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Abstract

Learning is a socially constructed process created by and with learners through their interactions
with their experience and their environment. Many of the factors in learning are hidden — even
learners themselves may not be aware of them. The affective domain, one of the three classical
domains of learning, provides a potential key to these hidden factors in learning, and when
included in a reflective dialogue with another, may access some of these hidden or unknown
factors, which have the potential for transformation through double-loop learning. Some of the
aspects of learning which are likely to be revealed to the learner through the gateway of affect
are as follows: Power issues, the prevailing discourse, autonomy, connectedness, relationship,
habitus, dispositions and emotion itself as a driver. My theory does not claim that this list is
exhaustive. The impact of transformational learning is likely to extend to the organisation
through the double hermeneutic effect. This is an issue currently under discussion in the
literature. My theory proposes that it is in the double hermeneutic effect that dialogue may play
its part, so that reflective dialogues between learners in organisations have the potential to
influence the organisation itself. The publications offer my original contribution to the reflective
learning field ie practical and usable methods in the form of reflective dialogue at three levels
and in five dimensions.



Purpose of Overarching Statement

This application for the higher degree of doctor of philosophy is made through prior publication.
[ understand this to mean that the sixteen publications presented for consideration constitute the

major part of the application with this overarching statement as supporting evidence.

My statement will: first, in section a, describe the evolution of the publications over time, with
some accompanying detail; second, in section b, declare my theoretical stance towards the
material with which the publications are concerned; and third, in section ¢, discuss how each
publication has applied my theory to practice and to what extent my stance has been justified by

the results of my work.



Section a: The publications

Outline of Section a

The publications have been numbered 1-16 for ease of reference and following their listing, this
section summarises what the publications are saying, individually and collectively; how (and on
what grounds) the author’s thinking has developed over time; and what her current position is on

the main themes.

Introduction

The publications examine:

‘The role of Reflective dialogue in transformational reflective learning’,

My publications indicate that | have been engaged in scholarly activity in relation to reflective
learning continuously for over fifteen years. In particular the texts which I have co-authored
(with Ian McGill and Nic Beech) present the idea of reflective dialogue for transformation as an
activity which is intentional and interpersonal, emphasises the affective domain, acknowledges
the subjective and social context of the learner, includes support as well as challenge, and
potentially, involves transformation for both individuals and their organization. The concept of
transformational learning, which may be achieved through reflective dialogue is illustrated in
five main relationships which foster reflective learning and change. These are learning

partnerships, mentoring, coaching, action learning and supervision.

The published works for consideration in this application, presented in chronological

order.

1. Brockbank A (1994) Expectations of Mentoring Training Officer April. pp 86-88.

2.Brockbank A & McGill 1 (1998) Facilitating Reflective Learning in Higher Education
Buckingham : SRHE/Open University Press.



3.Beech N & Brockbank A (1999) Power/knowledge and psychosocial dynamics of Mentoring
Management Learning 30(1) 7-25

4.Beech N & Brockbank A (1999)Guiding Blight People Management IPD 6 May

5.Brockbank A & Beech N (1999)Imbalance of Power Health Management July 1999

6.Brockbank, A. McGill, I. & Beech, N. (2002)(eds) Reflective Learning in Practice
Aldershot: Gower

7.Brockbank A (2004) Therapist Illness and its Impact on the Therapeutic Frame In Luca, M
(2004) (ed) The Therapeutic Frame in the Clinical Context: Integrative Perspectives

London : Brunner-Routledge

8.McGill I & Brockbank A (2004) The Action Learning Handbook

London : Routledge-Falmer

9.Brockbank A & McGill I (2006) Facilitating Reflective Learning through Mentoring and
Coaching London : Kogan Page

10.Brockbank A & Patel U (2006) E-mentoring: A contradiction in terms? Proceedings: The
London Scholarship of Teaching and Learning (SOTL) Sixth International Conference.

