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Uncovering Emotion in Adult Learning

Abstract

The presence of emotion and feelings in adult learning is obvious and undeniable. Does

emotion have an integral place or is it incidental or an obstacle?

This research looks at what might be learned about emotion when an adult learning
facilitator uses sustained reflection on practices that use various ways of knowing to

more deeply engage adult learners and practitioners with emotionality.

The inquiry looks at the question: If story is used to present, illuminate and reflect on
adult learning experiences, where emotion is welcomed and honoured during the
learning process, what can be revealed? The primary research question is: What can |
come to know about the inner and outer processes of adult learning, by reflecting on
moments in facilitated learning in which emotion is uncovered in the stories of

participants and in the story of the adult practitioner?

Organic inquiry was chosen as a research methodology for this research because of its
capacity to focus on stories as vehicles whereby both conscious and unconscious realms
can be accessed. Arts-based research methodology was also used for this inquiry
because it provided the dramatic setting, through the creation of semi-fictionalised
stories, by which emotionality could be uncovered. These artistic forms of expression,
used to reflect and examine the learning practices, extend the boundaries of how we

come to know emotionality in adult learning.

Four adult learning scenarios are presented in the textual art forms of drama, film, story-
telling and a circus presentation. The researcher’s reflection on each of these vignettes
provides one of the filters through which the emotionality of the learning scenarios is
further experienced and understood. Reflections from some of the participants who were

involved in each scenario are also presented, so as to deepen the reflection. In keeping



with the methodology of organic inquiry, the reader is invited to engage with this

research as co-researcher.

This thesis presents an alternative way of understanding emotion in adult learning, one
that reflects the central role of emotion in our ways of knowing, particularly in non-
formal learning. The thesis argues that personally significant and meaningful learning is
fundamentally grounded in, and derives from, the adult’s emotional connection with the

self and the broader social world.

The nub of this inquiry is to explore further what learning might happen, in different
adult learning settings, when emotionality is uncovered, revealed and made known. A
selection of postures, or behaviour and attitudes, are named which adult educators may

wish to reflect on or adopt, in an effort to uncover emotionality in their own practice.

The thesis concludes that emotions and feelings can play an integral role in adult

learning experiences.



Chapter 1: Framing the Inquiry

Introduction

As a small child, I remember seeing street parades in which people wearing large papier
maché masks and very funny clothes would walk along in the parade, and every now and
then stop to talk to the children lining the street. At some stages of my early childhood
these were believable characters and I felt terrified of them. I would run from the footpath
and hide in the family’s motorcar to escape them, feeling absolutely terrified. As I grew
older, with a very practical, “grown-up” mind, I thought, “How silly it is to have such a

12

strong emotional reaction to such an innocent occurrence

Today as an adult woman, with the vision to see “make-believe” in another light, I
recognise that what I then thought to be simply fairytale or myth may also be seen as
symbolic portrayals of what is real in our internal or external worlds. Stories and myths
portraying main characters as taking a “journey”, for example, offer symbolic meaning that,
when explored, can lead to heightened understanding of one’s internal and external way of
being. Segal (1990), in quoting Campbell states, “Anybody going on a journey, inward or
outward, to find values, will be on a journey that has been described many times in the

myths of mankind” (p. 21).

Since my own enhanced awareness as a person and as a practitioner is central to this
dissertation, I"d like to start with a “story” that offers a backdrop for my own reflexive

journey to heightened consciousness.

During the 1980s I began teaching at an Australian University. I soon learned
that at that time the pre-determined task of the beginning academic was to
simply “implant” as much knowledge as possible inside students’ minds, and
then stand back and wait until they simply “regurgitated it” at examination
time. The subject was Developmental Psychology and, during the early years of

lecturing these teacher education undergraduates, I began to realise that by



continuing to distance students from their own developmental experiences, |
was preventing them from making sense of what they were learning, as it
applied to their own life stories. I began to change my strategy and during
tutorial time, rather than go over and over the main lecture and “‘force-feed” it
to students, I set up a process whereby students could begin, if they wished, to
relate the various stages of development to their own life story. This was done
in as non-threatening and as safe an environment as possible. Sometimes 1
would share some aspects of my own childhood to illustrate a certain
developmental stage. One by one, they began to volunteer their own stories, or
different aspects of them. Now the “theory” of developmental stages was
beginning to make more sense to them. But along with this, I noticed the
increase in the presence of emotion inside this tutorial group. The tone of the
groups was sometimes emotionally very high, hilarious as very humorous
stories emerged. At other times the emotional tone was very low, sad,
particularly as a childhood struggle was disclosed. The impact of this story-
telling was simply allowed to “be”. It was not processed too much. Sometimes

it would be “‘named’” and always it was honoured.

In 1990 I began facilitating adult learning groups as a consultant for a major
corporation, I had little formal training in this area. 1’ll never forget the day
when my mentor directed me to observe his facilitation while taking “copious”
notes. The plan was that I would facilitate the training on my own the following
day. My “on-the-job training” became my main source of learning, which I
supplemented by reading current literature in the fields of adult learning.
However, I quickly came to realise that reading about this alone could not
begin to prepare me emotionally for what might surface, both inside me and

inside the group during these very challenging training sessions.

What I came to learn during both of these experiences was that if those of us engaged in
learning, no matter what our role was, were encouraged to share personal experiences, then

I, as learning facilitator, had to be prepared for the multitude of emotions that often



surfaced around these issues. Yet at times, I also found myself stunned by the feelings and
emotions that surfaced within me while facilitating the experiences of such learning groups.
I was instructed through my training and though socialisation, that as a white, Australian
woman, my own experiences might be triggered by the thoughts and feelings of learning
participants, but that these were not relevant to the learning process and should therefore be
kept out of the actual training sessions. So I learned to suppress and mask my own feelings,
contain them, as much as possible, never welcome them into the adult learning processes in

which I was engaged nor draw on them for reflection with participants-learners.

Although I learned to master this technique quite well, the build-up in my inner dam of
questions about this led me to query the feasibility of this approach. I began to query how it
could be possible to engage in learning without honouring emotion. I wondered what it

might mean for adult learning if emotionality is engaged with.

As a result of twenty years of facilitating various kinds of group learning processes, my
own experience, as well as the experiences of my colleagues and group participants, has left
me with questions regarding the wisdom of ignoring one’s thoughts and feelings which
may surface before, during or as a result of facilitating learning group processes. My
interest in approaching and exploring these questions became the impetus for my

dissertation research.

Nature and purpose of the inquiry/inquiry questions

In this research my interest was not in discovering a prescribed set of criteria (or tools) for
engaging with emotions in learning groups, but instead in uncovering and exploring what
might be learned, upon reflection, where the facilitator uses practices, which include
different ways of knowing, to more deeply engage learners and herself with emotionality.
In this research, my primary interest was in discovering what I might learn about my own
inner and outer worlds through exploring the ambiguity behind these emotions. How might
I, as a facilitator, use the experience of noticing and uncovering emotions during facilitation

as an opportunity for learning?



My interest in this area led to the following research questions: If story is used to reflect on
facilitated learning experiences with adult learners, where emotion is welcomed and
honoured during the learning process, what can be revealed? My primary research question
is: What can I come to know about the inner and outer processes of learning by reflecting
on moments in facilitated groups where emotion is uncovered as being present in the stories
of all participants? By inner processes, I am referring to my internal thoughts and feelings

and by outer processes I am referring to my behaviour or actions.

I suspected that I might learn a great deal from re-telling the stories of my own experiences
and that of my co-researchers', and that such knowing could ultimately enhance my
capacity as a learning facilitator to stay centred in situations when emotionality became
more apparent within a learning group. I define centred as “simply being settled into one’s
inner nature without being displaced, confused, or lost in mental images, memories and
thoughts, or thrown off by strong feelings that disturb awareness” (Hanna, 2000, p. 114).
This inquiry, however, came to be an even deeper exploration into the convergences of my
own internal and external processes as I explored my own remembered emotions during

moments of adult learning facilitation.

I believe that this research has set my co-researchers and me on a journey that has led us to
explore our internal and external experiences as adult learning participants. To offer insight
into the nature of this journey, I’ve begun with a description of the problem or challenge
that exists in the tradition of adult learning that has led to the suppression of our personal

emotions and feelings.

Problem/challenge

We are constantly invited to be what we are. (Thoreau, in MacLachlan, 1992, p.

36).

' Co-researchers refer to all those participants whose stories are reflected in this research, all those who
participated in reflecting on the stories and all readers of this research.



In order to be fully present for others, I now believe that I have to first be willing to explore
my own emotions on a deeper level. And yet, in order to be effective in adult learning,
facilitators like me are often, with good reason, trained to maintain an attitude of neutrality
(Heron, 1999). However, neutrality, in this case, means not allowing one’s own personal
values, beliefs and feelings to affect one’s ability to remain open to alternative, possibly
challenging, perspectives within a learning group. Maintaining neutrality can be
particularly challenging given the gamut of emotions that have the potential to surface
within the group. For example, Heron (1999) talks about the process of “transference” in
the context of adult learning, which occurs when group members unconsciously transfer to
the facilitator hidden and repressed feelings about a parent or some other important
authority figure from the past. Taking this process of transference to another level, Heron

(1999) states that “universal transference”:

... Goes every which way, not just from member to leader, but from member to
member. In this case, it widens out beyond feelings for parents and authority
figures. Any kind of repressed distress about anyone from the past can be
unawarely projected on to some present person, who is thus unconsciously
appointed to be the current scapegoat for past ills (p. 63).

Not only are emotions likely to surface as a result of the above patterns of transference, but
the adult educator may also experience the process of “counter-transference”. In counter-
transference, the facilitator may project hidden distress from his or her past onto one or
more group members, or even the learning group as a whole. Heron (1999) warns the

facilitator of what might happen should such emotions and feelings surface

Once your facilitation gets tangled up with your own blindly projected distress,
it degenerates. It submits to group pressure, or takes flight from what is really
going on, or verbally attacks and blames people. The group dynamic rapidly
goes down the drain (p. 64).

Heron (1999) recommends that facilitators “keep relatively clear of their own past
unfinished business while on the job” (p. 64). While this may often be the most effective

strategy, the reality is that the adult educator’s feelings and emotions at times do surface



through comments made by various group members and can indeed affect the facilitator’s
judgment and behaviour within the group. In other words, the adult educator’s unconscious
and emotional material can have an impact on his or her facilitation. Mindell (1992) points
out that, “facilitators, group instructors, business executives, psychologists, politicians, and

teachers are rarely in neutral or normal states of consciousness, even at business meetings”

(p. 5).

As an adult educator my personal challenge in uncovering emotion and remaining
emotionally centred during adult learning processes led to the focus of my dissertation
study. Mindell (1993) uses the term “burn your wood” to refer to the kind of personal inner
work that he feels is necessary for facilitators who facilitate situations where strong
emotions and feelings are likely to surface. He points out that the work of dealing with
group emotions can often compel facilitators to question their own deepest beliefs and
meaning of life (p. 55). All of our childhood wounds can reappear as we deal with difficult
emotions within groups (Amold Mindell, 1995, p. 46). Mindell recommends that
facilitators find a way to allow their own fires to rage, at some point, in order to better

prepare them to “sit in the fire” of the group (p. 55).

Many writers in this field recognise that such personal work is important for a group
facilitator of experiential learning processes (Gozawa, 2000a; Heron, 1999; Hunter et al.,
1995). Yet, some adult educators continue to suggest the avoidance of such feelings, at
least during the time of facilitation. The above authors, however, all recommend that such
emotions and feelings be engaged more deeply at some point in time as part of the learning
process. The following is offered as insight into the kind of learning environments and
adult learning situations and dilemmas that have provided me with an opportunity for

growth in emotionality as a person and as a professional educator.

Nature of learning groups and the role of the adult educator

[

It is important to recognise that because individuals are ‘“potentially contradictory

creatures”, opposition, polarities, and conflict are often a “part of the DNA” of the



collective life of a group (Smith & Berg, 1987, p. xxvii). Understanding the adult
educator’s role in working to create a safe environment where all perspectives are engaged
in a non-judgmental manner is vital to the tone of the group work referred to in this

dissertation.

At any given point in time how adult learners understand themselves and how they choose
to interact within the group can depend on the particular frames that they are using — their
perspective in the moment resulting from personal experiences and other such filters (Smith
& Berg, 1987, p. xxix). If the adult educator is able to help participants in reframing their
perspectives (possibly through questioning their assumptions), this process could lead to a
powerful shift in both individual and group meaning-making. My interest is in recognising
that the adult educator’s capacity to reframe his or her perspective, when necessary, could
also be valuable in modelling this process with the learning group, as well as offer the adult
educator an opportunity for personal growth in consciousness. The reframing processes of
individual group members and the adult educator could have a continuously evolving effect

on group meaning-making.

Mindell (1995) recognises the role of the facilitator in helping participants to get in touch
with and articulate their feelings and emotions with the group. “It’s the facilitator’s job to
remain sensitive to everyone, to draw distinctions and to encourage people to fine-tune their

comments to reflect their precise feeling” (p. 105).

The role of the adult educator, therefore, becomes quite similar to that of a director or
“process guide”, someone who has the skills to help the learning group and its individual
members to expand awareness and/or consciousness at many levels. By expansion of
awareness or consciousness, I am not necessarily referring to a definitive agreement or
resolution, a “happy ending” or perfect outcome, or a determination of right or wrong. I am
instead referring to the new meaning that can result at a group level when the experiences,
feelings, emotions and mindsets of all individuals within the group, including the adult

educator, are accessed and processed, when appropriate. The adult educator, as defined for



the purpose of this research, becomes the guide and at times, model, for such a process

within the group.

According to Webster (1981), the word “facilitate” means “to make easier”. For the
purpose of this research, I have adopted John Heron’s definition of “facilitator”. Heron

defines a facilitator as:

A person who has the role of empowering participants to learn in an
experiential group ... by experiential group I mean one in which learning takes
place through an active and aware involvement of the Whole person — as a
spiritually, energetically and physically endowed Being encompassing feeling
and emotion, intuition and imaging, reflection and discrimination, intention
and action (Heron 1999, p. 1).

