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Abstract

We introduce our Master of Arts program in Conflict Analysis and Engagement at Antioch
University, McGregor, and the research we are engaged in there to support our integrally
informed transformational learning curriculum. Our hybrid distributed learning program is
designed to engage the whole person and to facilitate the growth of consciousness among
our students. Drawing from the work of many pioneers in a wide array of disciplines, we
discuss our theoretical and philosophical foundations, describe our methodology, then look
at what our preliminary research is showing us with regard to the fit between the meaningmaking complexities of our students and our evolving curriculum design.
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Introduction
The front page of any major newspaper on any given day is a sobering commentary
on a world in conflict, on the intensity and complexity of humans at war with each other:
the wars in Iraq and Afghanistan, the genocide in Darfur, the escalating tensions in North
Korea and Sri Lanka, the ongoing violence in the splintering nations of the former Soviet
Union. If we then make our way to the regional and local sections of these same
newspapers, we find smaller scale, but no less intense, conflicts of every kind: political
conflicts over health care with vitriolic accusations being fired across party lines,
environmental conflicts over increasing housing density, development vs. open space; civil
conflicts, including hostile political battles, hate crimes, racism in our public education,
gang wars and homicides, domestic violence, bitter custody battles, child abuse, age
GLVFULP LQDW
LRQDQGRQDQGRQ7KHSRODUL] DW
LRQEHW
ZHHQ³XV´DQG³W
KHP ´VKRZVXS RQVR
many levels and in so many situations that the idea of one human race begins to sound like
a track meet with annihilation at the finish line.
In our efforts to protect ourselves, our families, our communities and nations from
LQW
UXVLRQGDQJHUYLROHQFHDQGW
HUURULVP ZHFUHDW
HP RUHDQGP RUHYHUVLRQVRI ³XV´YHUVXV
³W
KHP ´W
KHW
HUURULVW
VDQGW
KHLU³D[ LVRI HYLO´YHUVXVW
KH³IUHHGRP ILJKW
HUV´W
KHULJKW
ZLQJ
versus the left wing, your race versus mine, your religion versus mine, your sexual
orientation versus mine, even your sports team versus mine: your tribe versus mine. We
circle the wagons to exclude anyone who does not agree with us, and we retreat into
tribalism. As George W. Bush famously declared in the immediate aftermath of 9/11,
³<RX¶UHHLW
KHUZLW
KXVRU\RX¶UHDJDLQVX
W
V´
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In response to this, we suggest that we not only need a different strategy for dealing
with conflict, we need a different way of understanding conflict itself: One that weaves
together new and existing knowledge into a rich, colorful tapestry, creating a radical and
new meta-theory of conflict: an integral perspective on conflict. And not only do we need a
new way to understand and engage conflict, we need a new way to educate interveners as
well, one that supports the growth and transformation of their consciousness.
This essay introduces our Master of Arts program in Conflict Analysis and
Engagement at Antioch University, McGregor, and focuses on the research we are doing
there in support of an integrally informed transformational learning curriculum. Many adult
educators agree that in higher education programs it is common for adults to demonstrate
increases in certain dimensions of their development by the end of their programs. By
contrast, it is uncommon for a graduate curriculum to explicitly include integrally-designed
developmental methodologies with the intention of fostering development during the
program. Our innovative transformational learning curriculum does just that. Our hybrid
distributed learning program is designed to engage the whole person and to facilitate the
growth of consciousness among our students, including effective personal and professional
modes of understanding and engaging conflict.
If transformational learning and the transformation of consciousness were easily
accomplished, there would be little need for work such as ours at Antioch.
7UDQVIRUP DW
LRQDOJ URZW
KFDQEHHQRUP RXVO\FKDOOHQJLQJ ³&KDQJ LQJ

how one knows risks

changes in everything one knows about: personal and professional relationships, ideas,
JRDOVDQGYDOXHV² LQVKRUW
KHW
RW
DOLW
\RI RQH¶VDGXO
FR
WP P LW
P HQW
V´7 D\ORUS
Because of these enormous challenges, an effective transformational curriculum must
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include careful attention to meeting adult learners where they are and supporting them in
where they are going.
Our work draws on the work of many pioneers in a wide array of disciplines: on
&RP P RQVDQG5 LFKDUGV¶
0 RGHO
RI +LHUDUFKLFDO&RP SOH[ LW
\. HJ DQ¶V
KHRU\RI W
KHW
UDQVIRUP DW
LRQRI FRQVFLRXVQHVV0 H] LURZ¶VZRUN
RQW
UDQVIRUP DW
LYHOHDUQLQJ W
KHRU\5 HGHNRS¶VZRUNRQP LP HW
LFW
KHRU\RI LGHQW
LW
\
DQGFRQIOLFW
&RP EV¶
DQG: LOEHU¶VETE
development of integral theory.
Background and Context
Antioch was founded in 1852 as a progressive non-sectarian and co-educational
institution of higher learning. Antioch's first president was Horace Mann, the revolutionary
educational philosopher whose famous words, "Be ashamed to die until you have won some
victory for humanity," are still spoken annually at all Antioch University commencement
ceremonies. Under Mann's leadership, Antioch took the Harvard academic model of Latin,
Greek, mathematics, history, philosophy and science to a new level, with an emphasis on
educating the "whole individual," and a commitment to social and moral character. The
first graduating class consisted of 28 students, with an annual tuition of $24.00.
Today Antioch is a five-campus university located in four states. Focusing on an
adult learner population, Antioch University is founded on principles of rigorous liberal
arts education, innovative experiential learning and socially engaged citizenship. At the
graduate level, Antioch University McGregor (AUM) offers an M.A. in Conflict Analysis
and Engagement. This is a 48 quarter credit, hybrid, distributed learning program. Being a
graduate student online in our program includes participating in three six-day residencies,
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which bring together all of the registered students and the entire faculty. The residencies,
scheduled six months apart (the first one occurs just prior to starting the program, then at
six and twelve month markers), are intended to be a deep immersion into integral life
practice and conflict, underscoring our emphasis on experiential learning. In addition, our
graduate curriculum weaves together two complementary threads: conflict engagement
theory/practice with integral theory/practice. With each thread deserving of the full 48
credits, our curriculum design is a challenging assignment.
CAE Integral Model of Conflict
$ QWLRFK0 F* UHJRU¶V&RQIOLFW
$ QDO\VLVDQG( QJDJHP HQW
SURJ UDP LVIRXQGHGRQD
unique and powerful premise: that the integration of all theories and models of conflict
engagement are together more powerful than any of them alone, and that this integration
illuminates the evolutionary processes of the self, culture, and nature (Wilber, 1996). To
acknowledge, consider, and coordinate all aspects of a conflict (and of life in general,
really) is to honor all aspects of human experience, and to honor the fundamental process
of the evolution of humanity in all its complexity.
Our Antioch McGregor Integral Model of Conflict is distinct from other integral
models in that we explicitly organize it around both categorical and developmental
characteristics of conflict. We have specifically tailored the components of our Antioch
McGregor Integral Model to address the concerns and intensity of the conflict field. Thus,
W
KHVFRSHRI RXUP RGHO
H[ FOXGHVVRP HRI W
KHDSSOLFDW
LRQVW
KD:WLOEHU¶VDQGRW
KHUV¶
work attends to. With reference to the all quadrants all level (AQAL) (Wilber, 2000a,
2000b) model we emphasize quadrants, stages (we call these layers of complexity), and
types (here we focus on the role of shadow from Jungian psychology (McGuigan, 2008)).
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Our model is a tool for developing an integral understanding of and approach to the
analyses, methods, and practices related to conflict engagement and complex situations of
many kinds. We use an integral model because it allows for the greater and more distinct
benefits that can result from a broader, deeper, and more inclusive understanding of
