debates so far removed from the everyday experience of learners I thought it would alienate and frustrate them. However, the use of dialogue journals has potential. This would best be supported by blogging technology, enabling several learners to keep individual blogs while also contributing to a group blog. I have even found that some learners find their voice easier through writing, and remain quiet in a face-to-face instructional setting.

6. Revision of Assumptions and Perspectives
This is the stage of the transformation process raises tremendous emotional issues, which can be very painful. This is a story of an experience I had as an educator in a classroom. A mature woman stood speaking to me in the classroom, and something about the situation set her back in a bad, uncomfortable space. I could sense the physical wave of emotions roll over her: rage, shame, withdrawal, sadness, disappointment, fear. Tears flowing down her cheeks, and angry tones in her voice, she told me she had had enough. She fled the classroom. She returned a few days later. We sat down for tea, and talked privately. She began to apologize, and I asked her not to, that there was nothing to apologize for.  She had felt overwhelmed by the emotions that were triggered, putting her back to a time when she was humiliated during her stay in a residential school as a young child. She explained that she is going through a healing journey and the past experiences are surfacing years afterwards as dreams and random scattered memories.  In this case, providing support and encouragement for the learner in a non-threatening, respectful manner was the best option. It did lead to her also asking for and receiving other forms of support from organizations within the community.[good example]

7. Acting on Revisions
This stage of the transformation process involves a series of strategies to encourage learners to act upon their revised assumptions or perspectives. Several learners demonstrate an increased commitment to the community, and take on part-time jobs, or volunteer for a local organization. Some have become more active as advocates for their families, writing letters, sending applications, and advocating for change within the community by lobbying local government officials.  In addition, action plans were effective in helping learners during summer months to keep up a program of self-study. Students were asked to identify five learning goals, and then identify the resources they planned to use, the strategies they were planning to use, the people who would be their expert advisors/evaluators, and the type of activity/thing that would be done to show that they had learned what they intended to learn. Such informal learning contracts were quite effective in providing learners with practice in goals planning and making revisions.

Discussion
I agree with Cranton that an educator must be a learning companion in order to begin the long, slow process of encouraging learners to “…develop an empathic connection with people different from themselves” (Cranton, 2002, pg. 35).

I very much appreciated Cranton’s explanation (2008) about how being a mentor differs from being a learning companion. There is a crucial distinction, especially for educators working with adult literacy learners. A mentor is a guide, an expert, a symbol of authority. Mentors help open doors for learners. In contrast, a learning companion aids learners with identifying personal strengths, validates personal experiences, and encourages learners to build on these experiences. 

I agree with Cranton’s description of themes that play an important part in the cultivation of a relationship between a learning companion and learners. These themes include: creating a sense of safety, trust between educator and learner, developing a sense of possibility, helping learners overcome fear, discovery within self, and acknowledging the whole person (Cranton, 2008). These are powerful themes. [sounds like counselling, doesn’t it?]

The themes resonate profoundly with my own experience. Creating a sense of safety involves co-presence, and this leads to a comfort zone that eventually grows into respect and trust. Educators need to share in a learner’s presence, openly accept it, and demonstrate enthusiasm and enjoyment at being around the learners. In addition, it is important to show authenticity in feelings and thoughts. This is not easy, because it sometimes involves sharing of personal details. Another challenge for an educator is holding out possibilities for learners, and believing in them, always offering encouragement and modeling positive self-regard, for both oneself and for others in the classroom.  Working with learners who are fearful and lack confidence in their abilities, who have endured uncomfortable schooling experiences (residential schooling) and have lived with rejection, disappointment, and shame, require encouraging, empowering words and actions that gently, patiently, “…persistently working to help [learners] see and articulate their strengths as human beings” (Cranton, 2008, pg. 41). 

To encourage the process of discovery within the selves of learners, I have encouraged learners to complete creative projects that are shared with others in a sharing circle. I have encouraged learners to write in journals about their own histories, about their family, about things of significance to the individual learner.  This also involves an acknowledgement, validation, and celebration of the learners’ gifts. I have often encouraged a sharing among learners at an open house, in which we all share and celebrate their learning with members of their families and friends. This informal activity involves a sharing of food, a handing out of gifts, a few speeches, and lots of joking. [great ideas]

The sharing circles presented to others who attended a possibility of another option, in which learning can be relaxed, engaging, non-judgmental, respectful, and supportive.  The sharing circle cannot be in place when an educator is judging, criticizing, or challenging learners. Instead, it requires educators to listen to the storytelling, and being prepared to be honoured and awed by these stories and voices.  