Based on Heron’s definition, it is the adult educator’s role (as facilitator of experiential
learning groups) to make it easier for participants to bring their full being into the group’s
process, when appropriate. While many have studied experiential learning in the manner
described above, this dissertation highlights the importance of focusing on emotionality in
this context. This dissertation explores what the adult educator notices both in her/himself
and in the group, when, as a participating member of a learning group, feelings and
perspectives must be considered, in an effort to enhance learning. Such work requires that
the adult educator be aware of her or his own perspectives and emotions, thus enabling the

facilitator to make more conscious behavioural choices during the process of learning.

This particular definition of facilitation has the potential to cover a wide spectrum of
experiential learning processes. Some of these include skills-based training groups,
encounter groups, personal development groups, interpersonal skills training groups,
management training groups, adult learning groups, and social action training groups,
among others. Heron (1999) believes that this definition “applies to all groups in higher,
adult and continuing education of any kind where facilitators are committed to empower
the autonomy and holism of the learner” (p. 2). The new meaning-making resulting from a
group process of this nature might also come about through other ways of knowing,

including, as Heron states, intuition, imaging, or reflection. I would add to this, that



emotionality and its exploration, is a vital and valuable way of knowing and one which

requires that the whole person enter into its experience.

From my own experience, I see the role of the facilitator as being akin to what the authors
Hunter, Bailey and Taylor (1995) refer to as a “peaceful warrior”, one who fights
(sometimes more subtly, at other times more vocally) to create a space where many
different voices can be given an opportunity to be heard and felt. My own assumption is in
alignment with Hunter, Bailey and Taylor’s definitions of effective group facilitation, as

described in The Art of Facilitation:

Effective group facilitation is an artful dance requiring rigorous discipline. The
role of the facilitator offers an opportunity to dance with life on the edge of a
sword, to be present and aware, to be with and for people in a way that cuts
through to what enhances and fulfils life. A facilitator is a peaceful warrior
(1995Vb, p. x).

Such a facilitator also has the skills and awareness to guide a group through cooperative
processes, including collective decision-making, while working to create a space for all
voices to be heard and all perspectives to be considered (Hunter et al., p. 5). While all
groups do not focus on experiential learning and cooperative processes, for the purpose of
this research, my interest lies only in inquiring into the experiences of adult educators who

facilitate experiential or cooperative learning processes in this manner.

Importance of this study

My interest in this research lay in exploring what could be revealed when story, as an art
form, is used to reflect on facilitated learning experiences with adult learners. In particular I
wished to uncover what happens when emotion was welcomed and honoured during the
learning process. I suspected that such learning might better prepare adult educators to
accept those emotions which may be triggered into greater consciousness, during
facilitation, and engage their emotions in such a manner that supports the process of

facilitation within the group. The key is that the adult educator, when confronted with



emotionality in a group, has the “capacity” to choose to engage (or not engage) with the

emotionality, depending on the situation.

The dominant paradigm of how knowledge is typically constructed and shared in adult
education settings has been challenged in different ways (Green, 1995; Lawrence, 2005). In
particular, the arts-based learning movement focuses on ways in which adult educators can
expand learning opportunities and experiences for their learners. Through creating an arts-
based version of my own stories and that of my co-researchers, my goal was also to
discover what I might learn about my own inner and outer processes, and that of learning
participants, when emotionality is uncovered, named, honoured and welcomed as a key
aspect of group facilitation. Story-telling, together with reflective and inner work practices,
offered multiple ways of knowing as a means of engaging the stories of my co-researchers

at a deeper level.

It was my assumption that through processes that include reflective journal writing and
inner work practices, I may have an opportunity to experience a shift or expansion in
consciousness. The result might be a shift in how 1 see myself as an adult educator, and
how I and perhaps other adult educators relate to others in learning groups, with a deeper
and more authentic understanding of our own emotions and feelings, and with a heightened

capacity to put these to work, in favour of learning.

Research in adult education continues to show that we each have our own way of internally
organising our life experiences (Tang, 1998). This “core material” is composed of our
earliest feelings, beliefs, and memories, sometimes created in response to stressful
experiences in our environment. When a person experiences a current situation that in some
way reminds her or him of an original painful event, the original response may be triggered
and the original wound reopened (Bradshaw, 1990). When a critical incident in facilitating
adult learning triggers such a response within the adult educator or participants, as stated
earlier, the task of adult education is to embrace, hold and make meaning of these

responses, appropriately.

10



I believe that inner work and reflective practices that support the adult educator in
preparing for and responding to her or his own emotional reactions, in such situations, are
valuable. The possible value of such work may be significant not only to the individual but

also to the group, if s/he is able to be more effective in the role as a learning facilitator.

The targeted audience for this research consists of adult educators who facilitate learning in
the manner described above and who, at times, find themselves and others in the presence
of emotionality, as a result of adult education practice which is experiential in nature. Other
individuals who are responsible for recruiting or using facilitators in experiential group
work may also be interested in gaining greater insight into the kind of processes, involving

reflective and inner work practices, that might support the group facilitator.

Limitations

This research focuses on the work of one adult educator who facilitates learning in the
particular manner described above and in a wide variety of contexts. The experiences
described in this research are unique to this adult educator and the respondents (also known
as co-researchers) who participated in this research. Therefore, the results of this research

may or may not be useful beyond the context within which the research was conducted.

Through this inquiry, my co-researchers and I were offered an opportunity for increased
self-knowing, transformation and increased consciousness. Readers are offered the
opportunity to compare our experiences with their own and to discern whether there are any
correlations. It is my hope that this research might offer some glimmer of insight into their
own learning processes, their self-knowing and possibly offer them a pathway toward

greater consciousness of emotionality in their own lives.

However, this inquiry within the qualitative paradigm will not generate hard facts about
how inner work and reflective practices in general can lead to personal transformation; or
generate facts related to what can be revealed in all cases when such practices are used for

deeper engagement of the adult educator’s stories related to emotionality. The goal of this
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particular research methodology is not to offer a definitive answer to the inquiry question in
the context of “what works” or “what is”, but instead to offer the reader an opportunity to
engage with the stories of the primary researcher and co-researchers and to see what they

might come to know for themselves through this experience.

The intent of this research is to offer my own experience and that of my co-researchers,
together with analysis and insights through connections made to relevant literature, as well
as insights made through engagement in processes involving multiple ways of knowing, as
“food for thought.” I have chosen to use the qualitative methodology of organic inquiry for
this research, which invites the readers to notice how the stories of the primary researcher
and co-researchers affect them personally. Because of the personal nature of my research,
the results may not be relevant to other adult educators with different circumstances
surrounding their experience. Therefore, patterns may be noted, but individuals will have to

create meaning for themselves depending on their own unique experiences.

This research project itself took place over a limited time-frame — a period of four years.
Therefore, the results of the inquiry will be more of a “snapshot” of insights derived at a
particular point in time. I recognise, however, that expanding consciousness is more apt to
be a long-term process. For each person, this process has a unique quality that has to be
allowed to unfold in the manner that works best for the individual. For my co-researchers
and myself, our own process actually began much prior to the beginning of this research.
My engagement in reflective and inner work practices on a regular basis to support me in
my facilitation work prepared me to deal with and learn from the emotionally challenging
group facilitation experiences with which I continue to be engaged. Therefore, insights
described in my research will not fully capture the complete process for my co-researchers
and myself which led to our own expansion of consciousness or shift in self in self-

knowing.
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Definitions

Definitions are generally provided in the context of the discussions presented in this
dissertation. Below, however, is a glossary of certain basic terms used through this
dissertation. The Webster dictionary is the main source for the definitions provided below,

unless otherwise noted.

Attitude — a feeling or emotion displayed through one’s behaviour.

Belief — specific knowledge or information that one holds to be true.

Centred — “being settled into one’s inner nature without being displaced, confused, or lost
in mental images, memories and thoughts, or thrown off by strong feelings that disturb

awareness” (Hanna, 2000, p. 114).

Conflict — mental and emotional struggle that results from what appears to be opposing or

contradictory ideas, needs, interest, drives, wishes or other external or internal demands.

Consciousness — 1) “the essential structure of being that defines who we are and how we
behave” (Tang, 1998, p. 27); 2) the state of being characterised by sensation, emotion,
volition, and thought that feeds our mind thus informing our behaviour, 3) the totality of

conscious states within the individual.

Emotions — the affective aspect of consciousness; a psychic and physical reaction (as anger

or fear) subjectively experienced as a strong feeling.

Feelings — a compilation of one’s emotional states or reactions; a subjective response or

sensitivity.

Frame — the general background or context against or within which something takes place.
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Heightened awareness — a shift or increase in understanding, a realisation or illumination

that leads one to become more conscious or clear around a given issue or topic.

Indwelling — the process of sitting with one’s stories in such a way to “let go” of old
concepts and meanings in an effort to discover new ones. Moustakas (1990) defines
indwelling as turning inward to seek a deeper, more extended comprehension of the nature
or meaning of a quality or theme of human experience. It involves a willingness to gaze

with unwavering attention and concentration into some facet of its wholeness. (p. 24).

Psycho-spiritual — relating to both the psychological and spiritual aspects of something.

Sacred — entitled to reverence and respect.

Spiritual — recognition of a sacredness between all beings and a Supreme Being; of or

related to Spirit or a Supreme Being.

Spiritual beliefs — belief systems involving one’s relationship to a deeper and more eternal

Self, one’s relationship to the original Source that creates and sustains the universe.

Transformative Learning — the process by which meaning schemes (beliefs about self and
world) and meaning perspectives (comprehensive worldviews) are transformed through
reflection on underlying premises leading to new meaning schemes and perspectives that
are more inclusive, differentiated, permeable, and integrated (Mezirow, 1991, pp. 6-7)
Meaning schemes and meaning perspectives also transform through accessing the

unconscious and engaging its symbolic contents (Elias, 1997, p. 2).

Trigger- a stimulus that initiates a physiological or pathological process.
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Why emotions are integral to adult learning.

Emotions and feelings can play an integral role in adult learning experiences. Dominant
views of learning suggest that emotions are important in adult education because they can
either impede or motivate learning. Most of these perspectives inadvertently reinforce a
“rationalist doctrine” that pervades most, if not all, formal educational efforts. This doctrine
is illustrated in an emphasis within adult education practice and theory on factual

information and the use of reason and reflection to learn from experience.

This thesis presents an alternative way of understanding emotions and adult learning, one
that reflects their central role in our ways of knowing (Heron, 1992), particularly in non-
formal learning. 1 argue that personally significant and meaningful learning is
fundamentally grounded in and derives from the adult’s emotional connection with the self
and the broader social world. The meanings we attribute to emotions reflect the particular
socio-cultural and psychic contexts in which they arise. This process of meaning-making,
however, is essentially extra-rational, rather than merely reflective and rational.
Emotionally charged images, story-telling, conversations, processes that are evoked
through the contexts of adult learning in everyday life, provide the opportunity for a more
profound access to the world by inviting a deeper understanding of ourselves in relationship

with it.

Understanding the meaning and experience of emotion in professional practice

The expression of emotions within adult learning experiences is not hard to discern. In the
context of the research for this thesis, many ways of uncovering, dealing with and
processing emotion, as primary and secondary tasks to learning, took place. However,
understandings of emotion are shaped by specific socio-cultural (Denzin, 1984; Hochschild,
1983; Horowitz, 1988; Katz, 1999; Lupton, 1998; Lutz, 1988; Lyons, 1995) and psychic
contexts (J. Chodorow, 1997; N. Chodorow, 1999; Denzin, 1984; Hillman, 1975; Moore,
1992; Ulanov, 1999; Woodman & Dickson, 1996). Through learning and acculturation, we
construct the meanings we attribute to emotional states, reflecting “aspects of cultural

meaning systems people use in attempting to understand the situations in which they find
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themselves” (Lutz, 1985, p. 65). The meanings we attribute to emotional states also inform
us about the broader social world and ourselves. As Denzin (1984) suggests, “To
understand who a person is, it is necessary to understand emotion” (p. 1). Emotions always
refer to the self, providing us with a means for developing self-knowledge. They are an
integral part of how we interpret and make sense of the day-to-day events in our lives. As
we look at and come to understand our sense-making practices in daily life and the ways

emotions constitute that practice, we reveal ourselves more fully to ourselves and to others.

Our experience of emotion, however, and our understanding of self arise from more than
Jjust rational, conscious thought processes mediated by cultural symbols (Lupton, 1998). As
in the vignettes developed in this thesis, we sometimes find ourselves feeling strongly
about something or toward someone, without consciously knowing or understanding why
or from where these feelings came. Emotional experiences are often shaped by strong inner,
extra-rational dynamics (N. Chodorow, 1999). They are not always expressed through
words but gain voice in dreams, fantasies, or other imagined aspects of our day-to-day

world.

Emotions, then, give voice to our fundamental sense of irrationality (N. Chodorow, 1999).
Through our emotional experiences, we recognise that our conscious sense of agency is
often subverted by desire. In these situations, we experience a self that seems ambivalent,
contradictory, and fragmented. Our consciousness seems populated by multiple voices,
each claiming a different sense of reality (Clark and Dirkx, 2000). Thus, experience of
emotion often reveals a multiplistic, contradictory self. Understanding of these multiple
selves is achieved not only through conscious, rational, and self-reflexive practices
(Mezirow, 1991) but through the products of our memory and imagination, the images that

come to populate consciousness (Dirkx, 1998).