11.Brockbank, A & McGill, I (2007) Facilitating Reflective Learning in Higher Education (2™
edition) Buckingham : SRHE/Open University Press.

12. Brockbank, A (2008) Is the coaching fit for purpose? Coaching: An International Journal of
Theory, Research and Practice 1 (2 132-144.

13 Brockbank, A (2008) Is your supervision FIT for learning? A live demonstration.
Proceedings. The London Scholarship of Teaching and Learning (SOTL) Seventh International

Conference.



14. Abl, V & Brockbank, A (2009) The Phoenix rises: Peer Coaching at the Bilbao world cafe
International Journal of Mentoring and Coaching 7 (1) June 2009

http://www.emccouncil.org/ew/public/international_journal of mentoring_and_coaching/interna

tional_journal _of coaching_and_mentoring/the phoenix_rises_peer coaching at the bilbao_w

orld cafe/index.html
(accessed 1.8.09)

15. Harris, M & Brockbank, A (2009) Supervising Professionals: A model for Practice

London : Jessica Kingsley

16. Patel U & Brockbank A (work in progress) Technologies of mentoring and Knowledge

Management. This paper is in preparation for intended publication in Management Learning.

The publications

1.Brockbank A (1994) Expectations of Mentoring Training Officer April. pp 86-88.

This article reported details of a questionnaire survey for mentors which identified the different
expectations of mentoring held by protégés and their prospective mentors, as well as their actual
experience of the mentoring relationship. Results indicated that learning outcomes were
influenced by the expectations of both partners as these affected the mentoring relationship. This
was followed up by interviews with the mentoring pairs. reported in publication 3. In working
with mentors I discovered just how mystified many senior doctors and managers were when
asked to take on the role, as well as how disappointed they were when their allocated protégé
chose not to consult them. The dysfunctional effect of “allocated’ mentoring pairs is well

documented in the mentoring literature. (Kram 1988: Scandura 1998; Ragins et al 2000)

2. Brockbank A & McGill 1 (1998) Facilitating Reflective Learning in Higher FEducation
Buckingham : SRHE/Open University Press.

My collaboration with Ian McGill began when I left a senior position in higher education to

become a full-time independent consultant. I had a number of clients in public and private



enterprises and a wide-ranging portfolio of work, including training. action learning and
university teaching. In addition we worked together on some joint projects and I contributed
chapters and material to Ian’s then current opus. One result of our collaboration was a desire to
communicate our methods to a wider audience and the first ‘Facilitating Reflective Learning’
book was proposed, jointly to the Open University Press. The reviewers liked what they saw and
we started the writing. The work came to a standstill about half way through the process and we
sat down to discuss what to do. At this point we realised that we were going through a learning
process ourselves and we were trying to learn in the traditional way. operating separately
without any dialogue. We resolved to include dialogue in our process and, when we practised
reflective dialogue as we recommend for our readers, the chapters emerged and publication 2
gradually appeared. What occurred was a concrete example of the power of dialogue. as our
exchange was respectful, involved listening and attending to each other, offering empathy about
the fears, frustrations, struggles and ultimate satisfaction, so typical of the writing process, whilst
at the same time offering each other a critical reading of the material. The dialogue process was
not easy. and pulling teeth comes to mind as a metaphor, rather than the rose-tinted ‘flow of
meaning’! For this publication we drew extensively on our own work with clients, using case
study material to support our argument. Our text corresponded with David Bohm’s view of
thought ‘as an inherently limited medium’ and presented dialogue as "a multi-faceted process,
looking well beyond typical notions of conversational parlance and exchange’(Bohm 1996 p
vii). We went further and asserted with him that ‘the traditional methods of introspection and
self-improvement are inadequate for comprehending the true nature of the mind’

(Bohm1996 p x).