I wholeheartedly agree with Cranton’s conclusion that it is not the learning events that promote transformation, but the relationships learners build with their educators as well as other learners that really mattered (Cranton, 2002). It is this process of “nurturing soul” which is anything but a logical, rational, predictable experience. Nurturing soul is instead laden with possibilities: emotions, tears, fears, indeed, but also smiles, playfulness, and lots of laughter. 

Part Three: Dialogue with the Text
Musings and Reflections on the Meaning, Context, and Process of Transformative Learning (2006)
Process of Transformation
Mezirow acknowledged that most of learning occurs outside of awareness, and concedes to Dirkx that this might include emotions, intuitions, imaginings, symbols, as well as contemplative modes of learning. (Mezirow and Dirkx, 2006).
Mezirow explained that the transformative learning process within awareness involved a series of steps. The learners need to recognize that alternate viewpoints exist. They need to be aware of the larger context upon which these beliefs and ideas are based, the sources, as well as the nature and the implications of these beliefs and ideas. Learners would then need to engage in a process of critical reflection of the assumptions that the beliefs are based on. This would be followed by a process to validate the new belief through rational analysis (hypothesis-testing) or through discussions with others (discourse). The learners would also have to cope with anxiety over what might potentially occur once the new beliefs are acted upon. Finally, the learners would act on the new beliefs, and engage in reflective action (Mezirow and Dirkx, 2006).

Transformative learning may be incremental or epochal, and may involve objective (task-oriented) or subjective (often self-reflective) reframing. (Mezirow and Dirkx, 2006). He argued that although it is important to be aware of and understand how learning is shaped outside awareness, as Dirkx claimed, the role of the ego is crucial. Any “…essential dimension of any definition of transformative learning – especially for adult educators – must include explicit recognition of the foundational process, within awareness, involving critical assessment of epistemic assumptions.” (Mezirow and Dirkx, 2006, pg.125).

Dirkx defended his view that transformative learning involves soul work or inner work. It is subjective, and takes into account one’s “…intellectual, emotional, moral, and spiritual dimensions of our being in the world.” (Mezirow and Dirkx, 2006, pg. 125).

Dirkx emphasized that his interests lie in exploring the kind of learning which integrates experience of the external world with that of the inner world. He admitted his focus is on the “shadowy inner world, on the inner censor and judge” (Mezirow and Dirkx, 2006, pg. 125) that resides within his inner world. This inner world consists of a cast of many voices, many identities. Yet the inner world is also a place of solitude, solace, calm and peace. Dirkx considers this inner world as a place of rest, even a sacred sanctuary.

Dirkx discussed the role of text and how to it?prompts something within us, in how an idea on the page triggers a memory or emotion, and reveals our inner processes. It is this learning experience, and others like it, that Dirkx wished to honour and give voice to. He is interested in how to more effectively integrate the inner processes with what we experience externally. 

Dirkx emphasized that his work is on “…the movement and play of this inner world in the contexts of teaching. He seeks to restore the soul to the world of education. In effect, he is an advocate for the soul. His focus of concern is on meaning. He encourages learners to take their inner lives seriously, to connect with the inner world, as it is through a better understanding of the inner world that one can then better understand the outer world. This life is an active one involving both contemplation and discernment. 

Dirkx acknowledges that personally meaningful learning experiences lead to radical shifts in one’s consciousness, and though they may also play a role in our assumptions and beliefs, they are also profoundly emotional, moving, and even shake us to the core of our being (Mezirow and Dirkx, 2006).  Yet Dirkx admitted that his focus is more on the everyday events of one’s life that serves as a kind of mirror, and provides a kind of canvas on which we create the forms and structures of meaning. 

Mezirow argued that it is the outcome, the transformative experience, which requires a rational, critical assessment of one’s epistemic assumptions. That it is this very process that plays such as a crucial role in transformative learning, to ensure that the experience is not reduced to a matter of faith, prejudice, vision, or desire. 

Mezirow clearly re-stated his argument that the “development of consciousness, awareness, and control of one’s thoughts is the ultimate aim of education” (Mezirow and Dirkx, 2006, pg. 134). He then agreed that significant learning episodes outside awareness can be brought into awareness. He then also brought Dirkx’s ideas into a more inclusive perspective, and explained that he agreed that the full process of transformative learning as described by Dirkx was significant, but once this dimension of learning is brought into awareness, it is the rational process involving critical reflection that transforms a frame of reference. Both dimensions, the spiritual and the rational, should be included in further discussions of the transformative learning process.[absolutely]

John Dirkx then also agreed that the transformation of frames of reference involve both rational and extra-rational processes. He then re-stated his claim that the unconscious needs to be acknowledged as being powerful, a vital source of creative, constructive forces (Mezirow and Dirkx, 2006). These forces drive the individuation process, and “…represent the language of the self and its journey toward wholeness” (Mezirow and Dirkx, 2006, pg. 134).