Experience of emotion as engagement and connection

Emotions are often associated with voices or images that emerge within consciousness. As
Jung (quoted in J. Chodorow, 1997, p. 26) suggests, "I learned how helpful it can be ... to

find the particular image which lies behind emotions." Through emotionally charged
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images, individuals and organisations potentially express and connect with this deeper
reality. We use these charged images to perceive and understand ourselves and the world.
For example, behind strong feelings of anger and outrage may be a person who feels left
out, even abandoned. A sense of confidence within a meeting may be undermined by an
image of the impostor lurking at the edges of consciousness. Angry reactions to a person in
authority may arise from an unconscious image we hold of her or him as an over-
controlling or neglectful parent, or of an abusive school principal. These images convey a
deep, inner life constituted by “intentions, behaviours, voices, feelings, that I do not control
with my will or cannot connect with my reason” (Hillman, 1975, p. 2). As Whitmont
(1969) suggests, “Images may appear spontaneously when inner or outer events which are
particularly stark, threatening or powerful must be faced” (p. 74). They are gateways to the
unconscious and our emotional, feeling selves, representing deep-seated issues and
concerns that may be evoked through our experiences of the world. They connect some
aspect of our outer experience with dimly perceived or understood aspects of our inner

worlds.

Through the formation of images, emotions and feelings, we express the personal meanings
which arise for us within any given context (N. Chodorow, 1999) and serve to animate our
thoughts and actions. These meanings arise through our imaginative connection and
engagement with these contexts. Our initial construal of meaning within particular
emotional situations can be largely an act of engagement, guided by our emotional
connection with both our inner and outer worlds. They help us understand and make sense
of our selves, our relationships with others, and the world we inhabit. Our experience of
this inner life is inherently emotional and deeply connected to the sense of self we construct
and maintain (N. Chodorow, 1999; Denzin, 1984; Lupton, 1998). If that sense of self has
been healthy, then it can be argued that positive transformation can take place. In the case
where a sense of self has been shattered because of some experience of trauma or neglect, it
can be argued that the immersion into emotion and feeling that is triggered through a life
experience is even more important, for the sense of self to be recovered and, perhaps, more

resolved.
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Neo- and post-Jungians (Hillman, 1975; Moore, 1992; Sardello, 1992; Ulanov, 1999;
Whitmont & Dickson, 1996) stress the importance of these emotionally charged images to
the vitality and re-enchantment of our everyday lives, to fostering our sense of spirituality,

and to developing relationships and dialogue with inner selves.

Dirkx reminds us that emotions can be interpreted as “messengers of the soul” (Dirkx, 1998
p. 94) seeking to inform us of deeply personal, meaningful connections that are being made
within an experience. Thus, emotions are integral to the process of meaning making; to the
ways we experience and make sense of ourselves (Campbell, 1997; N. Chodorow, 1999;
Denzin, 1984; Jaggar, 1989) as well as our relationships with others and the world
(Damasio, 1994; Goleman, 1995; Harré, 1986; Lupton, 1998; Mahoney, 1991). Emotions
help us connect the inner dynamics of the self with the outer objects of our world and allow

room for engagement in a new way of thinking or being.

The connection between emotions and learning in adult education

Much of the theory and practice in adult education reveals a tendency towards
marginalising emotions and elevating rationality to a supreme position. Some previous
notions of adult learning frame teaching and learning as largely rational, cognitive
processes, and understand emotions as perhaps impediments to or motivators of learning.
Reason and rationality are viewed as the primary foundations or processes for learning,
through which learners obtain access to the “objective” structures of our world (Jaggar,
1988). Adult educators refer to personal or emotional issues adults bring to the educational
setting as “baggage” or “barriers” to learning (Dirkx & Spurgin, 1992; Gray & Dirkx,
2000). Learners seem filled with anxieties or fears (Tennant, 1997). If and when such issues
are acknowledged by educators, it is often to provide opportunities for learners to “vent”
and “get it off their chests” so they can get back to the “business of learning.” Some

educators within formal settings of adult learning seek to control, manage, limit, or redirect

outward expressions of emotionality.
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Educators in non-formal settings can ignore or draw from the emotional material that is at
hand. In the non-formal situation where all are learners, the act of acknowledging and
drawing meaning from the emotional content which is aroused, is an opportunity for
transformation. I would argue that where this opportunity is not taken, risky as it is, then
the transformative moment is lost. For example, in a transaction between learners, when
emotion and feeling are not at least noted, the opportunity for seeing things differently

vanishes.

The literature in adult education underscores the importance of attending to emotions and
feelings in contexts, interactions, and relationships that characterise adult learning (Boud,
Cohen & Walker, 1993; Boud, Keogh & Walker, 1985; Brookfield, 1993; Daloz, 1986;
Postle, 1993; Robertson, 1996; Tennant, 1997) in all kinds of educational settings. A
growing body of research suggests emotions and feelings are more than merely a
motivational concern in learning. Postle (1993) argues that affective, emotional dimensions
provide the foundation on which practical, conceptual, and imaginal modes of learning rest.
“Brain-based” theories (Damasio, 1994, 1999) and the concept of “emotional intelligence”
(Goleman, 1995, 1997) suggest that emotion and feelings are deeply inter-related with
perceiving and processing information from our external environments, storing and
retrieving information in memory, reasoning, and the embodiment of learning (Merriam &
Caffarella, 1999; Taylor, 1996). Recent studies of transformative learning reveal extra-
rational aspects, such as emotion, intuition, soul, spirituality, and the body, as integral to
processes of deep, significant change (Clark, 1997; Dirkx, 1997; Nelson, 1997; Scott,
1997).

Adult educators seem to be beginning to appreciate the expressive, affective and
imaginative as modes of knowing in their own right (Heron, 1992; Jaggar, 1989; Nelson,
1997; Wiessner, 2006; Willis, 2000). These authors argue that imagination plays a key role
in connecting our inner, subjective experiences of emotions and feelings with the outer,
objective dimensions of our learning experiences. These relationships and dialogues are
mediated largely through what Hillman (1975) refers to as “imaginal” approaches, such as

dream work, free association, fantasy, active imagination, and other forms of creative
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activity. These approaches bypass ego consciousness and allow for expressions of deeper

dimensions of our psychic lives.

Making sense of feelings and emotions in adult learning

The “text” in adult learning (broadly understood to include print, speech, autobiography,
visual cues, engaging in conversations, story-telling etc.) often evokes emotionally charged
images. The images evoked by texts are not merely constructions of our conscious,
cognitive egos. Emotionally charged images are not under the wilful control of the ego.
Rather, they tend to appear spontaneously within the learning process. They arrive as they

so choose, and one cannot predict them.

This active engagement and dialogue with our emotions can become transformative,
particularly when imagination is called into play. (Clark, 1997; Nelson, 1997). Imagination
helps us connect and establish a relationship with this powerful, non-egoic aspect of our
being (Moore, 1992). By becoming aware of our emotions and feelings, we connect with
the inner forces, which populate our psyche. As we learn to participate with them in a more
conscious manner, we are less likely to be unwillingly buffeted around by their presence in
our lives. Entering into a conscious dialogue with emotions creates the opportunity for
deeper meaning and more satisfying relationships with our world, and opens the possibility

for social change.

In the emotional world, we recognise, name, and come to a deeper understanding of what
might be revealed through our deep, emotive experiences of the text (Hillman, 1975). The
work of adult learning is to recognise, elaborate, and differentiate feelings and emotions as
a means of developing a deeper understanding of our experience in the context of adult

learning.
The purpose of uncovering emotionality is not to analyse and dissect, but to elaborate its

meaning in our lives, and in the lives of groups and organisations. In addition to Mezirow’s

(1991) notion of transformative learning, in which we are encouraged to ask “how” or
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“why” questions about these feelings and emotions, we might simply ask “what”. What do
these emotions feel like, remind me of? What do these emotions mean? What other times
have I felt this way experienced these emotions? What was going on then? Who was
involved in that incident? As we elaborate these feelings and emotions, the nature of the

meaning behind them may begin to emerge.

As we recognise, name, and work with these emotions and feelings, 1 argue that adult
educators and participants can move toward a deeper, more conscious connection with
these aspects within others and ourselves. We can engage further with that person or
persons within our psyche, or within the wider psyche of the group or organisation with
whom we are engaged. We can transform ordinary existence into the "stuff of soul"
(Moore, 1992, p. 205), establishing a meaningful connection through uncovering emotion
and the text of our life experiences. These emotionally charged experiences could provide
access to the psyche, an invitation to the journey of meaning, of coming to know oneself as
a more fully individuated being. As they take shape within consciousness, they can deepen
our understanding of their meaning. Once understood, perspective transformation can begin

(Mezirow, 1991).

“Dealing in” emotions and feelings to the educational transaction demands a deeper
understanding of the emotional, affective, and spiritual dimensions that are often associated
with profoundly meaningful experiences in adult learning. This thesis presents the
experience of dealing in emotionality, using different accounts of four adult leaming

experiences, which have profoundly affected me as an adult educator.

Emotionality in adult learning

In this dissertation, through the arts-based vehicle of narrative life stories, the reader (as co-
researcher) is directly invited to uncover emotionality in adult learning. I would argue that
through the respectful and honouring focus of welcoming and engaging with emotion in
adult learning environments, learning is enhanced. The settings for learning can be both

formal and non-formal. The role of the adult educator can include that of instructor or
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facilitator. The role of participant learners can be that of student or peer. Whatever the
status of participants, the core is emotionality and the hospitality accorded to it. In this
dissertation it is my endeavour to explore further the contribution emotionality makes to
learning, whatever the setting. The variety of backdrops or surroundings of such learning is
inconsequential. The nub of this inquiry is simply to expose further, what might happen
when emotionality is uncovered, revealed and made known, in a range of adult learning
settings. What this means is proposed as a contribution to the meaning-making about

learning that is taking place within adult education at this point in the twenty-first century.

Limitations of traditional ways of constructing knowledge in adult education

Cognitive knowing has dominated the adult education classroom, wherein the curriculum
typically emphasises transmission of knowledge through cultural reproduction (Greene,
1995). The intent of this thesis is not to suggest that the emphasis on reading, writing and
intellectual discourse is inherently wrong. However, they draw on only part of our human
potential. Expression through spoken or written language can be a limitation (Lawrence &

Mealman, 2001).

In this thesis I argue that when we open up intellectual space to incorporate other ways of
knowing into our teaching practice, as expressed through such forms as metaphor, story-
telling, script-writing, poetry, narrative fiction or dramatic expression, we draw on the
affective, somatic, and spiritual domains. Participants can more fully express what they
know. Barone and Eisner (1997), pioneers in the area of arts-based research agree that
rationalist modes of inquiry have served to suppress artistic modes of expression. If we
insist that people put their ideas into words, what gets communicated is often partial or not
expressed at all (Lawrence & Mealman, 2001). I stand with Lawrence (2005) who argues
that:

Traditional forms of teaching and learning based on textual forms of
representation and rational thought may limit how we perceive our world (p.

6).
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By using artistic forms of expression I am challenging the notion that the insistence on only
written or linguistic forms of expressions as a singular way of knowing devalues learning
and learning participants. By insisting that people speak our language rather than finding a

common mode of communication such as through art, we can do violence to one another.

Learning about emotionality through the arts

The arts are an ideal companion to the rational discourse that attempts to wrestle with the
integration of emotionality in adult learning. Many academics recognise the value of fine
arts and a fine arts curriculum, however, the integration of arts into research and the
incorporation of the arts into our practice as adult educators can challenge the discomfort of
working outside the better-known academic framework. Perhaps it is much safer to stick to
known pedagogical processes. I would argue, however, that more can be gained when we

33

allow creativity to flow through us and, as Maxine Greene comments, “... we become

agents in our own learning process” (Greene, 1995, p. 34).

Within the framework of transformative and emancipatory adult education, which cut
across feminist, critical and poststructural theories, there is a firm focus on the power
relationship between the instructor and student in the classroom. Ellsworth (1989)
comments, “... these relationships are seen as complex ... and not understood, through
universal theories about structures of power and oppression” (p. 299). Tisdell (1998) notes
that the worldviews of instructor and learner impact on emancipatory learning and reveal
effects of positionality of the student. It is my view that there is a dilemma, therefore, about
how the experiences of emotionality, which are brought into the classroom, are valued.
Whose approaches, whose emotionality is valued: the instructor’s or the students, neither or
both? 1 would argue with Durie (1996) that the differentiation or dilemma, which this

presents, impacts on student voices and determines who speaks and who is not heard.
Further to this, I would argue that the current adult education approach to the arts is to view

art as “a toolbox of techniques rather than recognize it as an expanded view of reality”

(Wiessner & Newville, 2006, p. 497). Shusterman (1997) argues that the essence and value
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of art are not in artefacts but in the “dynamic and developing experiential activity through
which they are created and perceived” (p. 4). I stand with Langer (1964) in noting that the
import of art is “the whole vast phenomenon of felt life, stretching from the elementary
forces of existence to “the furthest reaches of the mind” (p. 391). Dewey (1934) describes
art as the evidence of human use of the materials and energies of nature with the intent of

expanding one’s own life.

Art throws off the covers that hide the expressiveness of experienced things; it
quickens us from the slackness of routine and enables us to forget ourselves by
finding ourselves in the delight of experiencing the world about us in its varied
qualities and forms. It intercepts every shade of expressiveness found in objects
and orders them in a new experience of life (p. 104).

Wiessner and Newville (2006) point out that “the raison d’étre for the existence of works of
art is the emancipation from false consciousness” (p. 498). The act of uncovering emotion
in adult learning, then, may be summed up by Brookfield (2002) who argues that “a truly
critical adult education would be concerned not just with locating itself within existing
social movements but also with creating intense aesthetic experiences that trigger a rupture

with present-day reality” (p. 266). It is this rupture that is at the heart of this dissertation.

Artistic forms of expression can extend the boundaries of how we come to know
emotionality. Making space for creative expression in the adult learning setting can help
learners uncover hidden experiences and knowledge about emotion that cannot easily be
expressed in words alone. It can open up opportunities for adult learners to explore the
phenomena of emotionality holistically, naturally and creatively, thus deepening
understanding of self and the world. In this thesis the use of artistic forms of expression

with participants and by the researcher and/or co-researchers pushes out these boundaries.