conflicts. While implicit to our discussion, our work in this essay is not focused on
discussing an integral approach to conflict, rather this essay is a first report on the
development of a graduate curriculum that supports and challenges the transformational
development of students who desire to intervene in conflict in an integral way.
We begin our essay with a review of prior learning, then discuss our methodology.
: HIROORZ W
KDZL
WW
KDQDQDO\VLVRI RXUVW
XGHQW
V¶
P HDQLQJ P DNLQJ FRP SOH[ LW
LHVW
KHLURZQ
integral analyses of a conflict they have experienced in the program, implications of this for
our curriculum, and our conclusions.
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Literature Review
In this literature review we journey through a rich landscape of previous research
and learning with respect to integral theory and adult development. Touring the full
landscape of this discussion is beyond the scope of this essay, so we present an abbreviated
discussion; one that we believe encompasses some of the key variables in our work. We
begin with defining our approach to integral education, then introduce characteristics of our
learner group through distinguishing between pedagogy and andragogy and follow with a
brief discussion on the role of adult education. When we have arrived at that point in our
M
RXUQH\\RX¶OO
KDYHDQLGHDRI KRZ &$ ( IDXOW
\DSSURDFKDGXOW
HGXFDW
LRQZKRRXUVW
XGHQW
V
are, what we have in mind for them, and how we put all this into action.
We will follow that with an introduction to transformational learning theory,
describe its key attributes and weave this discussion into the common ground it shares with
constructive-developmental theory, and pay special attention to their crucial differences.
This will have taken us to the heart of this review. We conclude our journey with a
discussion of the capacity of online programs to create the holding environments necessary
for the transformational development that we seek to create for our students.
An Integral Education
³« $ Q\LQW
HJ UDO
DSSURDFKW
RHGXFDW
LRQDGGUHVVHVW
KHZKROHQHVVRI DOO
HVVHQW
LDO
DVSHFWV
RI W
KHKXP DQH[ SHULHQFH´&RP EVS
7KLVLVLQHVVHQFHW
KH$ QW
LRFK0 F* UHJRULQW
HJ UDO
DSSURDFKW
RFRQIOLFW
±LQRXU
teaching, practice, and research. We take the view of conflict as an inevitable and essential
aspect of human experience, one that teaches us who we are on the most fundamental level
of our individual and cultural identities. To address the wholeness of all essential aspects of
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the human experience is to address and embrace all essential aspects of the human
experience of conflict.
: HDOVRDJ UHHZLW
K( VEM
RUQ+DUJHQV¶
S LQFOXVLYHDQGEURDGGHILQLW
LRQRI
integral education as
« DQDSSURDFKW
RHGXFDW
LRQW
KDL
W
QW
HJUDW
HVW
KHVW
UHQJW
KVRI W
UDGLW
LRQDO
P RGHUQ
and postmodern educational theoria and praxis by incorporating first-, second-, and
third-person perspectives and (2) is committed to vertical growth and horizontal
integration within both students and teachers.
$O
W
KRXJK( VEM
RUQ+DUJHQVOLQNVW
KLVGHILQLW
LRQW
R: LOEHU¶VDE DOO
quadrant, all level (AQAL) model, he takes care to note that there are different
interpretations of integral theory and, equally so, many ways to accomplish an integral
educational approach without specifically following the AQAL model. When discussing an
integral approach to education, specifically the education around conflict engagement, we
extend this notion to our conviction that we must have a holistic understanding of conflict
LI ZHDUHW
RFUDIW
HIIHFW
LYHLQW
HUYHQW
LRQVLQDQ\RI W
KHZRUOG¶VW
URXEOLQJ FRQIOLFW
V
As an integrally informed, hybrid, online graduate program in Conflict Analysis and
Engagement, our curriculum design draws upon traditional, modern and post-modern
conflict theories and practice approaches; we teach and practice four quadrant approaches
which are also found in first person, second person and third person perspectives (Wilber,
2000a), and we encourage vertical growth, i.e., increasing complexity, within horizontal
typologies, i.e., shadow work, Myers-Briggs, etc. We honor past approaches to adult
HGXFDW
LRQZKLOHDW
W
HQGLQJ W
RW
KHFULW
LFDO
LP SRUW
DQFHRI W
KHVW
XGHQW
¶VGHYHORSP HQW
DO
J URZW
K
increase in maturity and complexification (Combs, 2008). We believe these to be crucial
variables in preparing integral conflict interveners for a world that desperately needs them.
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7KHHGXFDW
LRQILHOG¶VHP EUDFHRI LQW
HJUDO
W
KHRU\LVJURZLQJ ( VEM
RUQ+DUJ HQV
2007), while the broader discussion of what constitutes an integral education program and
how it is achieved is still young. (As conflict can be a creative and generative process, we
encourage the integral education community to surface as much constructive conflict as
SRVVLEOHLQVXSSRURI
W HYROYLQJ LQW
HJUDO
W
KHRU\¶VFRQW
ULEXW
LRQW
RHGXFDW
LRQ: HQRW
HW
KDW
there are very few graduate programs that are integral and online, and only two graduate
programs (Antioch University and John F. Kennedy University) that use developmental
metrics (we use the Subject-Object Interview and the Model of Hierarchical Complexity) to
LQIRUP FXUULFXODGHVLJQDQGHIIHFW
LYHQHVVW
KURXJ KUHJXODUO\DVVHVVLQJ W
KHVW
XGHQW
¶V
developing complexity of meaning making. While many higher education programs today
speak of a transformational experience, in CAE we specifically and explicitly attend to the
µIRUP¶that actually transforms.
Pedagogy vs. Andragogy
When designing a transformational curriculum, the age of the learner makes a
GLIIHUHQFH2 YHUIRUW
\\HDUVDJ R. QRZOHVS SURSRVHGW
KDH
W
GXFDW
LRQQHHGHG³D
QHZ ODEHO
DQGDQHZ W
HFKQRORJ \´W
RGLVW
LQJ XLVKLIU
WRP SUHDGXO
PWRGHOVRI VFKRROLQJ +H
defined six assumptions that distinguished the adult learner from pre-adult learners (in
Merriam, et al., 2007, p 84). They are:
As a person matures, his or her self-concept moves from that of a dependent
personality toward one of a self-directing human being.
An adult accumulates a growing reservoir of experience, which is a rich resource
for learning.
The readiness of an adult to learn is closely related to the developmental tasks of his
or her social role.
There is a change in time perspective as people mature-from future application of
knowledge to immediacy of application. Thus, an adult is more problem centered
than subject centered in learning. [Knowles, 1980, pp. 44-45]
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The most potent motivations are internal rather than external (Knowles &
Associates, 1984, p. 12).
Adults need to know why they need to learn something (Knowles, 1984).
These foundational assumptions represent the European concept of andragogy, the
art and science of helping adults learn, as distinguished from pedagogy, the art and science
of helping children learn. Each of these assumptions is still relevant 40 years later, and has
implications for the design and evaluation of learning activities with adults. We agree with
. QRZOHV¶DVVXP SW
LRQVDQGW
KH\LQIRUP RXUFXUULFXOXP GHVLJQ
Curriculum design is a challenging proposition for both students and faculty. Our
students are older, employed, often have dependents at home, and many have been out of
school for 10-20 years (Carr, 2000). Their personal and professional schedules vary widely
and they have had a multitude of life and work experiences. These variables often coalesce
in our students to create uncertain, fragile learners. Our evolving curriculum development
LVKLJKO\DW
W
XQHGW
RRXUVW
XGHQW
V¶
UHDOOLYHVW
KHLUQHHGVW
KHLUSODFHVDORQJ W
KH
developmental continuum, and the increasingly chaotic world we all inhabit.
What is the role of adult education?
We live in turbulent times, a condition Vail (1996, 1998) described as permanent
white water. Deep structural economic change continues across America and the world, the
bitter ideological divide on the role of government in America grows, we have gross
asymmetry in resource allocation, and climate change problems are so complex that a
VXEVW
DQW
LDOSRUW
LRQRI 1 RUW
K$ P HULFDQVGRQ¶
EH
WOLHYHW
KHUHLVDSUREOHP DD
W
OO
,QW
KHP LGVW
of this social and environmental chaos, we have levels of unemployment that have not been
seen for 60 years. These are the kinds of times in which adults often decide to go back to
school (Carr, 2000).
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As in most higher education institutions, the role of adult higher education is
vigorously discussed at Antioch University. In the midst of this cultural chaos, Antioch
IDFXOW\DGP LQLVW
UDW
LRQDQGHYHQRXU3UHVLGHQW
DUHHQJDJHGLQW
KH³