Dirkx acknowledged that although individuation is a naturally occurring force, he concedes that the degree to which we consciously participate in this process or not will determine the degree it will be a transformative process. Then Dirkx made a major concession to Mezirow, and explained that the “…conscious ego awareness is a necessary condition for transformative learning” (Mezirow and Dirkx, 2006, pg. 135), and that the imaginal method described by Dirkx relies upon conscious attention to these unconscious energies as part of deliberate meaning-making.  “Without question, the ego and conscious awareness have critical roles to play in our abilities to discern the meaning of the messages arising within the unconscious” (Mezirow and Dirkx, 2006, pg.135). 

One interesting point Dirkx hinted at is that the transformative processes Mezirow and he are referring to may in fact differ. He explained that the sets of beliefs that constitute our frames of reference have different energy potentials of “…emotionally charged clusters of relational experiences” (Mezirow and Dirkx, 2006, pg.135). [this would imply that all frames of reference are not created equal in terms of their emotive content]

Dirkx provided a couple of examples of how individuals acquired a shift in their frame of reference. In the first case, he described a case of someone whose established frame of reference about work encounters an alternate frame of reference during immersion in another culture or work environment. Although it broadens this person’s perspective, it makes no impact on behavior and core beliefs. In effect, the belief system is not tied to strong emotional content, and does not involve the unconscious. However, as Dirkx explained, if the experience of beliefs associated with work were tied up with overpowering, emotional experiences, then the personal experience would be quite different. I think what Dirkx is referring to is the degree of emotional anchoring assigned to sets of beliefs, how interconnected they are with other beliefs. For example, when discussing ideas unconnected, unburdened to strong emotions, the processes of critical reflection and rational discourse, as well as subsequent changes in frames of reference, require a minimal investment of emotional/psychic energy from individuals. Dirkx explained that perhaps such instances are due to an autonomous core of ideas unattached to emotional beliefs. [This is also a way to separate the old meaning perspectives (emotionally vested in identity) from meaning schemes (less personal investment)]

I think that there is a process that the ego undergoes that leads to a “disconnect”, or “splitting”, which separates the emotional content from the beliefs themselves. It is the development of the mature ego that enables such detached, impartial examination of beliefs. Arguably, it is this rational capacity of bracketing alternate frames of reference, or compartmentalizing beliefs, that suspend or re-route emotional energies while rational analysis occurs. My position is that it is this ego function that defines the rational ego: the capacity to suspend and detach charged, emotional content for a set period of time to attend to daily tasks, as well as the capacity of the ego to effectively stem and modulate the flow of unconscious material in a way that will not overwhelm the whole Self.[I like the last half of what you are saying – although the rest is perfectly reasonable. I would argue that emotions are actually beliefs – often unconscious – that are held with various amounts of energy or intensity]
 
However, as Dirkx explained, and cited Hillman (1975), using a rational process to work through emotionally charged material might result in disconnect, distortions, and “…might present even more difficulties with surfacing and discerning the presence of these dynamics and energies within one’s being” (Mezirow and Dirkx, 2006, pg.136).[it’s one reason why it can be important to allow people to keep their distortions and defence mechanisms]

In my view, the use of rational processes can be complicated by strong, loaded, emotional energies. But faced with a choice of complete overwhelm, an individual might split it off and suppress it to attend to other, more pressing external circumstances that demand the individual’s attention. This is not necessarily a bad thing, if it involves an element of choice. But that choice to postpone dealing with the unconscious content is not due to a weakness of the ego. To the extent a frame of reference is anchored, or loaded, or more embedded within neighbouring belief systems, there will be greater disorientation and spiritual suffering. When threatened frames of reference involve unpacking emotionally laden sets of beliefs, there is a high degree of resistance to change. It takes a tremendous amount of spiritual strength and courage to shake such distorted beliefs loose and disconnect them from their webs of interconnections with other belief systems. Such spiritual journeys of transformation hold great significance for the individual. They also hold greater risk that the ego will act to prevent transformative processes, and instead suppress, detach, trap, hold, and intellectualize such conflicting sets of beliefs. 