Map of this thesis
This thesis works on multiple levels. In the next section of this Chapter, I draw this thesis

as a map or guide, so that the reader can follow the intention of the researcher. In order to

do this I use the metaphor of imagining that this research is, in fact, an arts festival on
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emotionality. I invite the reader to join with the researcher and all participants in the
research, to join in aspects of the festival in whatever manner they wish. Although this
thesis document has been constructed in a linear way, and specific details of each section
can be read in the Contents section, the thesis has been written so that the point of entry for
the reader could be at any particular chapter (or theatre) in The Festival of Emotion and

Adult Learning.

What follows, then, is a backdrop, a landscape, a guide, which may assist the reader more
fully in uncovering emotionality in adult learning and in viewing this through the lens of all

participants, including the researcher and the reader.

I imagine this dissertation as a celebration of emotionality. It is a festival, a gathering, a
presentation of different voices utilising different artistic approaches. Emotionality is the
theme. Uncovering emotion is the task of the festival. It is a celebration because it is my
view that emotionality in adult education is still in the process of being highly prized and
valued. All who participate are co-researchers, including the reader. What follows, then, is
an imaginary world in which emotion is celebrated and into which all participants are
welcomed as co-researchers, encouraged to engage in meaning-making in whatever way
they wish. As emotion is uncovered in the various artistic presentations, the possibility for

transformation is put forward as a process in which to be engaged.

Welcome to The Festival of Emotion and Adult Learning.

This Festival is housed in a large Theatrical Complex, which is designed to hold many
different types of theatrical experiences. It consists of Drama Theatres, Story-telling
Spaces, an Indoor Circus Tent, and a Recital Hall. Each theatre is self-contained and seats
between 100 and 1,000 people. The theatrical spaces are joined by foyers and bars,

restaurants and sitting spaces, outdoor and indoor spaces for gathering, or for sitting alone.
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You will notice, as you enter this Complex, that the Festival of Emotion’s Program is
available at each of the Theatres’ entrances and exits. The Program is also available in the
Large Foyer, which houses all participants before and after each event. Please use the
informal meeting spaces inside and outside the foyer for discussion and review of this

Festival.

For those of you who would like a map of the Complex and a Timetable of Events, this

may also be found in the spaces between the theatres.

The Program

The formal Program for this Festival is written in various Chapters. There is a lengthy
literature review, which is there for the information of the attendees. I imagine this review
as something like a documentary on the background to the Festival. In my mind the review
takes place in a dark space, such as a film theatre. There are seats available so that visitors
to the Festival can sit and listen to the various points of view about emotionality in adult
learning. It also has the function of orienting the Festival attendee (reader) to what he or she
is about to observe. It provides a context for the Festival, a chronology, and presents some
of the dilemmas of understanding emotionality in learning. The literature review outlines
the vast terrain of emotionality in adult learning. It positions this Festival within the recent
literature, particularly that of postmodernity, multiple interpretations, reflexivity, new
meanings and new ways of making meaning. Although it is suggested that visitors to the
Festival visit this theatre first, and it is written as the first Chapter, some may prefer to
leave it until the end, much in the way that some people prefer to attend a play or art
exhibition, and then read the background to these artistic forms having experienced the

creative elements for themselves.

Next in the Program is an outline of the Methodology for this Festival. This forms the
technical and aesthetic background for the various dramatic presentations. I imagine the
methodology section of the Festival, akin to the literature review studio, but very different

in its demands on the Festival participants. The methodological section provides the
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Festival attendee with the tools which may be needed to understand something of the work
of the artists who appear in the program. I imagine that some may listen to the methodology
using an audio device, perhaps sitting in a sculpture garden within the festival site. It is a
quieter, reflective piece, which orients the Festival participants in a different way. One of
the outcomes of the methodology could be to engage the attendees with their own
emotional fields at the time of attending the Festival. It explains some of the journey of the

primary researcher and situates her within her world-view, and that of her peers.

A smaller Chapter within the Program, or outline, indicates the Strategies and Method,
the ways in which the data and ideas for these stories were gathered. It outlines how
previous participants in each dramatic presentation were contacted (or not) and how the
engagement of some of the actual participants took place. This strategy and method section
is imagined as a lift-out within the Festival Program, something that participants may wish
to refer back to, as they uncover emotionality for themselves. It is a guide as to who is
involved and how they came to be involved in the Festival itself. It is an item one may wish

to slip into one’s “back pocket” so to speak, for easy referral.

The Artistic Program, which then follows, clearly outlines the four productions, which
have been developed for the Festival. Following each production there is an imaginary on-
stage discussion about what took place. After this the audience is invited to take this
discussion further by joining with the author and participants in the foyer and reflecting on

what they have just experienced.

The artistic productions you are about to attend display a small but rich and diverse “slice”
of adult learning in many different formats. The settings for these are situated in different
parts of Australia and New Zealand. Each event relies on the recount of the Researcher, as
Scriptwriter/Author/Creator, to place before you multiple views of emotionality in adult
learning. One of these recounts is written as a drama involving a training instructor and
workers. Another recounts the facilitation of a very tense meeting. A third presents as a
circus act a dilemma about a business partnership. The fourth is set within the context of a

University and a class full of undergraduates.
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The four productions, or stories, that you are invited to attend are vastly different pieces in
setting, learning focus, participant group, characters and outcomes. Emotionality in Adult

Learning is the binding ingredient.

Story One, called RoadWorks, takes place in the large drama theatre. This is a drama
within a drama and a story within a story. The setting is the area of Australia known as the
“outback” and took place in about 1990. At that time changes to industrial relations law in
Australia required workers to be “trained” in the process of acceptable workplace behaviour
and in “Grievance Management”. A group of nine men, most of whom were labourers and
some of whom are secretly illiterate, arrive for a two-day training program. The formal
program outline is supposed to look at appropriate workplace behaviour, the legal
requirements of such behaviour, policies and processes when workers breach these rules,
and how to submit a grievance report to management, so that it can be dealt with. What
actually happens when the workers connect with their own emotionality about this entire
industrial and social landscape is the heart of this production. The story is written as a script
from the adult educator’s perspective. However the script contains stories within stories,
which were told by participants during the larger setting of the learning process. The
intersection of emotionality between these stories, and how these are constructed and

“held”, shed light on emotionality and its potential in adult learning, in this surreal setting.

Story Two takes place in the smaller Performance Studio. It is a narration of the experience
of a learning facilitator who is chairing a meeting between two men, one a male victim of
childhood sexual abuse, and the other a representative of the school where this abuse took
place, some thirty years prior. The Meeting holds up a mirror to the possibilities for
healing when emotionality is welcomed into this learning environment. The Head of the
school wants to learn, to understand, to offer restitution. The victim has learned and heard
hatred, vilification and self-blame. When both parties meet for the first time and express
emotionality, not only about the past but also the present moment between them, the reader

is confronted with his or her own emotionality through the reading of this text.
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Story Three is written as a text for a small circus, and takes place in the Amphitheatre at
the Arts Centre. The production is something within the genre of Cirque Du Soleil. The
focus of this story, called RunWay, is the work of an adult educator facilitating learning
with business partners who are close to making a decision about staying or leaving one
another. What happens when the various circus acts end, and emotionally charged
conversations are facilitated, provide the focus of this work. Its difficult ending provokes
questions about adult learning interventions and their role in the success or failure of adult

learning within the context of emotionality.

Story Four is a drama called DisAbility, and takes place in the theatre in the round inside
the complex. This drama is set in an emerging University in Australia during the late 1980s.
Every year new undergraduate programs were funded by the Government and more and
more courses were added to the University’s prospectus. A three-year program in
Habilitation Studies began and the target group was those adults who worked with adults or
children who suffered some form of physical or “mental” disability. What the University
(or the educator) did not account for were the number of so-called “disabled” or “physically
challenged” students who won places into the program. The untrained and under-prepared
lecturer attempts to begin to deliver an undergraduate program, which, for her, is one
among many. The emotionality between the participants, the system and the lecturer
exposes a multiplicity of understandings of adult learning in this setting and asks political

and social questions about learning and emotion, which remain unresolved.

The format for each theatrical experience

Each theatrical experience follows a similar format or structure.

Introduction

A narrator introduces each dramatic episode.

The creative action

What follows next is a creative interpretation by the author of an adult learning event.
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Participant panel
The narrator then comes back on stage and interacts with some of the participants in

the original drama, about their own recounts of the events being interpreted.

Author’s review
Following this, the author recounts her experience of being involved as the adult

educator in the dramatic presentation.

The use of organic research methodology impelled me to write at a deeper level about
the “presenting story”. This happened upon reflection by peer and dissertation
supervisor’s feedback to me about “going deeper” into the story. It grew from my
own inner reflections on the other level of the story, which included my own feelings
about this learning program, in the first place. The author is now written into the

script, in a different way. This story is placed here for deeper analysis and review.

Analysis of the stories
The audience then hears from the author of the dramatic interpretation about the
responses of those involved in the drama (the participants — co-researchers) and what

sense could be made of combining both the author and the participants’ recollections.

Audience discussion/data analysis/wider implications
The audience is then invited to move in an imaginary way to the foyer to reflect alone
or to discuss with one another what they noticed during the theatrical event, and what

meaning the experience held for them.
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Reflexive connections

The final Chapter of this dissertation (or Festival Program) is an attempt to confirm the
validity and meaning of the act of uncovering emotion. The organic research methodology
demands that concrete outcomes, specific directions, applications to other fields of research
and so on, remain with each co-researcher. These will not be articulated by the primary
researcher. However, as the writer of this dissertation I attempt in this final piece, to bring
to a sort of order what may have been experienced as chaotic. I demonstrate some of the
new perspectives from which I now review, extend my understanding of, and perhaps re-
interpret the processes of emotionality in adult learning. I put forward various postures for
learning which I believe are essential for the housing or holding of emotionality in adult
learning. I invite the co-researchers to do the same as together we leave the Festival

physically, and allow it to become infused into our practice as adult educators.

31



Chapter Two: Literature Review — Preparing the Ground

Part One: Creating Fertile Conditions

Before any seeds are planted, the earth must be spaded and broken up ... and
fertilizer added (Clements et al., 1998, p. 4).

Reflective practices

“As Gabriel Marcel (1950) put it, ‘reflection ... is one of life’s ways of rising from one

level to another’ (Marcel in Welwood, 2000, p. 92).

Theorists who helped me to gain a deeper understanding of what it means to intentionally
reflect on one’s experiences consistently inspired my thinking. Boud, Keogh and Walker
(1985) define reflection as a form of response to experience. The authors indicate two main
components: the experience and the reflective activity based upon that experience.
Experience is defined as consisting of the total response of a person to a situation or event —
what he or she thinks, feels, does and concludes at the time of the experience and
immediately thereafter. Following the experience there is an opportunity for what some
refer to as a “processing phase”. At this point, the individual has an opportunity to reflect
on the experience. Reflection is seen as “an important human activity in which people
recapture their experience, think about it, mull it over and evaluate it” (Boud et al., 1985, p.

19).

One’s ability to reflect on experience in this way is important in the process of learning.
And yet the capacity to reflect is developed to different levels in different people. Why is
conscious reflection necessary? It is necessary because only through bringing our ideas to

consciousness can we begin to evaluate them (p. 19).

Welwood (2000), however, points out that one problem lies in the fact that our ordinary
state of consciousness involves what some psychologists and spiritual traditions refer to as

“prereflective” identification. Early in our lives we form identities based on how others
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perceive us. We internalise the reflections of others and come to regard ourselves based on

how others relate to us.

It is like looking in a mirror and taking ourselves to be the visual image
reflected back to us, while ignoring our more immediate, lived experience of
embodied being ... By the time our capacity for reflective self-knowledge
develops, our identities are fully formed. Our knowledge of ourselves is
indirect, mediated by memories, self-images, and beliefs about ourselves
formed out of these memories and images. Knowing ourselves through self-
images, we have become an object in our own eyes, never seeing the way in
which we are a larger field of being and presence in which these thought-forms
arise. We have become prisoners of our own mind and the ways it has
construed reality (pp. 91-92).

The first step, therefore, in freeing ourselves from the “prison of unconscious

identification” is to make conscious that which was previously unconscious.

Boud, Keogh and Walker (1985) acknowledge the work of John Dewey in what Dewey

referred to as “reflective thought”. Dewey defined reflective thought as:

Active, persistent, and careful consideration of any belief or supposed form of
knowledge in the light of the grounds that support it ... it includes a conscious
and voluntary effort to establish belief upon a firm basis of evidence and
rationality (p.9).

It is important to recognise that Dewey assumed reflective thought to be a highly rational
and controlled process, but Boud and his colleagues expand on Dewey’s definition by

giving greater emphasis to the affective aspects of learning.

Reflection in the context of learning is a generic term for those intellectual and
affective activities [underline added] in which individuals engage to explore
their experiences in order to lead to new understandings and appreciations (p.

19).

In recognising the organic nature of our thought processes and the feelings attached, Boud

et al. (1985) emphasise that reflection is not a purely linear or rational process (pp. 35-36).
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Theorists in the field of Transformative Learning continued to expand my perception of
what could be learned by intentionally reflecting on one’s experiences at a deeper level. In
his discussion of transformative processes in adult learning, Mezirow (1991) uses the term
“critical reflection” to emphasise a more critical approach to reflection, recognising that we
each embody certain meaning schemes (specific beliefs about self or world) and meaning
perspectives (comprehensive world-views) as a result of family, cultural and/or societal

conditioning. Mezirow (1991) states,

When self-reflection is critical, it involves a searching view of the
unquestioningly accepted presuppositions that sustain our fears, inhibitions,
and patterns of interaction, such as our reaction to rejection, and their
consequences in our relationships ... (p. 88).

Mezirow emphasised that much of what we have learned about ourselves has not been
critically examined for unconsciously incorporated assumptions about the roles we play,

our fears, or patterns of thought and response.

Mezirow uses the term “transformative learning” to refer to the process by which meaning
schemes and meaning perspectives are transformed through reflection on underlying
premises leading to new meaning schemes and perspectives that are more inclusive,

differentiated, permeable, and integrated (Mezirow, 1991, pp. 6-7).