what are we about?´

story. Who are we? What is our role? Our collective identity? What should we be doing to
help? In a different but similar way, many students come to the CAE program office
DVNLQJ ³: KDFD
WQ, GRZLW
KW
KLVGHJUHH"´+RZ ZLOO
W
KLVGHJUHHKHOS P HDQGP \IDP LO\"´
³: KDL
W
VW
KLVGHJUHHDERXW
UDLQLQJ VNLOO
GHYHORSP HQW
±RUVRP HW
KLQJ P RUH"¶
7KHVHDUH
important discussions that both CAE faculty and our students bring from their hearts.
* XLGHGE\+RUDFH0 DQQ¶VZRUGV

Be ashamed to die until you have won some

victory for humanityW
KH&$ ( SURJ UDP LVEXLO
X
W
SRQW
KHSULQFLSOHVRI HGXFDW
LQJ DGXOW
VIRU
developing the critical capacity for democratic social action through integral conflict
analysis and engagement. We concur with Habermas (1970, 1975) that a university is much
P RUHW
KDQD³NQRZOHGJ HIDFW
RU\´RUDV\VW
HP W
RP HHW
KHUDW
LRQDO
GHP DQGVRI LQGXVW
U\LW
can be a domain that fosters student transformation through teaching critical thinking and
reflection skills.
7KHUHLVQRVKRUW
DJ HRI DGXO
O
W
HDUQLQJ W
KHRULHVDQGP RGHOVW
RFKRRVHIURP ±W
KHUH
are transformational approaches, self-directed approaches, feminist, critical theory,
narrative, post-modern and non-western approaches to adult education (Merriam,
&DIDUHOODDQG%DXP JDUW
QHU$ QW
LRFK8 QLYHUVLW
\¶VURRW
VDUHFRQVLVW
HQW
ZLW
KW
KHORQJ
tradition of social change approaches, characterized for instance by the Antigonish
P RYHP HQW
LQHDVW
HUQ&DQDGDZKHUHLQ0 RVHV&RDG\SURP RW
HG³UHDO
W
KLQNLQJ ´KLV
term for scientific reasoning) to the impoverished fishing community so that they would
not be taken advantage of so easily by the mercantile class (Parsons, 2000). The theme of
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social action is embedded in several theories, although the ways in which it is located and
discussed varies.
When we characterize the CAE program as being transformational we have a
VSHFLILFP RGHO
RI DGXO
GH
WYHORSP HQW
DQGW
UDQVIRUP DW
LRQLQP LQG: H¶OOH[ SORUHDSRUW
LRQRI
this territory before we expand upon our approach. Although there are many ways to
understand transformational learning, one thing they all have in common is a focus on the
mental construction of experience, the creation of meaning and critical reflection.
7UDQVIRUP DW
LRQDOOHDUQLQJ W
KHRU\³« LVDERXW
FKDQJH±GUDP DW
LF IXQGDP HQW
DO
FKDQJ HLQ
W
KHZD\W
KDZH
W VHHRXUVHOYHVDQGW
KHZRUOGLQZKLFKZHOLYH´0 HUULDP &DIIDUHOOD
Baumgartner, 2007, p 130).
Transformational learning has been conceptualized many different ways; to sort
through the different approaches Dirkx (1998) developed a four lens approach: the first
lens encompasses the work of South American educator Paulo Freire (1970) who believed
that education should not be used to indoctrinate people; his sociocultural, emancipatory
approach emphasized teaching greater awareness of the exploitative processes by which
people are denied their rights. Beder (1991, as cited in Parsons 2000) and Cadena (1991, as
FLW
HGLQ3DUVRQVDGRSW
HG) UHLUH¶VSUREOHP SRVLQJ W
HFKQLTXHW
RVKDUSHQVW
XGHQW
¶V
FULW
LFDOW
KLQNLQJ DQGUHIOHFW
LQJ DELOLW
LHV7KHVHFRQGOHQVH[ SORUHV0 H]LURZ¶VGHYHORSP HQW
of a cognitive-rational synthesis of transformative learning, which he has amended several
times over the years, most recently to include the affective, social and emotional contexts
of the learning process. A third lens, and closer to the CAE approach, is the developmental
approach articulated by Daloz (1986) who discussed the crucial and dialectical interplay
between education and development. In the fourth lens Dirkx examines the linkage
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between spirituality and learning (Merriam, 2001). Dirkx is not the only one that has
attempted to organize the different strains of transformational learning theory, in Learning
in Adulthood (2007), Merriam, Caffarella and Baumgartner describe at least seven
approaches to transformational learning.
' DOR] GUDZVKHDYLO\RQ. HJDQ¶VFRQVW
UXFW
LYH
developmental theory, as do we in creating the fundamentals of our program. The notion of
the holding environment that both Daloz and Kegan emphasize is of primary importance
within our virtual course communities. We intentionally and carefully create holding
HQYLURQP HQW
VW
KDED
WODQFHFKDOOHQJHDQGVXSSRUW
RHQFRXUDJ HW
KHVW
XGHQW
¶VGHYHORSP HQW
DO
W
UDQVLWLRQV' DOR] EHDXW
LIXOO\QRW
HVW
KDV
W
W
XGHQW
VRIW
HQORRNW
RHGXFDW
LRQW
R³KHOS W
KHP
P DNHVHQVHRI OLYHVZKRVHIDEULFKDVJRQHIUD\HG´S 7KLVLVDQDSW
GHVFULSW
LRQ
of many of our students, and of many people today, who, when faced with the complexity
RI W
KHVHW
XUEXOHQW
W
LP HVP D\IHHO
³LQRYHUW
KHLUKHDGV´. HJDQ
,QW
KHIROORZLQJ VHFW
LRQZHW
DNHDFORVHUORRND0WH] LURZ¶V
W
UDQVIRUP DW
LYHOHDUQLQJ W
KHRU\DQGW
KHKLJ KOLJKW
KHNH\GLIIHUHQFHVEHW
ZHHQLD
W
QG. HJDQ¶V
(1982, 1994) constructive-developmental theory of transformational learning.
What is a transformation theory of adult education?
7KHURRW
VRI 0 H] LURZ¶VW
UDQVIRUP DW
LYHW
KHRU\J UHZ RXRI
W KLVW
UDQVIRUP DW
LRQDO
learning experiences with his wife, and in his personal and professional relationship with
Roger Gould, a psychiatrist who helped him understand how the field of psychotherapy
could inform adult learning theory (Mezirow, 1991). Fueling his transformational
experiences were the works of Freire (1970, 1985) and Illich (2000), who both challenged
his presuppositions of adult education and transformed his notions of it and the role it could
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have in supporting democratic social action. This would later take root in a much deeper
way in his appreciation of Jurgen Habermas, an influential German philosopher. Mezirow
GUHZ IURP +DEHUP DV¶VFRQW
ULEXW
LRQW
RFULW
LFDO
W
KHRU\LQKLVGLVW
LQFW
LRQEHW
ZHHQ
instrumental and communicative learning and his description of the universal, ideal
conditions for rational discourse (Mezirow, 1991).
A transformative theory of adult education (Cranton, 2000; Merriam, 2004;
Mezirow, 2000; Taylor, 2000) brings the constructivist focus on meaning-making to the
realm of adult learning and education. Mezirow (2000, p. 4) writes
Formulating more dependable beliefs about our experience, assessing their contexts,
seeking informed agreement on their meaning and justification, and making
decisions on the resulting insights are central to the adult learning process.
Transformation Theory attempts to explain this process and to examine its
implications for action-oriented adult educators.

7UDQVIRUP DW
LYHOHDUQLQJ GHILQHGE\0 H] LURZ DVDGHHS VKLIW
LQRQH¶V
IUDP HRI UHIHUHQFHKDVDVLW
VJRDO
W
KHH[ SDQVLRQRI DQDGXO
O
W
HDUQHU¶VW
KLQNLQJ IURP
LQVW
UXP HQW
DODQGVHOI VHUYLQJ W
KHFRP SHW
HQFHRI ZKLFKLV³W
KHDW
W
DLQP HQW
RI LP SURYHG
W
DVNRULHQW
HGSHUIRUP DQFH´W
RFRP P XQLFDW
LYHW
KLQNLQJ W
KHFRP SHW
HQFHRI ZKLFKUHIHUVW
R
³W
KHDELOLW
\RI W
KHOHDUQHUW
RQHJRW
LDW
HKLVRUKHURZQSXUSRVHVYDOXHVIHHOLQJVDQG
P HDQLQJ V« >LQUHODW
LRQW
RRW
KHUV¶
SXUSRVHVYDOXHVIHHOLQJVDQGP HDQLQJV@´0 H]LURZ
2000, p.11).
Mezirow speaks of meaning schemes as frames of reference, habitual ways of
interpreting experience that are based on and justified by our cultural, biographical, and
KLVW
RULFDOFRQW
H[ W
V/ HDUQLQJ KHVD\V³LVXQGHUVW
RRGDVW
KHSURFHVVRI XVLQJ DSULRU
LQW
HUSUHW
DW
LRQW
RFRQVW
UXHDQHZ RUUHYLVHGLQW
HUSUHW
DW
LRQRI W
KHP HDQLQJ RI RQH¶V
H[SHULHQFHDVDJXLGHW
RIXW
XUHDFW
LRQ´S $ FFRUGLQJ W
R0 H] LURZ ZHDSSURSULDW
HW
KHVH
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meaning schemes and interpretations from our parents, early social contexts, religious
affiliations or trainings and construct our understanding of the world and ourselves through
them. The problem, according to his transformative theory, is not that we have these
particular meaning-systems, but that we are not aware that they are the lenses through
which we see and form our opinions, judgments, values, biases, and relationships.
Transformative learning, then, involves the opening R RQH¶VRZQIUDP HRI UHIHUHQFHW
R
W
DNHLQW
RDFFRXQW
XVHUHVSHFW
DQGYDOLGDW
HRW
KHUV¶
H[ SHULHQFHRSLQLRQVYDOXHV
perspectives.
Transformative learning has both individual and social dimensions and
implications. It demands that we be aware of how we come to our knowledge and as aware
as we can be about the values that lead us to our perspectives. Cultural canon, socioeconomic structures, ideologies and beliefs about ourselves, and the practices they support
often conspire to foster conformity and impede development of a sense of responsible
agency. (Mezirow, 2000, p. 8) A curriculum of transformative learning presents the adult
learner with a particular challenge and requirement: to step back from his or her own frame
of reference and to examine it within the context of the frames of reference of others.
While we see this as a noble and worthy challenge, and one to which we aspire
ourselves, for many adult learners it is a challenge they are not yet equipped to engage. We
see other, prior, steps that need to be taken first: Belenky & Stanton (2000) argue that the
unequal power dynamics that result in asymmetrical relationships and inequality in learning
opportunities, both past and current, must be considered in any effective adult learning
curriculum. Merriam (2004), Taylor (2000), and Taylor et al (2000) argue, as does Kegan
(2000), that many adult learners do not yet have the capacities to engage or carry out
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0 H] LURZ¶VFKDOOHQJ HVW
RW
KHLUIUDP HVRI UHIHUHQFH: KDW
GRHVW
KLVP HDQIRUDFXUULFXOXP LI
LW
VVW
XGHQW
VVW
DUR
W
XW
DOUHDG\³LQRYHUW
KHLUKHDGV"´: HZLOO
DGGUHVVW
KHVHLVVXHVLQW
KHQH[ W
section.
Constructive Developmental Theory
Mezirow implicitly presumes a capacity of mind in the adult learner: that she can
already step back to both see and question her own frame of reference, and thus to
transform her thinking from instrumental to communicative. While we are quite certain that
such transformations can and do take place, it is imperative that we consider, as Kegan
says, the form itself of what we are hoping will change or trans-form. As Kegan has made
so clear in his book In Over Our Heads (1994) many adults do not yet have the capacity to
W
DNHVXFKDSHUVSHFW
LYHDQGDUHLQGHHG³LQRYHUW
KHLUKHDGV´LQW
U\LQJ W
RP HHW
KHGHP DQGV
of such curricula. For many of our adult learners, gaining the capacity to question his or her
own frame of reference will be a profound and hard-won developmental achievement, a
capacity they are striving for, not a place from which they start. Merriam (2004) says it this
way:
I argue that being able to critically reflect and in particular, to critically self-reflect
RQ³RXURZQDVVXP SW
LRQVDVZHOO
DVW
KRVHRI RW
KHUV´ZKLFK³LQYROYHVFULW
LTXHRI D
SUHP LVHXSRQZKLFKW
KHOHDUQHUKDVGHILQHGDSUREOHP ´0 H]LURZ S
mandates an advanced level of cognitive development. Furthermore, to be able to
engage in reflective discourse with others assumes the ability to examine alternative
perspectives, withhold premature judgment, and basically to think dialectically, a
characteristic of mature cognitive development. (p. 61)