Dirkx explained that the transformative process requires an imaginal dialogue, using art, physical activity, journaling and meditative practices, to loosen the unconscious energies tied to the cluster of relational experiences. Once these images slowly become available to awareness, they can be gradually incorporated into our sense of who we are. 

Conclusion
In this critique, a number of theories on transformative learning were explored. The necessity for incorporating more activities that appeal to the whole learner, and not only the rational side, is crucial. Dirkx’s and Cranton’s articles on recommendations for transformative teaching are applicable to my professional context as an adult literacy educator. I am enthusiastic about further investigating instructional strategies to better assist and empower First Nations literacy learners by offering more holistic, soul-building, instruction. 

Part Four: An Alternate View of Soul and Mind
I am suggesting an alternate paradigm of the Self which integrates the soul with the ego. The ego has a significant role in the transformation process, as a controller of goal-setting, of what experiences becomes conscious, what emotions are attended to, and what memories and thoughts are detached from the emotional content associated to them. The ego is integral to the formation of the personal unconscious. The soul is the whole self. Without the soul, there would be no undeniable force that drives human beings towards individuation. Personal experiences derived from our unique physical beings, cultural influences, and social roles reside within the personal unconscious (areas of overlap in the diagram below), and it is these experiences that have direct bearing on the present form of the ego. The personal stories of struggle and success relate to the inner conflicts between the three spheres of experience, and manifest themselves as personal encounters with the shadow, the persona, and the anima/animus. The rational, conscious ego is attending to only a small fraction of the soul-work occurring. 

Figure 1: The Self: Soul and Mind
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The integrated, mature ego (the central shaded area where all three of the spheres and the three sections of the personal unconscious overlap – see diagram below) is comprised of a series of ego-states, consisting of multiple scenarios and compromises between the ego and the outer world. These numerous ego-states are set in various points in time: past, present, and potential future. The process of integration, of releasing the energies bound up in these provisional compromises, or solutions, releases the energy. It involves a number of strategies: discernment and grieving (past-oriented ), dialogue (present-oriented), and discourse (future-oriented). It also involves a number of processes, identified by Mezirow, Boyd, and Dirkx: self-reflection, including imaginal dialogue, detachment, and strategic goal-setting.  The transformation process involves connecting personal ego-states with other personal ego-states. Transformation does not involve just a review of past experiences with the present, but a linking of past experiences with others in the past, and tying them all the way through to the present, and then constructing ideal ego states into the future, as convenants to the self.  This involves forgiveness, grieving, compassion, detachment, and healing, as well as  emotional maturity and a strengthened ego. 

Dirkx concluded by restating that both he and Mezirow share an interest in “…fostering enhanced awareness and consciousness of one’s being in the world” (Mezirow and Dirkx, 2006, pg.137). Though his emphasis is on the unconscious emotional energies, and Mezirow’s emphasis is on epistemic beliefs, both theorists are seeking to integrate the concepts of soul and mind. I am also interested in the integration of soul and mind, and apply these principles to daily teaching practice, as well as to future curriculum design of courses and programs.

Figure 2: The Mature, Integrated Ego
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[useful figures. You might call it “future potential” since you’ve already used “past” and “present”.]
This view of the self has significant implications for instructional practice. It requires educators to use instructional strategies that address the processes of self-reflection, imaginal dialogue, detachment (which involves discourse, but which also involves empathy and bracketing to see ideas from multiple perspectives), and self-directed, autonomous, strategic goal-setting.  Educators need to integrate these processes into learners’ journeys, while celebrating learner authenticity, and not keep the processes separate, and deny learners their relevance and meaning.
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Glenn,

Well, you engaged in some theory building of your own in this outstanding review. It was longer than I would have liked but I could appreciate that it might be hard to pull out once you got going.  See more below:

Marking Key for Review #2 



Introduction 5/5% [how you plan to handle it and the headings that will guide analysis and discussion]

Nice.

Synopsis of Articles 40/40% [Summary of the highlights of the articles and what they were saying, in your own words and with your own examples.]

I thought you did a great job summarizing the main points of each of the articles.

Stepping Back - Conclusions, Implications, Extrapolations 50/50% [see study guide for details]

Very well integrated all along the way. You never lost track of the integration theme – that of the educator endeavouring to practice. Very interesting analysis. 
	
Discretion  5/5% - This is for quality, use of illustrations, other material, coherence, and style.

Great examples. This review was coherent and easy to read but a little longer than I would have preferred.

Final Total =  99/100%
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