The text included a theoretical treatment of the conditions for deep, significant, reflective and
transformational learning in the higher education context, together with how such theory could
be applied in practice. The material was directed at university teachers seeking to change their
style of pedagogy towards a more facilitative stance and included an exhaustive treatment of
Schon’s work on reflective learning in terms of assessable outcomes. The presentation of theory
in usable form for practitioners, which began with this text, is claimed as one of my significant

contributions to the field of reflective learning.



3.Beech N & Brockbank A (1999a) Power/knowledge and psychosocial dynamics of Mentoring
Management Learning 30(1) 7-25

This paper presented research about mentoring couples, in particular to what extent learning
outcomes were achieved in a programme. provided by a higher education institution to support
mentors and protégés employed by an NHS trust hospital. Mentors and protégés in the same
couple had widely differing versions of their relationship and the quality of the mentoring
relationships predicted learning outcomes for protégés. Implications for power relations were
explored and debated in this publication. The research was outlined for NHS staff and managers
in two further articles. This was my first collaboration with Nic Beech and we worked well
together. When I considered an edited text with Ian, I invited Nic to co-edit with us and this is

reported in publication 6.
4. Beech N & Brockbank A (1999b) Guiding Blight People Management IPD 6 May

This short article aimed to distil the material in publication 3 in a more user-friendly form for
practitioners without however excluding some of the findings, one of the contributions I am
claiming in this statement. The article stimulated a dialogue about the assumed beneficial
outcomes of mentoring programmes and the commissioning editor, suggested that papers which
questioned the popular conceptions of development ideas as totally ‘refreshing’ and asked for

more of the same.

5.Brockbank A & Beech N (1999) Imbalance of Power Health Management July 1999

This was another short article summarising the Beech & Brockbank (1999a) findings with
potential application in the health sector. The purpose was again the presentation of theory and
findings in a usable form for health practitioners, one of the contributions I am claiming. This
kind of journal is open to the message within the publications and perhaps I have rather

neglected the medium as a route to having my ideas better known and accepted.

10



6. Brockbank, A. McGill. I. & Beech, N. (2002)(eds) Reflective Learning in Practice
Aldershot: Gower

My next project, as co-editor with Ian McGill and Nic Beech, was to be a collaborative venture,
bringing together our colleagues from academia, public service enterprises like the NHS,
business and commerce, as well as friends who worked in the voluntary or charity sector. In this
edited text, published by Gower in 2002, we sought to discover and present evidence from a
variety of contributors to support or refute the research statement given above. The cases are
highly practical accounts of learning programmes in public, private and voluntary organisations
which used forms of dialogue to promote the possibility of a transformational learning outcome
for both individuals and the organisation concerned. The edited text comprised a collection of
exemplars with theoretical underpinning from the editors. There were 17 stories about reflective
learning outcomes in a variety of contexts, including, commercial, financial, pharmaceutical, the
voluntary sector, health, education, and the helping professions. Reflective dialogue featured in
almost every account and attempts were made to evaluate and assess a reflective learning
outcome, for both individuals and their organizations. Ideal relationships to promote reflective
dialogue emerge as action learning sets, communities of practice, management briefings and on
line support as well as mentoring, coaching and supervisory connections. The evidence for
learning outcomes is presented by individual contributors in different ways with an emphasis on

organisational change.

The cases confirm that transformation tends to be a ‘hit and miss’ affair, with some unpredicted
but often valuable results. This idea forms the basis for our proposed method of assessing
reflective learning, described in detail in publication 11, using evidence of process rather than
product as criteria. Analysis of the cases suggests that the frequency and quality of reflective
dialogue correlates directly with learning outcomes, with single-loop functionalist results being
an outcome related to less and less effective dialogue, while double loop transformational

learning related to more and more effective dialogue.