0 H] LURZ¶VDSSURDFKVHHP VW
REHDERXW
UDQVIRUP LQJ W
KH

quality of the content of

W
KHOHDUQHU¶VW
KLQNLQJ EHJ LQQLQJ ZLW
KW
KHLP SOLFLD
W
VVXP SW
LRQW
KDW
KHOHDUQHULVDEOHDQG
UHDG\W
RHQJ DJ HDW
KDO
W
HYHO
. HJ DQ¶VDSSURDFKRQW
KHRW
KHUKDQGVW
DUW
VIURP DFXULRVLW
\
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about the shape R W
KHOHDUQHU¶VW
KLQNLQJ

how the adult learner actually makes sense of his

experience, then moves toward an understanding/assessment of the complexity of the
established internal frame of reference, and only then RYHVW
RD³OHDGLQJ RXẂIURP W
KLV
established habit of mind (Kegan, 1994), with the intention to transform the frame itself.
0 H] LURZZRUNVW
RZDUGD³W
UDQVIRUP DW
LRQRI P HDQLQJ VFKHP HV´ZKLOH. HJDQZRUNV
toward a transformation of the mind that produces the schemes, a transformation of
consciousness, of the meaning-making process itself, which, as Taylor (2000) says,
³P HDQ>V@W
KDO
W
HDUQHUVZLOO
QRRQ
WO\NQRZ P RUHEXW
NQRZ
2 XUZRUNLQW
KH&$ (

differently´HP SKDVLVRXUV

3URJ UDP EULQJV0 H] LURZ¶VDGXO
H
W
GXFDW
LRQDO
SKLORVRSK\LQW
R

the constructive- developmental perspective to create a transformational (as opposed to
0 H] LURZ¶VW
UDQVIRUP DWiveOHDUQJ FXUULFXOXP W
KDD
W
GGUHVVHVERW
K² NQRZLQJ P RUHDQG
knowing differently. In a transformational learning curriculum, we begin with an
XQGHUVW
DQGLQJ RI W
KHVW
UXFW
XUHRUIRUP RI W
KHOHDUQHU¶VP LQGLHW
KHFXUUHQO
W
HYHO
RI
complexity of his or her meaning-making capacity, and then design a bridge to the next
OHYHO±W
KHEULGJHEHLQJ DFXUULFXOXP W
KDZL
WOO
ERW
K

supportKDO
W
HDUQHU¶VFXUUHQW
FDSDFLW
\

and challenge him to stretch the limits of it. For some students, the curriculum will be one
W
KDW
DVNVKLP W
REHJLQW
RH[ DP LQHKLVRZQIUDP HRI UHIHUHQFHDQGW
KHQUHODW
HLZL
WW
KRW
KHUV¶
For another student, the curriculum might be challenging her to actually begin to create her
own frame of reference.
An optimal balance of challenge and support is critical to a successful
transformational learning environment (Daloz, 1999; Kegan 1994; Kegan, et al, 2001). If
the learner is overly challenged, she will feel unable to meet the curricular demands and
will feel defeated and demoralized. If there is too much support and not sufficient
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challenge, the learner will lose interest. Either way, the learner tends to disengage and the
OHDUQLQJ RSSRUW
XQLW
\LVFRP SURP LVHGRUORVD
W
OW
RJ HW
KHU%HLQJ DVNHGW
RH[ DP LQHRQH¶VRZQ
frame of reference and open it up for critique and challenge is not an easy task, and for a
student who does not yet have the meaning-making capacity to take such a perspective, it
cannot and will not develop that overnight. Taylor (2000) explains:
« $ VDQ\DGXOW
HGXFDW
RUZLOO
DW
W
HVV
W
XFKFKDQJ HVDUHQRW
HDVLO\DFFRP SOLVKHG
Learners can attend classes and seminars, perform the tasks assigned to them by
instructors, do well on typical assessments (exams, papers), and still not develop the
FDSDFLW
\W
R³FULW
LFDOO\UHIOHFW
RQW
KHYDOLGLW
\RI W
KHLUDVVXP SW
LRQVRUSUHP LVHV
H] LURZ« : KHUHSDUW
LFXODUSHUFHSW
LRQVP D\EHFKDOOHQJHGDQGFKDQJHG
within one or a few courses (Taylor, 1997), the transformation that Kegan describes
takes place, if at all, over a longer period of time (1994. pp. 187-197). It would
seem then, that transformational learning is one important route to the development
that is transformation of consciousness (psychotherapy is another). (Taylor, 2000,
pp. 154-155)

A curriculum that attends to the development of these capacities makes a
fundamental and essential distinction: between informational learning and transformational
learning (Kegan, 1994, 2000; Kegan et al, 2001, Mezirow, 2000). Informational learning is
characterized by the acquisition of more information, more and better skills, in-forming our
minds, and adding to their fund of knowledge. Transformational learning, on the other
hand, is characterized by the actual transforming of the fundamental nature of our minds
DQGW
KHYHU\ZD\VZHNQRZ . HJDQGHVFULEHVLW
KLVZD\³¶,QIRUP DW
LYH¶
OHDUQLQJ LQYROYHV
a kind of leading in, or filling (our emphasis) of the form. Trans-form-ative learning puts
W
KHIRUP LW
VHOI DU
W
LVNRI FKDQJHDQGQRW
M
XVW
FKDQJHEXW
LQFUHDVHGFDSDFLW
\´S
In our work, we focus on transformational learning: attending to and supporting the
transformation of the mind itself. Within our online course communities, our curriculum
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design intentionally and explicitly connects students with their developmental growing
edge, encouraging the growth of more complex forms of thinking and meaning making.
In spite of the little research has been conducted within higher education, several
studies demonstrate that supporting adult development is possible. Manner, Durkin and
1 HVGDOH¶VUHVHDUFKXVLQJ / RHYLQJHU¶VVW
DJ HW
KHRU\RI HJRGHYHORSP HQW
provided substantial support for the notion that adult stage growth can be promoted.
Interestingly, they note that a disequilibrating experience alone is not enough to trigger
growth (Adams and Fitch, 1983; Loevinger, 1985):
That is, ego stage transitions require exposure to experiences that are not only
structurally disequilibrating, but also personally salient, emotionally engaging, and
of an interpersonal nature (Manner, Durkin, & Nesdale, 2004, p. 25).
They also note that there have been only four previous studies supporting adult ego
development (Alexander et al, 1990; Hurt, 1990; MacPhail 1989; White 1985).
Best Practices in an Online Transformational Program
Online Instruction and Learning
Allen and Seaman (2006) noted that online students in 2006 comprise 17% of all
higher education students, with an growth rate of 35% from 1994 to 1995. We can assume
that these numbers are much higher today. Online learning, or distributed learning, has
become much more common, especially with adult learners who, unlike traditional-age
students, may not be able to take time off work to attend school. In addition to its obvious
benefits in that respect, online learning also presents a number of challenges not found in
face to face instruction (Muirhead, 2001). In this section we examine the importance of
student interactivity both with the instructor and among students, characteristics and
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strategies of effective online instructors, and the design challenges presented by a
developmental curriculum.
5 LFKDUGVRQDQG6ZDQS KDYHGHILQHGVRFLDO
SUHVHQFHW
RP HDQ³W
KH
GHJ UHHW
RZKLFKDSHUVRQLVSHUFHLYHGDVµUHDO¶
LQP HGLDW
HGFRP P XQLFDW
LRQ´7 KHTXDOLW
\RI
social presence influences interactivity. Encouraging social presence online is facilitated by
addressing each other by name, complimenting one another, expressing emotions, the use
of humor, and using the reply button to post messages (Williams, 2005).
As social contact and interaction has been identified as a key element of learning
(Tu, 2000), it stands to reason that the experience of social isolation (Kember, 1989) is
seen to contribute to high levels of attrition of students in online programs (Carr, 2000;
Hiltz, 1994; as cited in Smith & Winking-Diaz, 2004). Levin, Waddoups, Levin, and Buell
(2001) define five characteristics that support student interactivity and effective online
learning: a) relevant and challenging assignments, b) a coordinated learning environment,
c) adequate and timely feedback, d) creating deep environments for student-student
interaction and e) instructor flexibility in teaching. A critical issue that is often overlooked,
and requires attention and monitoring by faculty, is that overloading students with work
happens more often and more easily in an online environment - leaving students with not
enough time to reflect and apply learning (Smith & Winking-Diaz, 2007). This can quickly
lead to students feeling overwhelmed, over-challenged, and unable to succeed.
Burge (1994, as cited in Smith & Winking-Diaz, 2007 ) identified the following
instructor behaviors as being crucial to promoting student engagement and learning:
managing the structure and pacing of online discussions, giving students adequate time for
reflection and synthesis, providing technical assistance in a timely manner, posting
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summaries of discussions, and providing affective support to students. Townsend (2002, as
cited in Smith & Winking-Diaz, 2007) found that interactivity was encouraged when the
students could communicate with their instructor, rather than working in small groups, and
when the instructor was frequently involved in discussions. Student interactivity and
success in an online course is related to the frequency and timeliness of instructor
involvement and feedback (Larson, 2002). The engagement with and application of
OHDUQLQJ LQERW
KSHUVRQDO
DQGSURIHVVLRQDOFRQW
H[ W
V±LHZKHQW
KHDGXO
V
W
W
XGHQW
¶VOHDUQLQJ
is relevant to his or her personal and professional life, rather than focusing on factual
NQRZOHGJHDQGFRQW
HQIRFX
W VHGH[ DP VLVDOVRVHHQDVFRQW
ULEXW
LQJ W
RVW
XGHQW
V¶
VXFFHVVLQ
online courses (Bonk et al,. in press, as cited in Smith & Winking-Diaz, 2007).
Meyers (2008) researched the characteristics of online transformative pedagogy
and identified these key elements; a) create a safe environment, b) encourage the students
to critically reflect on their experiences, beliefs and biases, c) develop teaching strategies
that encourage leaner engagement and participation, d) have them use real world
problems/conflicts that address social inequalities and e) support students to implement
action orientated solutions. Dennen (2007) noted the importance of meaningful and
frequent online discussion as important in supporting the development of critical thinking.
5 DQVGHOOLQ5 DQVGHOO
S GLVFRYHUHG³« W
KDW
KHQXP EHURI

original postings

to discussions lists, but not the total count was among the unique predictors of exam
SHUIRUP DQFH´
Of concern to us and relevant to this discussion, Mezirow (2000) and Merriam
(2004) have each noted that there are specific pre-conditions that are required for the
student to engage in transformational learning processes. The absence of these pre-
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conditions limits or narrows the capacity of the student to participate in the discourse
necessary for transformation. Among these pre-conditions Mezirow (2000, p. 15) has
identified "maturity, education safety, health, economic security and emotional
intelligence." Merriam identifies a 'certain' level of cognitive development is required to
experience transformational learning. Given that the CAE program is a graduate degree,
this might not appear to be a relevant concern. However, in designing transformational
learning curricula, we attend to the notion that it must be widely available to a diverse
student population, lest it become an exclusive learning process - the opposite of its socialcultural roots. With 42% of Canadian adults and 51% of American adults at low levels of
OLWHUDF\±RYHUP LOOLRQLQW
RW
DO: ULJKW
&UDQW
RQ4 XLJOH\W
KLVLVDOHJLW
LP DW
H
concern for us.
Along with the challenges for online learning, some of the challenges of online
instruction are greater than a traditional face-to-face learning environment. The complexity
of curriculum design also increases in an online transformational learning environment,
especially in one like CAE's, where faculty are so deliberately focused on supporting the
student's transformational development within and across 29 graduate courses, and where
W
KHUHLVVLJQLILFDQW
YDULDELOLW
\DP RQJ W
KHVW
XGHQW
V¶
P HDQLQJ P DNLQJ FRP SOH[ LW
LHV) DFXOW
\
must align their developmental intentions with one another and their students, while at the
same time working with a common understanding of adult development and the processes
to encourage developmental growth.
To do this well asks of faculty something that is not commonly found in western
higher education institutions - a commitment to collaboration with one another on all
aspects of each other's course designs. Nurturing our collegial relationships, developing