Brookfield (1987) uses the term “critical thinking” to further emphasise in this reflection
process, not only the tasks involved in critically questioning our previously accepted
values, ideas, and behaviours in order to explore possible alternative interpretations but also
the act of being ready to think and behave differently on the basis of this critical

questioning (p. 1, italics added).

Also, in recognising that critical thinking is not a purely intellectual process, Brookfield
(1987) states, “critical thinking is not seen as a wholly rational, mechanical activity.
Emotive aspects — feelings, emotional responses, intuitions, sensing — are central to critical

thinking in adult life” (p. 12).
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In their discussion of transformative learning in adult education, others have pointed out
that being aware of emotions and other ways of knowing (knowing that comes through
dreams, art music, poetry, etc.) is also valuable in this reflective process (Boyd & Myers,

1988; Taylor, 1997; Dirkx, 1997, 1998).

Reason and Rowan (1981) used the term “critical subjectivity” to take the reflective process
described above by Mezirow and Brookfield one step further. Critical subjectivity means
that we avoid suppressing our primary subjective experience. This would mean, for
example, as an adult educator, that we not pretend that our perspective does not exist or that
it is irrelevant to the situation. Not only are we cognisant of our particular perspective and
its bias, but we may also articulate it in our communication within the group, where
appropriate. “Critical subjectivity involves a self-reflexive attention to the ground on which

one is standing” (Denzin & Lincoln, 1994, p. 327).

For the purpose of my research, I have chosen to use the term “reflective practices” as an
umbrella to include not only the process involved in critical reflection (Mezirow, 1991) and
critical thinking (Brookfield, 1987) but also critical subjectivity (Reason & Rowan, 1981).
Based on the examples offered by both Mezirow and Brookfield, I believe that both critical
reflection and critical thinking include in their reflective process not only the act of calling
into question our assumptions, but also being ready to think and act differently on the basis

of this critical questioning.

With regard to critical subjectivity, the adult educator takes the critical reflection and
critical thinking processes a step further in making a conscious choice about disclosing her
feelings within the group, dependent upon the value of such disclosure to the group’s
process, as she perceives it. My interest was to focus on what the adult educator might learn
by consciously reflecting on her previously unquestioned presuppositions, fears,
inhibitions, and patterns of interaction such as reactions to rejection, that may at times
surface during adult learning. Critical subjectivity, as I understand it, is the capacity most
important to the adult educator in deciding how to engage her emotions at the time that they

are triggered within the learning group.
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However, in my research, I have chosen to use the all encompassing term “reflective
practices” to explore what can be known if adult educators are given the opportunity to tell
their stories about emotional moments which occur during the facilitation of learning and
are allowed to engage their stories more deeply through reflective practices. What can I
come to know about my own inner and outer processes through deeper reflection around

the stories of these triggering moments?

Brookfield (1987) states that the teacher or facilitator who is able to engage critical thinking
in an effort to better understand her or his own thoughts and feelings is able also to begin to
reinterpret past actions and ideas from a new vantage point. The individual is able to
question whether old assumptions about roles, personalities, and abilities are accurate and is
also aware of how context influences thoughts and actions (p. 8). The facilitator who is able
to reflect in such a manner may be able to use her own shift in awareness to take the group
to another level of awareness, as well. However, in accordance with the nature of organic
inquiry, my research was not meant to serve as a measurement of the effectiveness of
reflective practices to the adult educator, but instead as an exploration of what can be
organically known by engaging stories through a process that allows for more intentional

reflective practices.

Inner work practices

The outward journey is our ordinary life in physical form, or worldly existence

“from birth to death. The return journey is the inner quest for our origins, the
quest to remember our purpose and to find again the light within, from which
we became separated (Metzner 1998, p. 257).

Johnson (1986) defines “inner work™ as the means by which we gain awareness of our
deeper levels of consciousness and move toward integration of the total self (p. 13). To
expand consciousness means to gain insight into those deeper feelings and beliefs that seem
to come from some “unknown place” deep within our inner being (p. 2). Johnson (1986)

points out that these hidden parts of ourselves have strong feelings that want to be
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expressed and that unless we learn to do the inner work, these parts of ourselves remain

hidden from our conscious view.

Sometimes these hidden personalities are embarrassing or violent and we are
humiliated when they show themselves. At other times we wake up to strengths
and fine qualities within ourselves that we never knew were there (p. 3).

So how might we accomplish this goal of gaining awareness of the unconscious dimensions
of our being? According to Johnson (1986), humankind has developed an infinite variety of
approaches to the inner world (the world of the unconscious), each adapted to a stage of
history, a culture, a religion, a therapy or a view of our relationship to the spirit or to the
earth. A few examples include yogic meditation, psychotherapy, and Christian meditation,
modemn daydream work, and the process of “active imagination”. In active imagination, a
process pioneered by Carl Jung, the individual develops a dialogue with various dimensions
of her or his unconscious. Through dreams, imagination and intuition the individual often

gets messages from the unconscious in symbolic form.

In referring to the work of Jung, Dirkx (1998) points out that in seeking to better
understand emotions within his own life, Jung described the relationship between image
and emotion. Jung states, “I learned how helpful it can be ... to find the particular images

which lie behind emotions” (p. 7).

Dirkx (1998) draws on the work of Hillman to further elaborate on the relationship between
images and our deeper beliefs and realities. In re-visioning a way of knowing through
imagination, Hillman stresses the need to grasp the archetypal significance that is carried in

the depth of our words.

Images are ways through which individuals and collectives potentially come to
express and connect with this deeper reality (Hillman as cited in Dirkx, 1998,

p. 7).
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In this research the re-visioning of stories by the use of different genres in which to depict
them allows the researcher’s imagination to be set free, and to experience the story in a

different mode.

As an adult learner, many of our experiences provide a context for fostering a kind of self-
knowing. Dirkx (1998) suggests that by approaching these experiences imaginatively rather
than merely conceptually, learners can recognise themes in the experience that relate to
their own life experiences, thus enabling them to see their own experiences from a new or
different vantage point (p. 5). It is my assumption that inner work practices that assist an
individual in getting in touch with the unconscious dimensions of her or his being can be of
value to the adult educator who is confronted by emotions and conflicts that surface when
facilitating within groups. Dirkx (1998) talks about the value to the adult learner of
accessing the mythic or imaginal as a way to understand various dimensions of one’s being

that may surface in these unexpected moments.

Arnold Mindell (2000) is a proponent of the theory that we are actually dreaming twenty-
four hours a day (as opposed to only when asleep) and that we can gain valuable
information if we become more aware of our sentient experiences. Mindell (2000) has
drawn on his experience with doctors and healers from all over the world, in an effort to
bring awareness to the value of tapping into and learning from our lucid dreaming.
Mindell’s sentient movement process combines role-play and movement with active
imagination in a manner similar to that described by Mary Whitehouse (1999) in Authentic
Movement. Participants allow sentient experiences (impulses, spontaneous or intuitive
movements) to reveal unconscious feelings and beliefs that might offer deeper insight into
the nature of the issue that the individual is confronting. Sentient refers to an automatic
awareness of subtle, normally marginalised experiences and sensations. By becoming lucid

in our sentient experiences we are able to tap into the unconscious realm of our being.
The intent of this research was to explore what could be learned about our emotions,

surfacing as a result of facilitating group processes, as we recognise them and choose to

work with them through the engagement of both inner work and reflective processes.
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Processes involved in exploring different ways of knowing

In utilising both reflective and inner work practices as a means to increase conscious
awareness, this research is involved in two different ways of knowing. The following
section will explore what is involved in these two different approaches to knowing and
engaging our experiences. Several theorists offer insight into how these different ways of
knowing might be intentionally worked with in combination and have thus influenced my

own thinking.

Welwood (2000) begins by discussing the “divided consciousness” involved in reflection.

Divided here refers to the subject/object split, in which the divide between
observer and observed, perceiver and perceived is a primary determinant of
how and what we perceive.

When we reflect on self, self becomes divided — into an object of reflection and
an observing subject (p. 88).

Welwood affirms that dividing the fields of experience into two poles can be useful for
most purposes and yields relative self-knowledge. Through this process we can, as the
observing subject, learn about our conditioning, our character structure, our particular ways
of thinking, feeling, acting, and perceiving. In this research, the division of stories from
simple recollections into imagining them in different genres is one attempt to divide

consciousness so as to enable greater reflection.

Welwood (2000) states that as a result of conventional divided consciousness, we fail to see
how our conceptual assumptions often produce a distorted picture of reality. For example,
Welwood points out that if we see a tree through our conventional divided consciousness
then “our experience of the tree is shaped by ideas and beliefs about a category of objects
called tree” (p. 89). Welwood offers in contrast Krishnamurti’s description of a tree, which

conveys what it is like to experience a tree in a more direct unalienated manner:
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Utterly still ... listening without a moment of reaction, without recording,
without experiencing, only seeing and listening ... Really the outside is the
inside and the inside is the outside, and it is difficult, almost impossible to
separate them (as cited in Welwood, 2000, p. 89).

Welwood relates this experience to his own experience with meditation.

Meditative experience reveals a different kind of knowing, a direct recognition
of ‘thatness’ or ‘suchness’ — the vivid, ineffable nowness of reality, as disclosed
in the clarity of pure awareness, free from constraints of conceptual or dualistic
fixation. When this kind of knowing is directed inwardly, it becomes what is
called in Zen, “directly seeing into one’s own nature” (Welwood, 2000, p. 89).

The kind of story-telling designed for use in this research is one attempt to “describe the
tree” in a different way so as to exert different ways of knowing about experiences in adult
learning. Meditation and similar practices allowed this to happen and allowed me to be
more “present” to my experiences by letting go of conceptual constructs so that I could
experience reality more “as it is”. The result is that I feel a oneness with my experience of
reality versus my experiencing reality in a more dualistic manner that usually results when I

view reality through my divided consciousness.

In this dissertation, which takes into consideration both inner work practices (meditation,
active imagination etc.) and reflective practices in describing the processes engaged in by
my co-researchers and me, 1 have not made a detailed distinction of the various stages in
coming to conscious awareness, as Wellwood has done, but I have made a distinction
between subject—object reflective practices and practices that focus more on presence or

oneness with the experience.

In offering a similar explanation of the two ways of knowing presented in this dissertation,
Kolb (1984) uses the terms “apprehension” and “comprehension”. Most forms of inner-
work involve knowing that is based on apprehension. Apprehension is described as a
“registrative process” involving knowing in the “here and now” which cannot be judged by
systemic forms of criticism (p. 102). Instead, apprehension involves the process of

“appreciation”, a process of affirming based on belief, trust and conviction: “To appreciate
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apprehended reality is to embrace it. And from this affirmative embrace flows a deeper

fullness and richness of experience” (Kolb, 1984, p. 104).

Kolb (1984) further states,

Apprehension of experience is a personal subjective process that cannot be
known by others except by the communication to them of the comprehension
that we use to describe our immediate experience (p. 105).

Comprehension, on the other hand, is an interpretive process through which articulate
forms of knowledge are analysed and criticised (Kolb, 1984, p. 103). Kolb points out that
the nature of “comprehensive knowledge” is such that it can be rearranged based on
different times and contexts and that through comprehension, knowledge is refined,
elaborated and integrated. Reflective practices involve the process of comprehension as the
facilitator questions and reframes her own assumptions and beliefs to better understand the

origin of her perspective and emotions.

It is my assumption, as it is Kolb’s, that the use of these two knowing processes,
apprehension and comprehension, while very different, can also be complementary, thus
offering an opportunity for the individual to experience a deeper, more complete sense of
knowing. Through both inner work and reflective practices (apprehension and
comprehension) the adult educator is offered an opportunity to engage different ways of

knowing as a means to a deeper understanding of self.

Another theory that offers additional insight into the nature of these two different ways of
knowing and being in a society is presented by Peter Reason (1994). Reason, drawing on

LR INY3

the work of Owen Barfield, borrows the terms ‘“original participation,” ‘“unconscious
participation” and “future participation” to describe how we as human beings have evolved
in terms of our way of understanding and relating to one another in a given society. In
original participation, there was a deep experiential sense of “oneness” with one’s

immediate environment and with the Universe. The distinctions of an “either-or”
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consciousness were not relevant. According to Reason, original participation is found

primarily in societies based on hunter-gathering and horticulture.

In such societies economic activities, myth, ceremony and story-telling knit
together in an integrated whole ... Such people will experience themselves as
embedded in and part of their local ecology. Body, emotions, mind and spirit
will all be integrated aspects of the whole human person, integral aspects of
their way of sensing and experiencing (Reason, 1994, p. 20).

In contrast, in unconscious participation of modern society, there is both an absence of a
felt sense of knowing that we are one with each other and one with the world, and a

differentiation and subsequent polarisation. Reason (1994) states,

Such societies will experience themselves as separate from a hostile and
chaotic natural world, and strive for control over it. Mythological processes
will be unconscious and devalued, and intellectual processes overvalued,
science eventually taking over as the new (unconscious) myth (Reason, 1994, p.
23).

Reason points out that while original participation denies differentiation, unconscious
participation denies communion. Therefore, neither of these forms of consciousness is
sufficient (p. 29). It is Reason’s premise that different aspects of participation may coexist
in an individual and in a culture at different points in time. An individual might experience
these different aspects of participation in terms of cycles of phases. For example, Reason
points out that one might experience the sound of the ocean during meditation
(experiencing a oneness with nature); label the sound as the sound of the ocean (thus,
briefly differentiating through reflection), notice the labelling (continuing to briefly reflect);
and then choose to sink back into identity with the immediate experience (again
experiencing oneness with nature). When this happens in meditation, the mind is drawn
away to our thoughts and then gently drawn back to our breathing and to our immediate

presence and apprehension (p. 31).

Reason (1994) refers to the above example as a way of being that reflects future

participation. Reason describes future participation as
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A form of consciousness rooted in concrete experience and grounded in the
body; characterized by self-awareness and self-reflection...there is a much
deeper appreciation of the alienating power of conceptual language and more
active and aware use of imagination and metaphor (p. 33).