11



7. Brockbank A (2004) Therapist Illness and its Impact on the Therapeutic Frame In Luca. M
(2004) (ed) The Therapeutic Frame in the Clinical Context: Integrative Perspectives

London : Brunner-Routledge

This publication is a personal account of a period of illness and how it affected the ‘container’
known as the ‘therapeutic frame’ in psychotherapeutic work. This publication acts as a heuristic
case study (myself) which illustrates transformational reflective learning as a consequence of life
events, a frequent presence in the literature of therapeutic change. In addition the convalescence
period was used to prepare the portfolio required for accreditation by the British Association for
Counselling and Psychotherapy as a registered practitioner. This had resonances of the journal
activities recommended to students as evidence of their reflective learning in HE, and its
connection with practice made this a worthwhile exercise. At around the same time [ was invited
to become a chartered fellow of the Chartered Institute of Training and Development through
presentation of a similar portfolio. These projects gave me direct experience of preparing a
portfolio of reflective material and identifying effective methods to achieve a successful
outcome, leading directly to my practice of creating learning partnerships and journal templates

to assist the reflective process in HE and professional education.

8.McGill I & Brockbank A (2004) The Action Learning Handbook
London : Routledge-Falmer

To complement the two earlier editions of Action Learning, a third was requested and this I co-
authored with Ian McGill. Some of the ideas developed for publication 2 would be included in
the new edition, a completely new text, The Action Learning Handbook published in 2004. In
this book, theory about learning and reflection which applied to Action Learning was
introduced, some of my experience as an action learning facilitator, and also material about

group dynamics, not in the earlier books.

Action learning is a structured method of learning in groups or sets where dialogue 1s built into
the method. Here together with a strongly practice-focused approach, theory was presented to
support the rationale for the dialogue method, once again offering usable techniques to achieve
the desired outcome. In response to reviewers’ comments, issues of power in organizations

were visited in this publication. In this text evaluations were presented as evidence of a

12



reflective learning outcome. Evaluation of action learning is described through one detailed case
study in the British NHS giving the outcomes for all stakeholders i.e. the set participants. the
sets, the facilitators and the organisation. The chapter included a review of the evaluation

process itself, an example of researcher reflective learning.

9.Brockbank A & McGill 1 (2006) Facilitating Reflective Learning through Mentoring and
Coaching London : Kogan Page

While I developed as an author and editor, I had been offering alongside these activities, masters
level modules in group dynamics, and Mentoring coaching and supervision at City University
London. These modules were highly successful within the MSc in the Education Training &
Development of adults, and led to several programmes for corporate clients, some of which are
reported in this publication.. In the process of teaching the modules I had developed a theoretical
framework for mentoring, supervision and coaching based which was new and necessary as all

three professions are under-theorised.

The text presented four ways of enabling one-to-one reflective dialogue as a necessary but not
necessarily sufficient condition for reflective learning. The mentoring and coaching approaches
were defined in terms of theoretical constructs from social learning theory, suggesting that
purpose and ownership influenced the learning outcome as well as the nature of the dialogue.
Several case studies were included to illustrate the range of approaches and their learning
outcomes. Most of these corporate programmes sought functionalist objectives, seeking to use a
non-directive approach to mask the functionalist intent, a process identified by Helen Colley
(2003) as engagement mentoring, and utilised in our framework as applying to both mentoring
and coaching. This revealed that provision of a person-centred dialogue, with the potential to be
reflective, was insufficient to promote transformational learning, without ownership of
objectives by the learner. The purpose of ‘engagement’ is to directly address this difficulty by
seeking to align the personal objectives of the learner with those of the organisation. The
publication includes case material which supports a positive response to our research question,
through the outcomes of independent mentoring and coaching and includes accounts from
mentors, coaches and clients which replicate earlier findings about the significance of the

mentoring or coaching relationship for reflective learning.

13



10.Brockbank A & Patel U (2006) E-mentoring: A contradiction in terms? Proceedings : The
London Scholarship of Teaching and Learning (SOTL) Sixth International Conference.