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

24

skillful means, and supporting constructive conflict are the essential process elements that
we do our best to put into practice, and are necessary for us to engage our work with CAE
students. We actually have to model and enact with one another what we are teaching to the
students! This may seem like a radical thought for higher education instructors, but it is an
essential one for CAE faculty. For the most part CAE faculty are on track with following
these key elements for successful online instruction.
We note here that all of the best practices we report on implicitly address the
importance of the optimal balance of challenge and support. And not only is this balance
crucial for student engagement and success, but it is critical for faculty as well. Creating a
context in which faculty feel challenged and supported in their own growth is fundamental
to providing a successful and transformational learning environment for our students.
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Methodology
Introduction
We designed a replicable research approach to conducting developmental
assessment of students as they enter and complete their CAE program of study. The
purpose of the ongoing study is to inform our hypotheses about the developmental impacts
on students of our developmentally-designed integral approach to graduate curriculum. The
first group of students to participate in this research is still in the program. This article,
then, reports on our research design and only some of the preliminary data from the 2009
administration of pretest procedures conducted with this first group. A second group is
currently entering the study (in spring, 2010).
Our study of student development relies on two primary measures around which we
will be tracking possible changes in the participants: The Subject-Object Interview (SOI),
and the Hierarchical Complexity Scoring System (HCSS). We begin with a discussion of
the recruitment of the research participants, an introduction to constructive developmental
theory and the Subject-Object interview (SOI). We follow with an introduction to the
HCSS. We end with a discussion of how we utilize student essays to illustrate student
complexity of thought and meaning-making.
Participant Selection
2 QHFRKRUH
W
QUROOHGLQW
KH&RQIOLFW
$ QDO\VLVDQG( QJDJHP HQW
0 DVW
HU¶VSURJ UDP DW
Antioch University, McGregor was invited to participate. With each prospective
participant, the investigators conducted the informed consent process, explained the
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specific research study, its possible benefits, and the time required to participate in the
study.
7KHSUHW
HVD
W
QGSRVW
W
HVSU
WRFHGXUHVDUHLGHQW
LFDO±HDFKSDUW
LFLSDQL
W
VLQW
HUYLHZHG
ZLW
KW
KH62 , 7KHSUHW
HVL
W
VDGP LQLVW
HUHGZLW
KLQW
KHHDUO\P RQW
KVRI VW
XGHQW
V¶
EHJLQQLQJ
W
KHSURJ UDP DQGW
KHSRVW
HVXSRQ
W FRP SOHW
LRQRI W
KHLU0 DVW
HU¶VGHJ UHH
Constructive-developmental Theory
Constructive-developmental theory brings together two potent lines of
psychological development: constructivism, the notion that reality is not an external thing
that happens to us, rather that we construct our own reality from the ways in which we
organize our experience, and developmentalism, the notion that the ways in which we
construct our reality evolves through qualitatively different levels of increasing complexity.
Both perspectives can be applied to adult education with respect to how the educator
constructs meaning in a complex learning situation, and how the educator understands the
ways in which the students construct the meaning of their own learning.
. HJDQLQSDUW
LFXODUH[ W
HQGVDQGGHHSHQV3LDJHW
¶V
structural theories with the development of the subject-object framework. Expanding on
3LDJ HW¶VHDUO\DSSURDFKW
RJHQHW
LF HSLVW
HP RORJ\DQGSULP DU\IRFXVRQFRJQLW
LYH
development and reasoning, Kegan focuses on the increasing complexity of the
interconnected patterns of cognitive, affective, and social reasoning as they reveal the
LQGLYLGXDO¶VVW
UXFW
XUHVRI P HDQLQJ P DNLQJ
Constructive-developmental theory focuses on the evolution of how the individual
experiences, conceives, and re-conceives herself over the course of her lifespan. Thus this
W
KHRU\SURYLGHVDZLQGRZ LQW
RW
KHVW
UXFW
XUHDQGH[ SHULHQFHRI DQLQGLYLGXDO¶VFRUHLGHQW
LW
\
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(McGuigan & Popp, 2007; Popp, 1993). The word subject in this context means the
SHUVRQ¶VEDVLF SULQFLSOHRI RUJ DQL] DW
LRQW
KHOHQVW
KURXJ KZKLFKW
KHSHUVRQVHHVEXZK
W LFK
itself cannot be seen; whereas the word object refers to that which gets organized, that
which can be seen through the lens, held at a distance, examined. At each developmental
level,1QHZ ³HYROXW
LRQDU\W
UXFH´. HJDQLVHVW
DEOLVKHGDSDUW
LFXODUDQGXQLTXH
EDODQFHVW
UXFNEHW
ZHHQVXEM
HFW
DQGREM
HFW
² ZKDZD
W VVXEM
HFW
DW
KHODVED
WODQFHLVQRZ
taken as object. These truces, and all of the sub-phases in between, represent and describe
the fundamental structures of consciousness (McGuigan & Popp, 2007), the evolving
ERXQGDULHVEHW
ZHHQP \H[ SHULHQFHVRI ³P H´DQG³QRW
P H´3RSS HDFKRI ZKLFK
reflects a discrete and distinct complexity of mind, which in turn creates, knows, and
experiences a unique self and world.
In this model, we also make an important distinction made between structure and
content. Structure refers to the ways in which meaning is organized, while content refers to
the experience itself, that which is being organized or made sense of (Popp & Portnow,
2001). For example, three people can hold the same ethical value, but, if their meaningmaking structures differ in their degrees of complexity, they will understand and hold those
values in three qualitatively different ways: one defining the values for herself, one
identifying with a larger context which defines the values for him, and another who sees
W
KHYDOXHLQP RUHFRQFUHW
HW
HUP VDV³W
KHULJKW
ZD\´YV³W
KHZURQJ ZD\´&RQYHUVHO\W
KUHH
people can all share the same structure of meaning-making and hold qualitatively different
values, e.g., one might espouse neo-conservative values; another might be on the other end
1

(Kegan has identified five principle stages, with four transitional stages in between. Commons
(Commons, Trudeau, Stein, Richards, & Krause, 1998; Commons & Richards, 2002) has identified 15
stages, each separated by eight transitional steps. See Kegan 1982, 1983; Kegan, Noam & Rogers, 1983;
Popp, 1993; Popp & Portnow, 2001 for in-depth discussions of stage characteristics)
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of the spectrum and espouse radical liberal values; while the third could be somewhere in
the middle; and all three could understand and explain their stances with the same level of
complexity. In this study we under took a 100% reliability check of the SOIs and achieved
100% agreement.
62, ±,QW
HUYLHZ DQG6FRULQJ 0 HW
KRG
. HJDQ¶VFRQVW
UXFW
LYHGHYHORSP HQW
DOIUDP HZRUNOHGW
RW
KHFUHDW
LRQRI W
KH6XEM
HFW
Object Interview instrument (SOI) (Lahey et al, 1988). This instrument is designed to draw
RXW
W
KHEDVLF VW
UXFW
XUHRI DSHUVRQ¶VP HDQLQJ P DNLQJ W
KHSDUW
LFXODUVXEM
HFW
REM
HFW
EDODQFH
of his current complexity of mind. The data from this interview illuminate the ways in
which the interviewee makes sense of his experience and conceives his sense of self in
various stages of development (Lahey et al, 1988). To demonstrate this relationship, Kegan
XVHVW
KHQRW
LRQVRI ZKDL
W
V³VXEM
HFẂDQGZKDL
W
V³REM
HFẂLQDSHUVRQ¶VP HDQLQJ P DNLQJ
V\VW
HP ´6XEM
HFẂUHIHUVW
RW
KHEDVLFSULQFLSOHRI RUJ DQL] DW
LRQDQG³REM
HFẂUHIHUVW
RZKDW
gets organized (Kegan 1982, 1994).
The SOI is a complex and demanding qualitative interview and research tool which,
ZKHQVNLOOIXOO\DSSOLHGJHQHUDW
HVGDW
DW
KDW
DQVZHU6 W
KHTXHVW
LRQ³) URP ZKDO
W
HYHO
RI
complexity in the evolution of the subject-object relationship does the interviewee
FRQVW
UXFK
W
LVRUKHUUHDOLW
\"´%\DQVZHULQJ W
KLVTXHVW
LRQW
KHUHVHDUFKHULVDEOHW
RGHW
HUP LQH
the meaning-making structure or complexity that the individual primarily operates from.
7KLVLVW
KHP RVED
WVLFTXHVW
LRQW
KDW
KHLQW
HUSUHW
DW
LRQRI W
KHLQW
HUYLHZ VXEM
HFW
¶VUHVSRQVHVLV
meant to answer. Thus, as well as providing a single developmental marker based on the
theory, the subject-object interview protocol also attempts to understand and describe a
fundamental principle that guides how individuals comprehend the world and situate
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themselves within it (Berger, 2003a, 2003b). To ensure that this research process is valid
and reliable, Lahey et al. (1998) suggest a reliability check on 20 percent of SOIs:
reliability is defined as agreement among or between the assessors within a single sub-stage
RI HDFKRW
KHU¶VVFRUH
The Subject-Object Interview is a semi-structured, semi-clinical, open-ended
interview done one-on-one with the interviewer and interviewee. It is roughly an hour long
process that is audio-taped and transcribed for assessment. The confidentiality of the
subjects isS assured by assigning codes for each participant. The purpose of the SOI is to
determine the most consistent level of meaning-making complexity that the interviewee
uses.
A chief innovation of the subject-object interview comes from having the contents
generated from the real-life experiences of the interview participant, and involving
emotional as well as cognitive, interpersonal as well as intrapersonal, aspects of
psychological processing. These real-life situations are elicited from a series of ten uniform
word probes, which the interviewer then asks questions about with the aim of discerning
the underlying epistemology. The SOI is the most fine-grained developmental measure
formulated to date (Lahey et al. 1988).
SOI - Interview Procedure
The interview procedure starts with the interviewer going through the ten word
prompts with the participant (the words or phrases can be changed to reflect any given
content):
Anger
Anxious/Nervous
Success
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Strong stand/Conviction
Sad
Conflict/Torn
Lost Something
Change
Moved/Touched
Important to me