Reason proposes that an inquiry community can offer a space to practise future
participation. In this kind of setting, individuals are invited to become self-aware, and self-
reflective, allowing for the reframing of ideas and perspectives based on the emergence of
new information. Optimally, such a community will also allow for other ways of knowing
that are not cognitive, such as knowing that comes through intuition, imagination and an
awareness of the physical self. According to Reason, this type of human inquiry “can be

seen as a discipline for the cultivation of future participation” (p. 39).

The nature of this dissertation is similar to the kind of community inquiry described by
Reason in future participation. The inquiry co-researchers engaged in a process that
involved valuing and integrating the different ways of knowing as described in future
participation, although in a much more limited way. Such a process, involving different
ways of creating meaning, also recognises the adult educator’s role in valuing both
apprehension and comprehension in relating to one’s experiences as described by Kolb

(1984).

Understanding the meaning and experience of emotion in professional practice

The expression of emotions within adult learning experiences is not hard to discern. In the
context of the research for this inquiry, many ways of uncovering, dealing with and
processing emotion, as primary and secondary tasks to learning, took place. However,
understandings of emotion are shaped by specific socio-cultural (Denzin, 1984; Hochschild,
1983; Horowitz, 1988; Katz, 1999; Lupton, 1998; Lutz, 1988; Lyons, 1995) and psychic
contexts (J. Chodorow, 1997; N. Chodorow, 1999; Denzin, 1984; Hillman, 1975; Moore,
1992; Ulanov, 1999; Woodman & Dickson, 1996).

Through learning and acculturation, we construct the meanings we attribute to emotional

states, reflecting “aspects of cultural meaning systems people use in attempting to
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understand the situations in which they find themselves” (Lutz, 1985, p.65). The meanings
we attribute to emotional states also inform us about the broader social world and
ourselves. As Denzin (1984) suggests, “To understand who a person 1is, it is necessary to
understand emotion” (p. 1). Emotions always refer to the self, providing us with a means
for developing self-knowledge. They are an integral part of how we interpret and make
sense of the day-to-day events in our lives. As we look at and come to understand our
sense-making practices in daily life and the ways emotions constitute that practice, we

reveal ourselves more fully to ourselves and to others.

Our experience of emotion, however, and our understanding of self arise from more than
just rational, conscious thought processes mediated by cultural symbols (Lupton, 1998). As
in the different stories developed in this thesis, I sometimes found myself feeling strongly
about something or toward someone, without consciously knowing or understanding why
or from where these feelings came. Emotional experiences are often shaped by strong inner,
extra-rational dynamics (N. Chodorow, 1999). They are not always expressed through
words but gain voice in dreams, fantasies, or other imagined aspects of our day-to-day

world.

Emotions, then, give voice to our fundamental sense of irrationality (N. Chodorow, 1999).
Through our emotional experiences, we recognise that our conscious sense of agency is
often subverted by desire. In these situations, we experience a self that seems ambivalent,
contradictory, and fragmented. Our consciousness seems populated by multiple voices,
each claiming a different sense of reality (Clark & Dirkx, 2000). Thus, experience of
emotion often reveals a multiplistic, contradictory self. Understanding of these multiple
selves is achieved not only through conscious, rational, and self-reflexive practices
(Mezirow, 1991) but through the products of our memory and imagination, the images that

come to populate consciousness (Dirkx, 1998).
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Defining emotion

A continuing theme in the literature on emotion is the extreme difficulty of defining it

(Gilbert, 1997; O’Reagan, 2003). LeDoux (1996) makes the point that

Everyone knows what [emotion] is until they are asked to define it (p. 23).

It might be suggested that this may be one reason for the lack of wide research on emotion
in different academic disciplines. However, emotion is considered to be multi-faceted and

diverse, and so are many of its definitions.

Emotion could be categorised as being part of what is known as the “affective realm”. In
The Encyclopaedia of Psychology (Wertlieb, 1984), the section on Affective Development

begins with a definition of affect:

Affect, as a feature or type of behaviour, and hence a form of psychology is one
of the least understood and most difficult problems in the field. “Affect” relates
to and/or encompasses a wide range of concepts and phenomena including
feelings, emotions, moods, motivation, and certain drives and instincts.

The affective realm is constructed by Goleman (1995) as follows:

Each of these [anger, sadness, fear, enjoyment, love, surprise, disgust, shame]
families has a basic emotional nucleus at its core, with its relatives rippling out
from there in countless mutations. In the outer ripples are moods, which
technically speaking are more muted and last far longer than an
emotion...Beyond moods are temperaments, the readiness to evoke a given
emotion or mood that makes people melancholy, timid, or cheery. And still
beyond such emotional dispositions are the outright disorders of emotion such
as clinical depression or unremitting anxiety ... (p. 290).

Within this affective realm, emotion appears to be the source phenomena from which other
entities in the affective sphere (moods, temperaments, emotional dispositions, emotional

disorders, etc.) flow.
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Across disciplines, a review of different perspectives on emotion shows that emotion is
conceptualised as (a) inherent or biologically driven; (b) socially constructed; (c) an

integration of inherent and socially constructed; and (d) extra-rational.

From the inherent or biological perspective, emotion is conceptualised as an “internal
feeling, or an experience involving such a feeling” (Lupton, 1998, p. 10). In other words,
emotions are seen to be “hard wired” — part of the biology of humans, and not learned.

Sylvester (1998) defines emotion as:

An unconscious body and brain system that alerts us to dangers and
opportunities. It activates our powerful, multifaceted attention system in order
to organize the myriad conscious and unconscious rational systems that our
brain uses to solve the current challenge. Emotion and attention thus become
the pathways into all rational cognitive behaviour (p. 35).

The research findings of Paul Ekman, as cited by Goleman (1995, p. 290) support the
inherent or biological perspective. More will be said about the biological aspect of

emotions later in this chapter.

In contrast to the inherent or biological perspective on emotion, from a socially constructed
perspective, emotion is considered to be learned behaviour, shaped and constrained by
social processes and institutions. Advocates of this position argue that emotion is entirely a
product of social construction. Evans (2001) asserts that for most of the twentieth century
the predominant theory of emotions was that emotion was socially constructed,

“transmitted culturally, much like languages” (p. 4).

From another perspective, emotion is considered to be a blend of the inherent and socially
constructed perspectives. For example, the cognitive theories of emotion and the theoretical
frame of the “weak” social construction are blended. In doing this, emotion is recognised as
having a strong inherent component but also considered to be a function of the judgment
and assessment of the social context (Lupton, 1998). Although the existence of basic,
inherent emotion is acknowledged, there is also recognition that there are culturally specific

emotions which Evans (2001) defines as “less innate than basic emotions, but more innate
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than culturally specific ones ... they are not so automatic and fast as basic emotions nor are

they universally associated with a single facial expression (p. 27).

Similar to the cognitive theories that blend both inherent and socially constructed views of
emotions, “weak” social constructivism acknowledges the role that biology plays in felt and
expressed emotions. However, weak social constructivism, according to Lupton (1998)
“takes more of an interest in social and cultural aspects of experience and understanding of

the emotions ... (p. 15).

Others argue for a truly blended approach to viewing emotion. Ford (1992) defines emotion
as conceptualised but integrated. He sees it as consisting of three integrated components: an
affective component, a physiological component and a transactional component. Lupton
(1998) also takes an integrative view of emotion. She writes, “Like the body itself
emotional states serve to bring together nature and culture in a seamless intermingling in

which it is difficult to argue where one ends and the other begins” (p. 4).

The last major perspective from which emotion is viewed is the extra-rational perspective —
or that which is beyond conscious thought process. This perspective acknowledges the role
that the biological and the social play in the understanding of emotions, but it takes one step
further. It argues that emotions happen at the unconscious level of experience and that the
unconscious can be a powerful source of emotional response (Denzin, 1984; Dirkx, 2001;

Lupton, 1998).

Yorks and Kasl (2002) assert that because of the under-theorising of emotion in education,
adult education writers tend to “conceptualize rational discourse and the affective as
separate and distinct from one another, even while acknowledging that people learn
holistically” (p. 190). Some educators criticise a way of knowing that privileges rationality.
Michelson (1996) observes “the cerebral, the objective, the universal are seen as superior to
the subjective and particular ... [in order to] have power over experience” (p. 444). Mary
Stone Hanley (as cited in Yorks & Kasl, 2002) views this rational mindset to be

“emotionally repressed”. She argues “over reliance on the mind limits learning” (p. 184).
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New awareness in the value of emotion

Taylor (2001), in summarising the neurobiological research into emotions, writes “feelings
have been found to be the ‘rudder of reason’, without which it wanders, aimlessly with little
or no bearing in the process of making decisions” ((p. 234). Pert’s important research
suggests that “molecules of emotion” or messenger molecules called “peptides” are
distributed throughout the body. Thus the bloodstream becomes a kind of second nervous

system, influencing “feeling states” (Jensen, 1998, p. 77).

In recent research on the role of emotion in learning, Hargreaves (2001) devised a
conceptual framework he termed “emotional geographies of teaching” that focuses on “how
teachers’ emotions are embedded in the conditions and interactions of their work” (p.
1058). Kort and Reilly (2002) argue the importance of the interplay between emotion and
cognition in learning. They propose a model for thinking and positing questions about the
role of emotion in learning in which they theorise the connectedness between emotion and
learning. Yorks and Kasl (2002) argue for an expanded theory of adult learning that
“positions affect as a central feature of learning” (p. 189). Taylor (2001) argues that
Mezirow’s theory focuses on critical reflection and minimises the role of emotions and
feelings in the perspective transformation process. He suggests that the theory needs to
account for the “emotional” nature of rationality and the unconscious ways of knowing —
what he terms “implicit memory” (p. 218). Finally, O’Reagan (2003) argues, “any theory of
learning which fails to take emotion into account of this centrality (the centrality of
emotion] is lacking a critical element and is, therefore, seriously deficient in its

representation of reality” (p. 89).

The research literature also looks at specific ways in which emotion drives learning.
D’Arcangelo (1998) asserts that complex learning is enhanced by challenge and inhibited
by threat. Shelton (2003) argues that “emotional awareness” is the key to effective
teaching. Similarly, Kovalik and Olson (1998) suggest “we remember little of content that

has no emotional tag on it” (p. 29). Woolfe and Brandt (1998) argue that learning is
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strongly influenced by emotion. Newmann (as cited in Cobb & Mayer, 1998) suggests,
“higher-order thinking can be enhanced through empathic teaching” (p. 18). Finally, the
research of Rowe (2006) on the role of emotion in on-line learning highlights the notion
that connectivity between teacher and learner is greatly enhanced when the issue of
emotionality in on-line learning is managed and dealt with clearly in the communication

transaction on-line.

Summary of various kinds of literature used in the first part of this literature review

In the area of reflective practices

Brookfield (1987), Mezirow (1991), and Reason and Rowan (1981) explore the concepts
of critical reflection, critical thinking, and critical subjectivity, all of which involve
examining assumptions and biases and exploring possible alternative perceptions and
behaviours. Brookfield informed my thinking around the value of critical thinking to
teachers and group facilitators. Brookfield (1987) cites Myers in pointing out that “by
modelling reflective thought in lectures and discussion, teachers can do much to encourage
this frame of mind in their students” (p. 85). I see this as being the role of both teachers and
facilitators in adult learning environments that value reflective learning. Exploring the adult
education experiences of my co-researchers and myself in this manner became the primary

interest of this dissertation.

Individuals and organisations who/that are aware of the value of reflective learning must
also be committed to finding ways to develop and model such skills as leaders, teachers,
consultants or facilitators. While the others talk about the importance of modelling
reflective thinking, Reason and Rowan (1981) more clearly articulate the step of
communicating one’s biases and prejudices to the group while teaching or facilitating in an
effort to create an environment where all individuals are encouraged to question their
assumptions. While the authors in the field of reflective practices use different terminology,

in reading the examples given by each, the intent and behaviour seem to be the same. I have
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engaged their theories around reflective practices to see what I might come to know about

the inner and outer processes of the adult educator.

In the area of managing difficult emotions and Jungian psychology

The work of Amy and Arnold Mindell has also guided my thinking in relation to my
inquiry question. The Mindells’ work led to my interest in exploring how adult educators,
in general, might use experiential group settings as an opportunity for their own growth in

consciousness.

Amy Mindell (1995) uses the term “metaskills” to refer to the “feeling attitudes” of the
adult educators who facilitate large groups. These attitudes are helpful in expanding this
arena to recognise the value of emotional awareness to adult educators who facilitate a wide

range of group processes.

According to Arnold Mindell (1995), “Before we can transform communities with conflict,
we have to be able to survive it ourselves. A special kind of inner work is needed to
transform us into elders who can “sit in the fire” (p. 33). As mentioned, earlier, Mindell
emphasises what he terms “dreaming” (a lucid dreaming process which combines elements
of active imagination and guided visualisation) as a means of exploring the unconscious
through imagery or symbolism for the purpose of expanding awareness around individual
and group meaning. Lucid dreaming refers to a dreamlike state of consciousness while

awake.

As mentioned earlier, Boyd and Myers (1988), Johnson (1986), and Smith and Berg’s
(1987) work on exploring the personal and collective unconscious further guided my

thinking around the importance of inner work to the adult educator.
Storr’s (1973) book on Jung also provided the groundwork for my understanding of the

mythical and the collective unconscious. Jung’s work provided the foundation for many of

the other authors that influenced my thinking in the early stages of my dissertation process
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(Johnson, 1986; Boyd & Myers, 1988; Smith & Berg, 1987; Arnold Mindell, 1992, 1993,
1995, 2000; and Welwood, 2000, to name a few) and continued to have an even greater
impact through the literature discovered in the exploratory phase of my literature review

process. Storr helped me to gain greater insight into Jung’s theoretical framework.

In the area of adult education as group facilitation

In the area of adult education as group facilitation, I was guided by the work of Dale
Hunter, Anne Bailey and Bill Taylor (1995) and very much by John Heron (1999). Heron
talks about the transpersonal side of group facilitation, which he describes as allowing an
immanent power within to shape one’s unique expression. Hunter et al. quote Heron as

stating,

You let your distinctive behaviour well up out of some presence far more deeply
interfused. What you say and do is a personal manifestation of some movement
of the spirit within.