As part of the MSc team at City University, and through collaboration with my colleague Uma
Patel, an e-learning expert, I had begun to use electronic methods in my work. I was interested in
how mentoring, coaching and supervision would fare in the virtual learning context. In this
paper presented at the London conference in 2006 , secondary sources were studied to explore
the issue of e-mentoring and in particular the evidence for reflective dialogue on line. Findings
suggest that relationships blossom on line and this is anecdotally supported by Facebook and
Youtube, however there is sparse evidence about learning outcomes. (Anthony 2000) . This
paper is included as an example of how my theory may be applied in electronic media, one of
the contributions I claim, and some of the material in this paper is being incorporated into the

potential publication 16.

11. Brockbank, A & McGill,l (2007) Facilitating Reflective Learning in Higher Education (2™
edition) Buckingham : SRHE/Open University Press.

This second edition, responding to reviewers comments, brought the earlier text up to date with
numerous case studies and exemplars as well as a method of assessing reflective learning
outcomes in the university context. The theoretical base is widened and deepened to include
social activity theory and the concepts of habitus and disposition. The practical focus remains to
enable practitioners to evaluate the learning dialogues they are using. As the second edition
includes analysis of reflective learning as a stated learning outcome in university programmes,
we were determined to find out if any of our ideas were being used in the field, and we contacted
a small number of university teachers who had received high ratings from HEFC and the QAA.

A short survey of students and tutors suggested that the idea of reflection and reflective learning

remains mysterious to many.

The second edition coincided with the results of a survey by Peter Kahn and his associates into
the role and effectiveness of reflective practices in programmes for new academic staff. This

confirmed that for these respondents at least, the use of dialogue was a critical dimension in their

14



development as university teachers. (Kahn et al 2006) The characteristics of a dialogue which
can promote such reflective practice were identified as ‘Planned to enable, support and direct the
reflective process, taking into account the voices represented, the place of challenge, the role of
language. connections to specific literature, aligned feedback, technological support. the social
atmosphere and the role of facilitators and peers’ (Kahn et al 2006 p63) Indeed Kahn et al (2006
p 27) recommend reflective dialogue as follows:

A directed process. .. which must both be targeted and supported as this prevents the

process from turning into ‘metacognitive rambles on minor aspects of teaching’

(Grushka et al 2005)

The second edition recommends methods for such a targeted process with the support of some
very practical methods of enabling reflective dialogue in large groups and assessing the learning

outcomes which ensue, which again includes specific case material.

12. Brockbank, A (2008) Is the coaching fit for purpose? Coaching: An International Journal of
Theory, Research and Practice 1 (2 132-144.

This publication commissioned by the editorial team, offers a brief summary of the framework
offered in publication 9. The text now forms part of most academic programmes dealing with
mentoring or coaching, and is recognised as an important contribution in a field which is under-
theorised, relying as it does on borrowed theory from psychotherapy. This paper is included as
another exemplar of how my theory has been made accessible and usable for practitioners, a

contribution I am claiming in this statement.

13 Brockbank, A (2008) Is your supervision FIT for learning? A live demonstration.

Proceedings The London Scholarship of Teaching and Learning Seventh International

Conference. (SoTL)

This session introduced a new model of supervision, the FIT model, which optimises the use of
the three classical domains of learning. identified in the acronym as F for feeling, I for initiative
or acting, and T for thinking. The interactive session gave aspiring supervisors the chance to try

out the model with colleagues. This paper is included as an instance of how supervisors may

15



cover the three classical domains of learning in their work, and some of the material is included

in publication 15.