3DUW
LFLSDQW
VDUHW
KHQDVNHGHJ ³,I \RXZHUHW
RW
KLQNEDFNRYHUW
KHSDVV
W
HYHUDO
weeks or months, does a situation come to mind when you felt a particular sense of anger
DERXW
VRP HW
KLQJ SHUKDSVHYHQDVHQVHRI RXW
UDJH"´$ VLP LODUTXHVW
LRQLVDVNHGIRUHDFKRI
the word prompts.
When all the word prompts have been completed, the interviewer asks the
participant to choose which of them she would like to begin with and to begin telling about
the experience. In the course of an interview, a participant might cover only one or two
words, or all ten.
As the participant describes the experiences elicited by the word prompts, the
interviewer asks questions that probe the meaning for her of the experience, how she
constructs, i.e., makes sense of, the different experiences.
SOI - Data Interpretation
Interviews are transcribed, and those portions whose structure was clarified became
the units of analysis. A trained rater reads each interview, dividing it into parts, called
³ELWV
´W
KDFR
WQW
DLQFOHDUVXEM
HFW
REM
HFW
GDW
D$ W
\SLFDOLQW
HUYLHZ ZLOO
KDYHIURP HLJKW
W
R
fifteen such bits. Each bit will be scored independently, and an overall score representing a
point along the continuum of consciousness arrived at. All of the interviews are scored by a
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principal investigator and another rater (both of whom have previously demonstrated
reliability) to determine the inter-rater reliability. This assessment procedure is able to
determine four graduations between each epistemological stage, so that over twenty
distinctions can be made. If there is any disagreement between the two raters that can not
be resolved through discussion, another expert rater will be brought in to assess the data.
See Lahey et al, (1988) for discussion of validity. The inter-rater reliability between coauthors McGuigan and Popp on the transcripts for this study was 100%. Both are experts in
W
KH62 , DQGLW
VDVVHVVP HQW
±0 F* XLJDQKDVRYHUVHYHQ\HDUVH[ SHULHQFHZLW
KLD
W
QG3RSS
one of the foremost experts on the SOI, has over 25 years experience assessing SOI data as
well as training others in the assessment and administration of the measure.
The Model of Hierarchical Complexity and the Hierarchical Complexity Scoring System
This study also uses the Hierarchical Complexity Scoring System (HCSS)
(Commons, Rodriguez, Miller, Ross, LoCicero, Goodheart, & Danaher-Gilpin, 2007) as
one of its measurement methodologies. From its origins in the developmental psychology
field as a neo-Piagetian general stage model (Commons & Richards, 1984), the Model of
Hierarchical Complexity (MHC) (Commons, Trudeau, Stein, Richards, & Krause, 1998)
has been continually refined and now stands as a formal general theory of behavioral
development (Commons, Goodheart, Pekker, Dawson, Draney, & Adams, 2007; Commons
& Pekker, 2008). As a general theory, it is applicable to all actions in which information is
organized. All human meaning making and other kinds of thinking, feeling, and sensing
involve the organization (or coordination) of information. The theory deals with the stage
and transition step sequences of the development of task performance complexity, and
explains how and why such development takes place (Commons & Richards, 2002).
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The mathematical basis of the theory enables its application to action irrespective of
the task content, the cultural context, or the species performing the action. Using validated
scoring procedures (Dawson, 2002; Dawson, 2003, 2004; Dawson, Xie, & Wilson, 2003),
³W
KHKLHUDUFKLFDO
FRP SOH[ LW
\VFRULQJ V\VW
HP DVVHVVHVDXQLGLP HQVLRQDO
GHYHORSP HQW
DO
W
UDLẂ
DQGW
KXV³VDW
LVILHVW
KHILUVW
UHTXLUHP HQW
IRUJRRGP HDVXUHP HQW
W
KHLGHQW
LILFDW
LRQRI D
XQLGLP HQVLRQDOFRQW
H[ W
LQGHSHQGHQW
W
UDLẂ' DZVRQS ,W
HQDEOHVDVW
DQGDUG
quantitative analysis of complexity in any setting, a developmental metric applicable to
diverse scales that eliminates dependence on mentalistic or contextual explanations (e.g.,
mental schema, culture). The MHC does not dismiss the influences of other environmental
variables on tasks performance. It simply does not quantify those other variables in the
measurement process (Commons, 2008, p. 306).
The HCSS enables scoring of any spoken, written, or performed action/material as
well as development of instrument protocols such as interview questions and quantitative
TXHVW
LRQQDLUHV,QW
KLVVW
XG\¶VGHVLJQW
KHVFRULQJ ZDVSHUIRUP HGRQW
KH62 , LQW
HUYLHZ
transcripts. Co-author Ross scored selected portions of the transcripts. One selection
represented the SOI score arrived at by co-authors McGuigan and Popp; other selections
represented locations in the interview where an as-high or higher level of complexity in
task performance was identified. Ross is an expert in the Model of Hierarchical Complexity
and its scoring system with over ten years of experience. No additional MHC scorer was
used during this stage of the study.
7DVNP HDVXUHP HQW
LQGLFDW
HVW
KHYDULDELOLW
\RI DQLQGLYLGXDO¶VSHUIRUP DQFHRI W
DVNV
Each time a person begins a new task, (for example, responding to an interview question) it
is common to begin the effort at the simplest, most familiar level (Ross, 2008). For some,
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this may be the only level of complexity with which they attempt to perform the task. For
others, this first effort may be only the starting point. Historically, in scoring narratives for
hierarchical complexity of performance, it is common to observe the incremental tasks
SHRSOHSHUIRUP ³RQW
KHLUZD\´W
RDUULYLQJ DD
WFRQFOXVLRQDQH[ SODQDW
LRQDGHFLVLRQVHH
for example, scoring samples in Commons, Rodriguez, et al, 2007, and Ross, 2008). For
example, one may observe and measure two or more stages of performance before
participants complete an explanation or decision to their own satisfaction. A common range
of adult task performance levels is given in Table 1.

7DEOH&RP P RQ5DQJHRI 6W
DJHVRI 3HUIRUP DQFHLQ$GXOW
7DVNV¶+LHUDUFKLFDO&RP SOH[LW
\

Stage

Stage name

General descriptions of tasks performed

Concrete

Uses simple deductions; time sequences are used to describe actual instances
that occur in past or present time, and deal with specific things, specific
incidents or events, specific actors, specific actions, specific places.

Abstract

Uses dualistic stereotypes (e.g., good/bad, right/wrong); forms abstract
variables out of classes of concrete objects; makes and quantifies
propositions; uses variable time, place, act, actor, state, type; uses quantifiers
(e.g., all, none, some and categorical assertions). Attempts to justify an
assertion may take the form of another assertion without specifying a logical
connection; circular reasoning may appear.

Formal

Uses empirical or logical evidence; logic is linear, one-dimensional (i.e., one
input variable); solves problems with one unknown using algebra; forms
logical relationships between abstract variables. Uses such terms if - then,
thus, therefore, and because to convey reasons or conclusions.

Systematic

Constructs multivariate systems and matrices, coordinating more than one
variable as input; forms systems out of multiple formal (logical) relations,
e.g., complex causation; situates events, ideas, relationships in a larger
context.

Metasystematic

Integrates systems to construct metasystems, including principles, out of
disparate systems; compare systems and perspectives in a systematic way
(across multiple domains); reflects on systems, i.e., is metalogical, metaanalytic; names properties of systems.