There’s an inner source, a wellspring of personal potential and it’s an
accessible mystery (Heron as cited in Hunter et al., p. 220).

The focus is on allowing the unknown to unfold as it manifests in the person of each
individual. I suspect that the adult educator who has taken the time to do his or her own

inner work may become a more conscious leader in this process.

In the area of transformation, transformative learning and transformative education

The term “transformation” is often used in relation to psychological notions about
significant personality changes. The work of Jung (1969), Neumann (1954, 1959), Jacobi
(1967) and Gould (1978), form a significant body of literature concerned with
psychological transformation (Boyd & Myers, 1988). Boyd and Myers point out that,

Although all transformations do not lead to the expansion and integration of an
individual’s personality, it is only through transformation that significant
changes occur in the individual’s psychological development (p. 262).
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Elias (1977) also talks about “the resourcefulness of the unconscious in our effort to
transform our fundamental perspective on the world” (p. 3). Elias refers to the

“apprehension” of frameworks of meaning that emerges from the unconscious. He states,

Transformative learning is facilitated through consciously directed processes
such as appreciatively accessing and receiving the symbolic contents of the
unconscious and critically analysing underlying premises (p. 3).

Among these authors, transformation is seen as being important in moving individuals
toward an active realisation and integration of all dimensions of their true being. Working

toward this level of integration is ultimately my personal goal as an adult educator.

It is my assumption that since such emotions and feelings sometimes surface unexpectedly
while facilitating adult learning groups, using such an incident as an opportunity to explore
the unconscious feelings and emotions at the core of one’s response could result in a

transformative learning experience for the adult educator.

Transformative learning theory, as articulated by Boyd and Myers (1988), Mezirow (1991,
1995), Cranston (1994), Taylor (1997), Clark (1997), Dirkx, (1997, 1998) and Elias (1997),
to name a few, has led to the perception of adult learning as a process of personal meaning-

making.

It was through my introduction to transformative learning theory that I first became aware
of the value of ascertaining meaning not only through an intentional cognitive process of
reflecting on assumptions, but also through a process of intuitively noticing what symbolic
meaning surfaces through a more arcane exploration of the unconscious. It was this
premise, relative to transformative learning processes, that supported my own thinking with
regard to the importance of using both comprehension and apprehension — two ways of

knowing — in an effort to gain greater insight into self-knowing.
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Gozawa (2000a) acknowledges the challenges that facilitators face in embracing conflict
and emotion during profound transformative learning moments. In pointing out that their
behaviour may be informed by their emotional reaction in the moment, she offers “a
philosophical framing of why facilitators and learners, despite their understanding of
transformative learning theory, might experience deep fear in such moments” (p. 1).
Gozawa offers her insight into what needs to shift within educators or facilitators if they are
able to help make critical incidents in learning into transformative learning moments for
their students. Her insight informed this inquiry by helping me to see the potential value, as
an adult educator, of using an emotionally triggering experience occurring as a result of

group facilitation as an opportunity for transformative learning.

In the area of story-telling

While our stories in this inquiry offered the all-important seeds for our growth to
consciousness, the growth process itself could not have happened without rich nutrients —
the literature — to assist in uniquely shaping the full body of the tree. Much of the literature
that guided my thinking in contextualising this research was introduced to me through my
studies in adult education. In the same manner that nutrients continue to offer magical
ingredients to nourish and support the tree throughout its growth cycle, the literature
discovered in this review deepened my own awareness and continued to shape the branches

of my consciousness.

Part Two: Clearing the Ground

I will now turn to the area of emotion as it is described through a variety of lenses in the
literature on adult learning, emotion theory, neurological functioning, critical
poststructuralism, postmodernism and memory. I have reviewed this literature separately in
an effort to clarify the variety of positions one can take. Finding this literature and
reflecting on it is part of the organic nature of this inquiry, the rich soil in which this

inquiry is rooted.
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Emotional dimensions are a foundation for learning

A growing body of research suggests emotions and feelings are more than merely a
motivational concern in learning. Postle (1993) argues that affective, emotional dimensions
provide the foundation on which practical, conceptual, and imaginal modes of learning rest.
“Brain-based” theories (Damasio, 1994, 1999) and the concept of “emotional intelligence”
(Goleman, 1995, 1997) suggest that emotion and feelings are deeply inter-related with
perceiving and processing information from our external environments, storing and
retrieving information in memory, reasoning, and the embodiment of learning (Merriam &
Caffarella, 1999; Taylor, 1996). Recent studies of transformative learning, including those
studies which use organic inquiry as a key methodology, reveal extra-rational aspects, such
as emotion, intuition, soul, spirituality, and the body, as integral to processes of deep,

significant change (Clark, 1997; Dirkx, 1997; Nelson, 1997; Scott, 1997).

Adult educators seem to be appreciating more and implementing the expressive, affective
and imaginative, as modes of knowing in their own right (Heron, 1992; Jaggar, 1989;
Nelson, 1997; Willis, 2000). These authors argue that imagination plays a key role in
connecting our inner, subjective experiences of emotions and feelings with the outer,
objective dimensions of our learning experiences. These relationships and dialogues are
mediated largely through what Hillman (1975) refers to as “imaginal” approaches, such as
dream work, free association, fantasy, active imagination, and other forms of creative
activity. These approaches bypass ego consciousness and allow for expressions of deeper

dimensions of our psychic lives.

Fostering emotional reflection creates meaning

“Dealing in” emotions and feelings for the educational transaction seeks a deeper
understanding of the emotional, affective, and spiritual dimensions that are often associated
with profoundly meaningful experiences in adult learning. Journal writing, literature,
poetry, art, movies, story telling, narratives, dance, and ritual are specific methods that can

be used to help foster transformative learning in our relationships with others and with the
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world. By approaching emotionally charged experiences transformatively, rather than
merely conceptually, learners locate and construct, through enduring mythological motifs,
themes, and images, deep meaning, value, and quality in the relationship between the text

and their own life experiences.

Emotion theory

Recent work on the theory of emotion by sociologist J. M. Barbalet (1998) is useful in
foregrounding the emotional context of learning. Barbalet points out that although there is
no consensus in the literature defining “an emotion”, there is agreement that emotion
includes three elements:

a subjective component of feelings, a physiological component of arousal, and
a motor component of expressive gesture (Barbalet, 1998 p. 86).

Significantly, he and others such as Scheff (1997) characterise emotion as compromising
cognitive and dispositional elements. Emotion states include decision-making and a
disposition to act, and so emotion has elements of reason and action as well as of feeling.
Emotion can no longer be (dis)regarded as a synonym for irrationality.

In the literature on emotion, shame has become prominent in recent years (Frijda, 1994;
Kitayama, 1994). I was especially drawn to the research of Scheff (1991) who describes
shame as the “master emotion”, basic to the dynamics of relationships because of the way
in which shame generates alienation while its opposite, pride, accompanies solidarity. He

argues that

Shame is crucial in social interaction because it ties together the individual and
social aspects of human activity as part and whole. As an emotion within
individuals it plays a central role in consciousness of feeling and morality. But
it also functions as signal of distance between persons, allowing us to regulate
how far we are from others ... (pp. 13, 14).

Distance between persons in social settings is a strong indicator of acceptance and rejection
by those one looks to for recognition. This can be seen particularly in learning settings. The
shame generally accompanies distance, whether through one’s own conscience or through
distancing by others. Scheff writes that shame is “a normal part of the process of social

control” (Scheff, 1997, p. 74) in families and the wider society. Shame and pride are
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significant in learning experiences, which make learning possible (Ingleton, 1994). They
are also fundamental in the formation of confidence, anxiety and fear. Pride and shame are
central in the construction of identity, and so are significant in the theorising of emotion

and learning, particularly in the context under discussion in this thesis.

Emotion, learning and neurological functioning

In an attempt to explore further the nature and function of emotion during important adult
learning exchanges, I am calling on three different, separate areas of research and
theorising. These areas are critical postmodernism, particularly in relation to knowledge
and meaning; constructivist ideas about learning; and neurological research in brain
functioning as it relates to emotionality. After briefly outlining some of the most pertinent
ideas from each of these areas, I will attempt to draw together strands from each to identify
key elements of how learning happens and apply it to develop ideas in this study about

emotions in learning.

Critical postmodernism

Critical postmodern theorising is associated with a contestation of what is taken to be core
assumptions within modernism. Amongst these, the impartiality and objectivity of
knowledge, meaning and/or truth, and the unitary identity of persons are identified as
significant areas, which are open to question, and re-evaluation (Yeatman, 1994). Yeatman
argues that epistemological foundationalism is based on assumptions that language and
knowledge stand outside, and are free of the power regimes in which they were constructed.
This process posits language and knowledge as conduits (Yeatman, 1990) or as mirrors
(Yeatman, 1991, 1994) which, being singular in meaning, can be claimed to be “objective”
and universal, because such cultural elements are held to be untainted by social conditions
and or personal interpretation. A postmodern critical perspective challenges such
assumptions, arguing that knowledges and meanings are considered to be culturally and

historically situated, and saturated with previous power contests. Knowledge is therefore
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understood to be political, contested, and irresolvably multiple (Foucault 1980; Kenway,

1992; Martusewicz, 1992).

In this context every person is understood to be both positioned within the discursive
traditions that have formed them (Yeatman, 1994) and as an individual who experiences
and interprets those traditions according to their own multiple and complex positionings,

within different and sometimes disparate roles and relationships.

This perspective of knowledge and “knowers” differs from a modernist, pluralist view that
regards knowledge as culturally relative. The postmodern critique takes account of the
contestation and power struggles, which are integral to knowledge and meaning
construction. It also differs because, in not giving higher status to particular forms of
knowledge, which in the past in western society has usually been “scientific” knowledge
(Belenky, Clinchy, Goldberger & Tarule, 1986; Minnich 1990; Yeatman, 1991; 1996), it
also allows space for recognising multiple forms and sources of knowledges, multiple

meanings and interpretations.

In this inquiry, my co-researchers and myself ponder on the many different ways my
recollections of adult learning scenarios provide different ways of knowing about learning.
In particular, this inquiry is situated within the postmodern genre through its
methodological stance using an arts-based inquiry design, as an intentional way of

attempting to identify different ways of knowing as a research tool.

Constructivist ideas about learning

My inquiry also leads me to literature that looked at ways of learning through a
constructivist lens. One of the central tenets of the constructivist view of learning is that
knowledge does not exist outside people, “there is no knowledge without a knower”, [and
that] “the knower personally participates in all acts of understanding” (Kincheloe, 1991,

p.26). Transformative learning, therefore, is a process of meaning-making through an
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interaction between a person's experiences, her/his existing constructs, and the

information/ideas that are available to her/him.

Another, associated tenet of constructivism is a rejection of a realist and/or rational view of
knowledge. This understanding of learning is diametrically opposed to the positivist
position that “objective” knowledge is there to be accumulated by the learner. When a
constructivist argues that all knowledge and meaning are social artefacts, they are
recognising that, whilst it is the individual who constructs meaning, meaning-making is
never done in isolation from the social context (Bourdieu, 1971; Freire, 1970, 1985).
Culture, language(s), politics and history inevitably influence this context. Therefore when
a person learns, s’he constructs her/his own knowledge and meaning(s) according to what
s/he already knows, within the social, historical, and linguistic, context(s) of her/his

learning.

A focus of constructivism is therefore not on an “external reality”, but on how people
organise and impose interpretive structures on their experiences to make meaning. The
process of meaning-making is understood to be a continual process is which learners
actively interpret new experiences, which may act to transform their prior knowledge. In
these processes, each person’s system of constructs is not seen as an exact replication of
external reality, but as a set of “working hypotheses” or “frames”, which that person uses as
if they were reality. Over time these mental constructs become that person’s reality, as they
see it (Crebbin 1995). But whilst a person’s “world-view” may frame how they see the
world, such processes are understood to be rarely linear or uni-dimensional. It is considered
much more likely that they are experienced as part of an “ever-evolving, dynamic
complexity” of problematic and unpredictable cycles which have no final resolution

(Bawden, 1991).

The place of emotion in learning, then, relies on the idea that personal constructs are
constituted by both emotive and cognitive aspects of oneself. Emotions can be a conduit for
learning, for they can provide the learner with another means of viewing oneself and the

world.
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Neurological research in brain functioning

In this section 1 would like to draw more deeply the connection between emotions and
learning, as evidenced by different areas of research into brain functioning. This, too, is
seen more as “clearing the ground” in the organic inquiry sense, than as evidential
quantitatively, in that the presence of emotion in learning is an imperative that cannot be
denied. The aim is to shed more light on the consistent points of view that have been
building in this literature review, by showing that emotion is “hard wired” in each human

being as an effective and efficient way of knowing.

Since the development of techniques which allow for non-invasive monitoring of brain
functioning, it has become possible to construct a much clearer understanding of how the
brain functions. Currently there are two different areas of research. Possibly the most well
publicised are the various forms of “brain mapping” which produce visual images of a
person’s brain showing areas of increased oxygen usage and/or electrical currents as a
specific task is performed (Haberlandt, 1998). This has led to a greater understanding of

which areas of the brain are involved.

Some of the important insights from this research are that:

a.  itisnot only the cortex which contributes to learning and thinking. The “lower brain”
or limbic system, particularly the thalamus and hypothalamus are significantly
involved in the communication of information;

b.  learning and thinking do not occur in separate parts of the brain, but involve the

whole of the brain, to different degrees.

This knowledge that the whole of the brain, including the “lower brain”, contributes to
learning is important, because it makes it possible to understand that emotion, personal
interpretation, and varying levels of consciousness, are involved in constructing meaning as

well as memory. The fact that there is a neurological explanation, which outlines the
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involvement of emotion in the learning transaction as being legitimate and valid, adds
strength to the notion that there is more to understand about emotion in the learning

transaction.