14. Abl, V. & Brockbank, A (2009) The Phoenix Rises: Peer Coaching at the Bilbao world cafe

International Journal of Mentoring and Coaching 7 (1) June 2009.
http://www.emccouncil.org/ew/public/international_journal_of mentoring_and_coaching/interna
tional_journal of coaching and_mentoring/the phoenix_rises peer coaching at_the bilbao w
orld cafe/index.html

(accessed 1.8.09)

This paper is an account of one instance of a type of event known as the world cafe, which
optimises the power of conversation to promote a learning dialogue. The method relies on the
assumption that a variety of dialogue partners is likely to result in a richer learning outcome.
Other aspects of learning appear in the account such as art, vision, drama, music and movement.
The paper developed from my supervision sessions with Valerie Abl, who works as a coach and
trainer with blue-chip organisations and those developing new concepts in business. Valerie felt
unable to compose a paper on her own to report her experience of the world café in Bilbao
which we agreed constituted a version of reflective dialogue. The paper was a joint effort with

equal contributions from both of us.

15. Harris, M & Brockbank, A (2009) Supervising Professionals: A model for Practice

London : Jessica Kingsley

This text develops the FIT idea for use in the supervision of therapists, working with three
different therapeutic orientations to facilitate active learning in the three domains identified by
the acronym, F for feeling, I for initiative or acting, and T for thinking. The text supports a
newly validated postgraduate programme for supervisors at City University. The book is a joint

effort with equal contributions from both of us and publication is expected shortly.

16. Patel U & Brockbank A (work in progress) Technologies of mentoring and Knowledge
Management. This paper is in preparation for intended publication in Muanagement Learning and

will be a joint project with equal contributions from both of us.
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Conclusions

The publications are presented as evidence in a variety of contexts which address the title of this
statement, ie: ‘The role of Reflective dialogue in transformational reflective learning’. The role
of dialogue as a necessary condition for achieving transformational learing is supported by the
publications, but not its sufficiency. The focus of my work has altered from an earlier conviction
that reflective dialogue is both necessary and sufficient for a transformational outcome, to my
continuing confidence in the important part played by reflective dialogue in such learning
outcomes, but without a guaranteed result. The key role of working in the affective domain is
identified as linked to potential transformation, and the publications suggest that where emotive
material is allowed in dialogue, many of the hidden facets of learning may be revealed.
Translating theory into usable techniques for those conducting a reflective dialogue is part of my
contribution to the field. Defining what is transformative relies on self-report material, if
behaviour is not to be part of the definition, and these reports are likely to be relative. Issues of
power culture, social difference and opportunity remain as invisible factors in learning outcomes
and my contribution is a method by which, in dialogue, attention to the emotional domain will

uncover their impact on the learning process.
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Section b: My theory

Outline of Section b

This section describes the development of my current theory of learning, which emerged from
my understanding of social constructionism, the power of discourse, habitus. dispositions and
social activity theory, as well as the person-centred movement. My theory suggests that a
properly balanced focus on the three known domains of learning may reveal some of the factors
which affect transformative learning by adults. My current theoretical position suggests that
attending to the affective domain has the potential to bring to light the multi-faceted nature of
learning, and that authentic reflective dialogue offers the potential for transformation for

individuals and organisations. A reflective critique of my position completes the section.

Introduction

As an academic in HE and a facilitator/trainer in public. private and voluntary business sectors,
for over thirty years, I have evolved a theory of learning which is presented below. The theory
has academic roots in the concepts and writings of many respected scholars in the field. Their
ideas form a background to my theory which is a combination of such conceptual material, new
ideas, and practice-based evidence, provided by active practitioners and my own case studies.
Learning theories are summarised in publications 2 (chapters 2 & 3) and 11(chapters 2 and 3).
where their axioms are examined and critiqued. They include early concepts of dualism, (pub 2
p21; pub 11 p20and 99; pub2 p27) the ideas of John Dewey (1916) about reflection (pub2 p22-
24; pub 11 pp16-63) and challenges to traditional approaches to education (pub 2 p30; pub 11
p120-129; pub 12 p140) and many of these have borne fruit in modern pedagogy (pub 2 p30;
pub12 p134138; pub 6). My theory of learning is based on social constructionist theory (Berger
& Luckman1966; Burr 1995) and the application of social constructivist approaches to learning
by Giddens, Bourdieu and others (Giddens 1991;1992;1993; Tucker 1998; Bourdieu 1977:
Bourdieu & Wacquant 1992; Grenfell & James 1988; Leontev 1978;1981: Vygotsky
19972a;1997b; Belenky et al 1986; Barnett 1990;1992a;1992b;1994;1997;2005)