1 RWH) URP ³$ SSO\LQJ W
KHP RGHO
RI KLHUDUFKLFDOFRP SOH[ LW
\´E\&RP P RQV0 / 5 RGULJ XH] - $
Miller, P. M., Ross, S. N., LoCicero, A., Goodheart, E. A., & Danaher-Gilpin, D. (2007). Unpublished
manual. Cambridge, MA: Dare Institute. Copyright 1991-2007 by Dare Association, Inc. Adapted with
permission. Available from http://dareassociation.org.
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Hierarchical Complexity Methods and Selected Interview Material
For this first phase of the project, hierarchical complexity measurement was applied
only to the transcripts of the subject-object interviews. Developmental behavioral analysis
using hierarchical complexity theory recognizes that simultaneous, overlapping, and
fractally nested behavioral dynamics, at various scales, comprise all human action,
including thought, feeling, meaning making, etc. (Ross, 2008). In this research context, it is
essential that we, the analysts/scorers, must be clear about how widely or narrowly we set
W
KH³] RRP OHQV´RI DVVHVVP HQW
W
KDL
W
VW
KHVFDOHVRI W
DVNVW
KDD
W
UHRI LQW
HUHVD
W
QGDUH
therefore measured at any given time. Because this scoring system measures complexity of
task performance, a result is stated in terms of the stage of performance of a task of
(whatever) order of hierarchical complexity. The scores correspond with the ordinal
number assigned to each stage. The stages are numbered from 0 (lowest) through 14.
Transition steps between hierarchical complexity levels are also numbered ordinally;
transition scoring was not used in this phase of the study.
Thus, when using hierarchical complexity theory, it is never asserted that an
RUJDQLVP SHUVRQRURW
KHUDFW
RU³LVDẂDVW
DJ HRI GHYHORSP HQW
5 DW
KHUZHP D\UHSRUZKD
W W
kinds and quantities of tasks were performed at various levels of complexity and identify
domains to which those tasks pertain. These are questions not only of theory and even
ontology, but also of how one defines and sets measurement scope.
In this first phase of the research, we used two approaches to selecting studentparticipant interview material for hierarchical complexity task scoring. First, one of the
interview portions that was used in determining the SOI score was selected for hierarchical

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

complexity scoring. The purpose of this selection method was to accumulate correlation
data for, as it turns out and will be addressed, later analysis. Second, each transcript was
read in its entirety in order to identify the highest-stage task performances by the
participant that were evident in it. At least two such performances per transcript were
identified. The purpose of this selection method was to identify the most complex
performances evident in the transcript. Existence of at least two tasks performed at the
same highest stage demonstrated by the participant would suggest minimal likelihood of
either performance anomaly or scoring error.
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Analysis
Introduction
Our analysis focuses on a cohort of students who were all enrolled in our online
FRXUVH³,QW
HJUDO
&RQIOLFW
$ QDO\VLV´LQW
KHIDOO
TXDUW
HURI $ OO
RI W
KHVHVW
XGHQW
VZHUH
interviewed with the SOI within a month or two of taking the course, transcripts from
which were independently assessed and then cross-assessed for reliability by McGuigan
and Popp, using the standard SOI assessment protocol. Ross assessed the same data using
the HCSS. We look here at the relationship between our developmental assessments of the
VW
XGHQW
V¶P HDQLQJ P DNLQJ FRP SOH[ LW
\DQGW
KHLUILQDO
SDSHUVIRUW
KHFRXUVHW
RVHHLI W
KHUHLV
a correlation between the complexity of their mindsets and the complexity of their critical
W
KLQNLQJ DQGDQDO\VLVLQW
KHLUILQDO
SDSHUV±DQLQW
HJUDO
DQDO\VLVRI DFRQIOLFW
W
KH\
experienced within their own cohort. (The exact assignment is in the appendix.)
Our original intention, and our continuing commitment, was to include in this
analysis a comparison between the assessment metrics of the SOI and the MHC as applied
to SOI data. We came to this study and intention with an implicit assumption that, given
W
KDW
ZHDOODJUHHGZH¶UH³ORRNLQJ DW
KHVDP HRUJ DQLVP ´LZR
W XOGEHDUHODW
LYHO\
uncomplicated task to compare the assessment models on the same data. We expected
some interesting correlations. However, as we all got deeper into the data analysis, we
began to realize that our assumptions were wrong! Despite the fact that we are looking at
the same organism, the specific things that each metric focuses on are vastly different. Too
far into the process of writing this essay, we realize that there are prior conversations that
the three of us need to have to challenge our assumptions about, and increase our
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XQGHUVW
DQGLQJ RI RXURZQDQGHDFKRW
KHU¶VZRUNLQRUGHUW
RDFFRP SOLVKW
KHFRP SDUDW
LYH
task we set out to do.
In light of our own in-the-moment (triple-loop!) learning, we have shifted tracks.
The data analysis we engage in here is, very explicitly, a first and partial reporting on our
ongoing research. Our analysis focuses on each metric and its assessments separately, and
only on the pretest data of one cohort. We are not reporting on or analyzing longitudinal
data, and we are not engaging in a deep conversation between the HCSS and the SOI
SURW
RFROV$ OW
KRXJ KDP HW
KRGW
RXVHKLHUDUFKLFDO
FRP SOH[ LW
\W
RJHQHUDW
HD³J HQHUDO
LQW
HOOLJ HQFHVFRUH´ g, has been proposed (see Commons, 2006 and Commons & Ross,
2008), there is not yet a straightforward method to correlate scores generated by SOI and
RW
KHU³FHQW
HURI JUDYLW
\´DSSURDFKHV7 KHGDW
DZHUHSRURQ
W KHUHJLYHVXVD

preliminary

sense of the developmental ground on which we stand with this group of students, and
serves as a powerful informant for our evolving curriculum.
Our ongoing research and analysis already includes evolving conversations among
the three of us as to the unique and useful contributions of both assessment metrics, and
KRZ W
KH\LQIRUP HDFKRW
KHURUQRW
$ VRI W
KLVZULW
LQJ W
KH+&66¶VDVVHVVP HQW
RI W
KH
complexity of discrete task performances LW
KLQVSHFLILF FRQW
H[ W
VDQGW
KH62 ,¶V
assessment of the RYHUDOO³FHQW
HURI JUDYLW\´ R W
KHLQGLYLGXDO¶VP HDQLQJ P DNLQJ
complexity seem to be speaking to significantly different dimensions of human complexity.
We choose not to engage that conversation at this time due to time and space constraints.
As we go forward with our conversations, however, we will be reporting out on the
interaction of these two metrics as well as the longitudinal data from our students as they
continue their journeys.
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Within that context, we will first present a brief overview of the developmental
journey itself, a brief overview of the three mindsets most commonly found among adults,
DQGDGLVFXVVLRQRI W
KHLP SDFW
RQW
KHLUJURZW
KRI W
KHLU³KROGLQJ HQYLURQP HQW
V´±W
KHVRFLDO
and cultural environments/contexts within which students find themselves. Following our
analysis of the SOI assessment, we will present an analysis of the same data using the
HCSS protocol.
As we have noted earlier, Constructive-Developmental theory focuses on the
HYROXWLRQRI W
KHFRP SOH[ LW
\RI DQLQGLYLGXDO¶VP HDQLQJ P DNLQJ RYHUW
KHFRXUVHRI W
KHLU
OLIHW
LP H7 KHFRP SOH[ LW
\RI DSHUVRQ¶VP HDQLQJ P DNLQJ LVUHIOHFW
HGLQW
KHUHODW
LRQVKLS
between what the individual is subject to, i.e., cannot take a perspective on, and what he or
she can hold as object, i.e., that which he or she is able to look at, critique, take a
perspective on. The evolution of meaning-making is the regular, gradual, predictable and
identifiable process of the individual becoming able to take as object that which was
previously subject (Popp & Portnow, 2001). At each developmental level, or mindset, there
is a unique balance between what is subject and what is object, which becomes transformed
through interaction with the social and cultural environment (McGuigan & Popp, 2007).
Wilber (2000a) has described this transformation from one level to the next as a process of
³W
UDQVFHQGLQJ DQGLQFOXGLQJ ´
The Mindsets
6L[ P LOHVW
RQHVRU³P LQGVHW
V´HDFKZLW
KDGLVW
LQFW
P HDQLQJ P DNLQJ FRP SOH[ LW
\
define the continuum of lifespan development. We present here the three mindsets that are
most common in adulthood (Kegan et al, 2001) followed by a discussion of the four
transitional sub-stages between each full mindset. Each mindset has inherent and unique
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strengths and limitations, and therefore requires unique kinds of support in order to fully
engage in a learning context and be able to grow. The following descriptions are adapted
from McGuigan and Popp (2007), and McGuigan, Popp, and DeLauer (2009).
Concrete Mindset (Level 2)
A person with a concrete mindsetKLQNVLQFRQFUHW
HW
HUP V±FRQFUHW
HUXOHVDQGD
GXDOLVW
LFVHQVHRI W
KHULJKW
YHUVXVW
KHZURQJ ZD\W
RDSSURDFKDQLVVXH±DQGRULHQW
VW
RZDUG
the concrete consequences of his or her actions. A person with this mindset views and
experiences others as a means to an end: I see you as either someone who will help me get
what I want or who will stand in the way of getting what I want. Those with this mindset
UHODW
HW
RW
KHH[ W
HUQDO
REVHUYDEOHDVSHFW
VRI DQRW
KHU¶VEHKDYLRUXQDEOHW
RXQGHUVW
DQGRU
HPSDW
KL] HZLW
KW
KHRW
KHU¶VLQW
HUQDO
H[ SHULHQFH6RP HRQHZLW
KD