Alongside that research, there is work being undertaken to try to identify the neurological
processes that are involved in learning, memory and consciousness (Kandel, 1995). It is
some of the different aspects of this work that I am finding most useful in trying to re-
conceptualise what we mean by learning, and knowing. In this, there are four different
areas of research that I see as contributing important information: the electro-chemical
processes involved in the transmission of messages; levels of consciousness; how memory

is stored and retrieved; and emotions in learning and memory.

Electro-chemical processes involved in transmission of messages

From my searching for explanations of how memory is stored through the use of
neurochemistry, I conclude there is now a “plausible” explanation of the memory
mechanism of brain circuitries involving physiological/chemical processes (Lynch, 1999,
p.1). This research has begun to highlight the complexity and multiplicity of the learning
process. For example, it has been estimated that there are approximately “100 billion
neurons in the human brain and each has about 10,000 contacts with other neurons”
(Department of Psychology, California State University (DPCSU), 1999, p.1), and that at
any time a neuron can be receiving thousands of messages (DPCSU, 1999). These
messages are carried through the movement of chemicals known as neurotransmitters,
which move across the synaptic space between an axon of one neuron and a dendrite of
another. At the moment there are known to be approximately 100 different varieties of

neurotransmitter in the brain (DPCSU, 1999, p.3).

The contribution of these findings to my research in trying to uncover the place of emotions

in adult learning includes the understanding that:
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Any thought process, or “learning experience”, involves multiple sources of
information including information from different sensory modes (Crick & Koch,
1990; Bergenheim, Johansson, Granlund & Pedersen, 1996), which are processed in
the thalamus and hypothalamus and are then distributed to the cortex (Kandel, 1995).
A signal is transformed as it passes from one part of a neuron to the next, and also as
it passes through the synapses from one neuron to the next. Each message undergoes
a series sequence of analysis, re-coding and elaboration which involves both parallel
processing and integrative linking (Hoyenga & Hoyenga, 1988; Kandel, 1995).

All of these processes involve several different chemical neurotransmitters, each of
which carries its own form of instructions (Schwartz, 1995).

At least some of these neurotransmitters carry messages of emotion, awareness,
and/or intention which become inextricably linked with the information. For
example: the importance of arousal, intent, and associated with this, a sense of self, is
recognised as integral components of learning, memory and thought (Penrose, 1994,
pp. 35-36); incoming stimuli are thought to be subjected to an emotional evaluation
which contributes to, but is separate from, the conscious awareness of emotion
(Reiman, Lane, Ahern, Schwartz & Davidson, 1996); and emotional arousal is
considered to be critical for enhanced conscious memory (Cahill, 1999, p.1).

The actual processes of signal transmission and recognition within the neuro-system,
and across the different message systems, are the same (Kandel, 1995). This does not
vary with age, race, or gender. What does vary is the meaning that each individual
makes of those signals

The response(s) to incoming messages depends on the person’s interpretations, which
are influenced by their interpretation of the context, plus their expectations (Kandel &

Kupfermann, 1995a).
These findings are of critical importance to this study. Emotionality in learning is present,

whether it is acknowledged or not. The factors that are involved in naming, exchanging and

sustaining emotion in critical learning transactions are then extremely important.
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Consciousness

Traditional thought about adult learning seems to have been firmly based on assumptions
that learning only occurs when the learner is consciously focusing on the “teacher” and/or
the content. An example of this is the teacher requiring students to have nothing in their
hands and to focus on the teacher. Another example is the “time-on-task™ research that was
popular in the 1980s. In worksites, examples of informal learning might involve an
interviewee listening to an interviewer, or a supervisee focusing on a supervisor’s

Instructions.

In contrast to these assumptions, neurological research has made it clear that there is a great
deal of information that is processed by the brain at a sub-conscious level(s) and that we
only become aware of impacting signals when they reach a certain threshold level (Kandel,
1995). Some of the most recent research in consciousness has indicated that a great deal of
our emotional evaluations, information-processing, and meaning-making are interactive
processes which occur at pre-conscious or sub-conscious levels (Kihlstrom, 1996; Reiman

etal., 1996; Schwartz, 1996).

It is also now recognised that learning and interpretation can occur during what Koch
(1996, p. 250) refers to as “subliminal perception” and/or “learning without awareness”.
This kind of learning/meaning-making rarely comes into consciousness as explicit
knowledge. We may not be aware that critical learning transactions are, in fact, emotionally
charged. These latter processes seem to be particularly sensitive to the interpretation of
contextual cues and are understood to have the potential to frame and impact on subsequent

learning.
How memory is stored and retrieved
At least one part of the “lower brain”, the hippocampus, appears to be involved in the

mapping of connections within/between events. It is also the place where information is

stored before it is re-processed and transferred to other parts of the brain to be stored as
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long-term memory (Boitano, 1996). Time is needed for this re-processing and consolidation
of memory. Information can be stored for several days before it is re-processed for storage.
Therefore, only information that has made a strong impact, either through powerful
emotional connections, or the significance of the meaningful links which the person
constructs, survives to be stored in memory (Haberlandt, 1998). The greater the
contribution of meaning, the stronger the memory trace will be. (Kupfermann & Kandel,

1995).

Contrary to the previous language of memory as re-call or retrieval, there is evidence from
research in neuropsychology that indicates that memories are not stored intact in any one
part of the brain to be retrieved, but are stored in distributed, but specific, areas which are
connected through linking networks. In recall the information/knowledge is re-constructed
through complex re-activation and re-connection processes (Freeman, 1995). But this does
not mean that each retrieval requires exactly the same processes as the initial experience. It
seems that repeated similar events, or even some single events, can establish links, or
pathways, which may be characterised by changes in the protein structure of the synapses
(Flanagan, 1996), a process associated with increased synaptic strength which lasts
indefinitely (Lynch, 1999). The strength of the memory trace is dependent on the degree of

elaboration and the complexity of the meaning network (Haberlandt, 1998).

By linking these ideas with the previously mentioned understandings of neurotransmission
of messages being multiple rather than singular, it seems that the processes of memory re-
activation and re-connection potentially bring together all of the different forms of
information, including sensual and emotional, plus the interpretations and meaning(s) that
were part of the previous experience(s). This supports a notion of memory being made up
of multiple rather than singular messages that have been “bound together” across networks,
in some way (Crick & Koch, 1990). In some of the research on how memories are retrieved
as a re-construction of meaning(s), the centrality of the self, as the constructor and corrector
of meaning(s) (Conrad, 1996), and/or the impact of the emotions in the experience(s), is

acknowledged (Penrose, 1994; Reinman et al. 1996; Cahill, 1999).
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Emotions in learning and memory

It appears from this research that there is no such thing as a behaviour or thought, which is
not impacted on in some way by emotions. The prefrontal cortex, which is involved in
cognitive functioning, is not directly connected to any of the sensory systems. Even the
simplest purposeful behaviour requires several kinds of sensory information to be
integrated. This means that all of the messages must be linked together and/or re-directed
(Jessell, 1995; Kandel & Kupfermann, 1995b). In this process these messages are
inevitably linked with information about the person’s emotional state, intentions and

expectations.

There are no neurotransmitters for “objectivity” but, even in the simplest response to
information, signals are linked with possibly several “emotional” neurotransmitters such as
epinephrine, dopamine, and serotonin (Haberlandt, 1998). The neurotransmitters which
carry messages of emotion are integrally linked with the information, during the initial
processing, the linking of information from the different senses (probably initially in the
thalamus and hypothalamus), and again in the re-processing and re-call. It becomes clear,
therefore, that there is no thought, memory, or knowledge that is “objective”, or “detached”

from the personal experience of knowing.

To challenge traditional “scientific” assumptions even more strongly, the evidence that a
great deal of this processing occurs at a pre-conscious or sub-conscious level suggests that
the leamer/knower is not conscious of these embedded messages and therefore cannot
access them in an explicit way. For example, a person who has had a negative experience in
a particular context (subject area; sporting activity; particular environment; particular
person; institution) may know that they are reluctant — feel anxiety — to re-enter that
context, but not know why. Such a reaction to negative experience is therefore not logical

or rational, but is an integral part of the meaning for that person.

So, although emotionality has for years suffered from being typecast as irrational, and

therefore dismissed, it now appears, through this recent neuropsychological research, that it
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is eminently rational, and importantly so, and cannot and should not be dismissed from

learning exchanges. In fact, it seems that it is impossible for this to happen.

Key elements in emotionality

In drawing ideas from, and making links between, these three different separate areas of
research and theorising, I have identified a number of what I see as key elements which are
probably not found in most previous understandings of adult learning that are based on
positivism and memory analysis, only. In some more recent approaches to adult learning
that value critical reflection (Boud, etc.) and transformative learning (Mezirow, etc.) there
are attempts to understand the nature of emotion in knowing and learning. Some educators
have voiced criticism that the role of emotion has not been illuminated enough even in
recent adult education theories (Hart). Understanding the elements of emotionality needs to

be given consideration to further and change our understandings of how learning happens.

The four most obvious key elements are:

a.  The significance of each individual's personal meaning(s). The learner is the person
who constructs meaning from experience, and who has choices about the
interpretations that s/he makes. Emotion within a learning experience happens
automatically, neurologically, and therefore is a legitimate, normal, rational

phenomenon, which can be called upon to enhance personal meaning, if it is named.

b.  We need to recognise the potential of multiple meanings and interpretations, both at a
social/cultural level, and at the level of each individual. When emotion is named, the
potential for learning is vast, because despite the millions of meanings and
interpretations possible socio-culturally, emotion is present in each individual too,
and is present in learning transactions, as a vital resource for learning waiting to be

tapped.
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c. Learning is not a single process but occurs across time, through a complex
construction of experiences and information, which are inter-linked through a neural
network of chemically constructed messages. If emotion is named and then sustained

creatively, learning can take on a different energy.

d.  Learning is inherently connected to emotion. An individual's meaning making is
impacted upon by her or his pre-conscious, or sub-conscious, perceptions and
emotional evaluations of information. These include her/his responses to contextual
clues that have the potential to elicit previously established constructs, plus
expectations or mind-sets that they have developed through her/his cultural and
personal experiences. Frequently these tacit forms of knowledge influence meaning-
making in ways that the individual is unaware of. When emotions are exchanged

during learning transactions, meaning-making can be enhanced for all those engaged.

The significance of the self as learner and knower

Each person’s experiences and understandings about learning and knowledge, and of
her/himself as a learner, in that context, has a very strong impact on how s/he approaches

learning.

This is not a new idea. During the last two decades there has been a great deal of research
and debate, particularly in formal adult education literature, focusing on how adult learners
go about learning, but there has been less so in the area of informal, worksite learning,
although this is now changing. One substantial area of research has focused on adult
learner’s characteristics, their learning approaches and expectations, and the impact that
that has on how they deal with new information (Entwistle & Waterson, 1988; Ramsden,
1988, 1992; Trigwell & Prosser, 1991; Eley, 1993; Marton, Dall’Alba & Beaty, 1993;
Weinstein & Meyer, 1991, 1994). And although several of these authors have approached
their research from different perspectives, or used a range of different words to describe

what they mean by effective learning, there is some consensus that adult learners bring a
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range of different expectations and approaches which impact on the effectiveness (depth) of

their learning in formal environments.

According to Marton et al. (1993) and Akerlind and Jenkins (1998), an important dividing
line between these learning approaches is based on underlying assumptions about
knowledge. For example, a view of knowledge as given or transferred between teacher and
learner is consistent with passive learning approaches of receiving and absorbing
information, whilst a view of learning as understanding or making meaning is linked with

active learning approaches.

A slightly different interpretation is offered by Ramsden (1992), who agreed that learners
include information about the context and the subject, about self-as-learner-in-this-subject,
and about task demands, into the interpretation. But he also included knowledge of
different learning approaches, arguing that those adult learners who had access to a range of
different ways of approaching a task, choose the approach which they consider most

appropriate for the needs of the task.

Despite the fact that these “theories” acknowledge the importance of learners’ expectations
and assumptions about learning, knowledge and self-as-learner, and recognise the learner-
as-interpreter-and-decision-maker, they do so in a way which suggests to me either, that

these decisions are rational and logical, or that they follow some inevitable sequence.

What seems to be missing from all of these studies is recognition that learning is a
“personal”, emotionally embedded process in which networks of un-conscious and sub-
conscious tacit knowledge have the potential to impact on the multiple ways in which the
learners interpret information without any conscious awareness.

Why emotionality in learning needs uncovering

Despite years of giving some kind of acknowledgment to the need to “start from the

person’s understandings” (which indisputably includes emotions) this is frequently not
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done, or done poorly, not because teachers/learning facilitators don’t try, but because much
of the information which is “taught” is not named, exchanged or sustained in ways that are
personally meaningful. Adult educators/learning facilitators are sometimes complicit in this
because they do not question the kind of information to be learned and/or the learner’s

relationships with the information being taught.

It would seem that often a great opportunity for learning enhancement is not taken up
because it is not emotionally re-processed. If the learning experience(s) is (are) not
sufficiently dynamic for the re-processing to occur, then there will be no memory network
laid down. Alternatively, whilst many teaching approaches emphasise practice and re-
visiting of previously “learned” material, if it is not done in ways that enable a student to
both connect to, and build on, that prior learning then the student may interpret the material

as separate sets of information.

Further, the notion that a learner’s emotional reactions/processes could be uncovered during
the act of learning continues to be un-named. When and if emotion is named, then it is seen
as a kind of illegitimate approach to learning. Uncovering the emotional content, links,
processes, and meanings with adult learners may require of the learning facilitator that there
is real collaboration between leamers (including the teacher-learner), including disclosure

by both about the emotional impacts.

It is my argument that this can be engaged with creatively, imaginatively, safely and with
outcomes that will potentially lead to a richer way of knowing, for both teacher and learner.
Fostering these schemata, in my view, will therefore lead to a greater opportunity for social

justice to follow, because of this more holistic, inclusive pedagogy.

68



Chapter Three: Research Methodology — Planting the Seed

Once the ground has been prepared, the gardener plants the seed in the
darkness of the earth (Clements et al.<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>