18



My theory has recognised and valued some of these ideas, and does not seek to manufacture
new concepts where there are existing models which are worthy of attention. However my
dissatisfaction with existing models has stimulated me to develop an original and innovative
theory of learning. My theory is a combination of a range of existing theory (rather than a
uniform adherence to one model) and its translation into practical and usable methods. My
theory is innovative because it departs from the traditional custom of presenting new ideas in
propositional form and suggesting that practitioners adopt them, without indicating how this
might be done. Exceptions to this are John Dewey and Carl Rogers (there may be others) who

spelt out methods whereby their ideas could be realised in practice.

In applying the theories of Dewey (1916) and Rogers (1951; 1957, 1961; 1979; 1983) I became
aware that the concept of learning is more complex and multi-faceted than I. and some others,
had thought, and I searched the literature for an understanding of how adults learn. Taking
aspects of learning theory, combining them, making sense of their outcomes, and comparing
these with practice-based evidence, led to the development of my theory. Many aspects of my

theory, like facilitation, are already in circulation, possibly influenced by my work.

What is my theory?

There are five stages to my theory.

1 Learning is a socially constructed process created by and with learners through their
interactions with their experience and their environment. Many of the factors in learning are
hidden — even learners themselves may not be aware of them.

2 The affective domain, one of the three classical domains of learning provides a potential key to
these hidden factors in learning, and when included in reflective dialogue with another. may
access some of these hidden or unknown factors, which have the potential for transformation
through double-loop learning.

3 Some of the aspects of learning which are likely to be revealed to the learner through the

gateway of affect are as follows: Power issues, the prevailing discourse, autonomy,

19



connectedness, relationship, habitus, dispositions and emotion itself as a driver. My theory does
not claim that this list is exhaustive.

4 The impact of transformational learning is likely to extend to the organisation through the
double hermeneutic effect. This is an issue currently under discussion in the literature.

5 The publications offer my original contribution to the reflective learning field ie practical and

usable methods in the form of reflective dialogue at three levels and in five dimensions.

Sources of my theory

My theory of learning has developed from my dissatisfaction with existing theory as above and
my encounters with social constructionism, socio-historical theory, and modern ideas about
transformational learning. Sources discussed at length in publication 2 include : Belenky et al
(1986) Brookfield (1986;1987) Giddens (1979;1991;1992;1993;1996) Habermas
(1972;1974;1984a;1984b;1987) Mezirow(1990) Argyris(1982)Schon(1983;1987)Rogers(1951;
1957;1961;1979;1983;1992) and additionally in publication 11: Bourdieu(1977;1992)
Vygotsky(1997a;1997b) Engestrom(2006) Lave & Wenger(1991) and
Foucault(1976;1979;1988). Reflective dialogue in my theory takes a constructionist stance
which recognises the prevailing discourse, power issues, the learner’s habitus and dispositions,

as well as the social nature of transformational learning.

Social constructionism and learning

A social constructionist stance, discussed in publication 2 (p4, 34) publication 6 (p6) publication
9 (pl4, 29) and publication 11(p27, 30-32, 40) holds that our view of reality is deeply influenced
by our past and current life experience. Social constructionists tell us that “we create rather than

discover ourselves’ and we do this through engagement-with-others, using language in discourse
(Burr, 1995 p28).The idea of a learner who both influences and is influenced by their experience
and the environment, is known as the *double hermeneutic’ (Giddens 1991: 1993). For the social

constructionist, the context in which learning happens is crucial, and this may be dominated by

the prevailing discourse.
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