Concrete mindset has great

difficulty with abstract ideas, and orients only to the concrete characteristics of a problem
and the concrete actions associated with it.
Affiliative Mindset (Level 3)
The Affiliative Mindset is characterized by a more abstract and generalized
orientation to the world than that of the Concrete mindset. With an Affiliative Mindset, I
know myself through your eyes, your opinions and expectations of me; your acceptance
and validation of me is the source of my sense of belonging and worth. Thus, relational
ambiguity, difference, and conflict pose significant problems for those with this mindset, as
W
KH\DUHW
KUHDW
VW
RW
KHYHU\IDEULF RI RQH¶VH[ SHULHQFHRI VHOI QHVV7KHLURULHQW
DW
LRQLV
toward consensus, minimizing difference, and emphasizing agreement and commonality.
Those with an Affiliative Mindset need permission and motivation from a trusted authority
to embrace difference and face ambiguity in conflictual situations. If this support does not
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exist for them, they may well disengage, feeling that the process is out of control and too
threatening.
Self-Authoring Mindset (Level 4)
Individuals with a Self-authoring mindset orient toward their own internally
generated authority, values, standards and theories of how the world works, and themselves
within it. They accept and welcome ambiguity and difference as a way to understand
themselves and each other, and see conflict as a necessary and inevitable aspect of human
interaction. Their concern is toward consequences for their own sense of internal integrity
and coherence, having transformed their previous Affiliative FRQFHUQDERXRW
WKHUV¶
perceptions of them into a need for internal consistency, competence, and integrity. Those
ZLW
KW
KLVP LQGVHW
IXOO\GHYHORSHGDUHDEOHW
R³VHH´IRUW
KHILUVW
LP HW
KHORJLFDQG
orientation of the previous mindsets.
Transitions between mindsets
The evolution from one mindset to the next involves four transitional phases that
are as identifiable as the mindsets (Kegan, 1982; Popp & Portnow, 2001). The process is
the same within each transition but the content and the manifestation are as unique as each
IXOO
P LQGVH7KH
W SURFHVVRI GLVHP EHGGLQJ IURP RQH¶VFXUUHQW
P LQGVHW
VXEM
HFW
REM
HFW
balance) begins with some kind of experience of the limitations or constraints of this way
of making sense of the world, and the beginning awareness that there might be another way
W
RGRL7KL
W VDZDUHQHVVRI DQRW
KHUSRVVLELOLW
\LVM
XVW
KD±
WW
KHDFW
XDO
QHZ ZD\RI EHLQJ QRW
\HFRQ
W VW
UXFW
HG,I ZHODEHO
W
KHFXUUHQW
P HDQLQJ P DNLQJ VW
UXFW
XUHDV³

x´DQGW
KHVW
UXFW
XUH

W
RZKLFKW
KHSHUVRQLVHYROYLQJ DV³ yZHZRXOGLGHQW
LI\W
KLVEHJLQQLQJ W
UDQVLW
LRQDO
SKDVH
as X(y), that is to say the x structure is fully operative and dominant, and the y structure is
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just beginning to be felt. The next phase is X/y and is characterized by the person having
begun to actually construct a new and more complex way to make sense of things, that is
supported and lead by the x structure or mindset. Y/x happens when the new way of making
VHQVHEHFRP HVVW
URQJHUDQGEHJ LQVW
R³OHDG´W
KHSHUVRQ¶VP HDQLQJ P DNLQJ DQGXVHVW
KH
strengths of the x structure on behalf of the new, more complex structure of y. As the y
structure becomes stronger through interaction and validation with the environment, the x
VW
UXFW
XUHEHFRP HVVXEVXP HGLW
VSUHVHQFHIHOW
LQW
KH³W
XJ ´EDFNW
RROGHUP RUHIDP LOLDU
ways of being. We label this phase as Y(x).
Domains, Contexts, Holding Environments
7KHVRFLDO
DQGFXOW
XUDO
FRQW
H[ W
ZLW
KLQZKLFKDQLQGLYLGXDO
OLW
HUDOO\³

findsRQH¶

VHOI´KDVSRZHUIXO
LQIOXHQFHVRQW
KHLQGLYLGXDO¶VVHQVHDQGFRQVW
UXFW
LRQRI VHOI 7 KH
FRQVW
UXFW
LRQRI D³VHOI´KDSSHQVRQO\ZLW
KLQW
KHFRQW
H[ RI
WW
KHVRFLDO
DQGFXOW
XUDO
VXUURXQG
and in interaction with it (Kegan, 1982, 1994; Kegan et al, 2001; McGuigan & Popp,
2007). Popp (1996, 1993) explored the evolving construction of psychological boundaries
DVW
KHFRQW
LQXDO
QHJ RW
LDW
LRQRI ZKR³,´DP DQGZKR³\RX´DUH
As a noun, a psychological boundary is the differentiation between what the
individual experiences as "I" and "not-I." As a verb or an activity, I suggest a
psychological boundary is not a static thing, but is a constructive process which
develops and evolves over the lifespan. A boundary is a process of both connection
and distinction, a process which makes relationship between "I" and "not-I"
possible. In fact, boundaries bring the very concept and experience of a "I" and a
"not-I" into being. Neither can exist without distinction from and connection to the
other. (1993, p. 28; emphasis in original)

The notion of the dialectical relationship between the organism and its environment
EHJ DQZLW
K' DUZLQ¶VELRORJLFDOREVHUYDW
LRQVFRQW
LQXHGW
KURXJK-DP HV0 DUN
%DOGZLQ¶V%URXJ KW
RQ) UHHP DQ0 RLUDSSOLFDW
LRQRI ' DUZLQ¶VLGHDVW
RW
KH
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psychological realm; was further refined and articulated by Piaget. George Herbert Meade
W
KHILHOGRI VRFLDO
SV\FKRORJ\DOVRQRW
HGW
KDW
³W
KHLQGLYLGXDO
« FRQVW
LW
XW
HV
VRFLHW
\DVJ HQXLQHO\DVVRFLHW
\FRQVW
LW
XW
HVW
KHLQGLYLGXDO´S [ [ Y6LP LODUO\LQFULW
LTXLQJ
Vygotsky, David Bakhurst (2007) writes
Despite his emphasis on the sociocultural foundations of psychological
GHYHORSP HQ9W\J RW
VN\¶VW
KRXJKW
UHP DLQVFHQW
HUHGRQW
KHLQGLYLGXDO
VXEM
HFW
conceived as a discrete, autonomous person. A cultural-historical approach,
however, ought rightly to stress the dialogical character of the self. We do not just
become persons through our interactions with others; we are ourselves only in
relation to others. Selves are sustained through communicative practices, and our
identities are forged through the negotiation of meaning (p. 63).
As we grow through our adulthood, our holding environments, or social contexts,
become more numerous, varied, and complex: we have the context of our family of origin,
the family we might have created as a parent, our circle of friends, the context of our work,
RXUIDLW
KFRP P XQLW
\RXUQHLJKERUKRRGRXUHW
KQLF ³W
ULEH´DVRQO\DIHZ ,QUHODW
LRQW
R
these more varied and complex contexts, we begin to know ourselves in more varied and
complex ways. These domains of our lives each have their own unique structures, shared
values, beliefs, standards, and histories, and each one has a different way of supporting and
challenging our growth (Daloz, 1999; Daloz et al, 1996: Kegan, 1994). Domains or
contexts that support our growth offer an optimal balance of challenge and support. Those
contexts that inhibit our growth offer not enough support or not enough challenge. Across
the variety of our social contexts, our experiences within them vary as to the amount of
VXSSRUD
W
QGFKDOOHQJHZHIHHO6RP HFRQW
H[ W
VZLOOVXSSRURX
WU³KLJ KHVẂVHOYHV±RXUP RVW
complex levels of meaning-making, while other contexts might feel more oppressive or
challenging, and we retreat to a less complex way of responding (Torbert, 2004). Our goal
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in this program is to offer a learning environment wherein each student experiences an
optimal balance of challenge and support.
Interview Data
Among the students we interviewed, we found a range of developmental
FRP SOH[ LW
LHVIURP W
KURXJKW
KH³FHQW
HURI J UDYLW
\´RI W
KHFRKRUEH
WLQJ 7KLV
range reflects what other studies have found as typical of the general adult population of
this country (Berger, 2003a, 2003b; Kegan, 1994; Kegan et al, 2001). What does this mean
for our curriculum and our expectations for our students? While some of the students
clearly demonstrate the capacity for a high level of critical reflection, most are just
beginning to develop that capacity. Does this mean they cannot reflect? Does this mean
W
KH\DUHQRW
DV³VP DUẂDVVW
XGHQW
VZKRKDYHP RUHFRP SOH[ P HDQLQJ V\VW
HP V" 1 R,W
GRHVQ¶PWHDQW
KDD
W
W
DOO
%XW
ZKDW
LGRH
W VP HDQLVW
KDW
KDYLQJ DQHSLVW
HP RORJLFDO
FHQW
HURI
gravity closer to the Affiliative Mindset than the Self-authoring mindset manifests, for
example, in a critical analysis of conflict being more of a description of events and how the
relevant theories clarify them, than an actual critique of the events, meanings, historicity,
W
KHRUHW
LFDOSHUVSHFW
LYHVLQFOXGLQJ RQH¶VRZQDQGDOW
HUQDW
HRUFRP SHW
LQJ LQW
HUSUHW
DW
LRQV
We will explore the implications of the cohort center of gravity for our curriculum, learning
expectations, and teaching/coaching/mentoring design and strategies following our
discussion of individual assessments. See table 2 for the distribution of SOI scores.

Table 2

Student

SOI score

Gender

Age range

#1

4/3

F

40s

#2

3/4

F

40s
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#3

4(3)*

F

40s

#4

3

F

40s

#5

3(4)

*

F

40s

#6

3(4)

F

50s

#7

3/2

M

40s

#8

3/4

F

50s

#9

3(4)

F

30s

We turn now to a discussion of what each SOI score indicates, illustrating with
excerpts from the transcripts, then discuss the implications of these complexities of mind
for the capacities of students to critically reflect on both theoretical course material and
their own understanding and experience.
SOI data analysis
Concrete/Affiliative: this developmental complexity, labeled 3/2, indicates that both
the Affiliative and the Concrete LQGVHW
VDUHIXQFW
LRQLQJ LQW
KLVSHUVRQ¶VP HDQLQJ P DNLQJ
V\VW
HP 7KLVSDUW
LFXODUW
UDQVLW
LRQDO
SKDVHP DQLIHVW
VLQW
KHSHUVRQ¶VH[ SHULHQFHDVEHLQJ
concerned about important others and their feelings and experiences, but understood in
concrete ways. In describing a difficult life situation this student articulates the more
abstract, Affiliative concerns about connectedness, but describes them in fairly concrete
ways:
I (Interviewer) W
RIHHOVRRXW
RI FRQW
URO
DQGQRW
XQGHUVW
DQGZKDW
¶VJ RLQJ RQ"
S (Student) HVEHFDXVH\RXKHDURI SHRSOHW
KDN
W
QRZ ZKDG
W
D\W
KH\¶YHEHHQ
VDYHGRUZKDW
HYHUDOO
,¶YHHYHUZDQW
HGLVW
RKDYHW
KLVIHHOLQJ ZKHUH, J RW
RW
KH
IURQGR
WRUW
KHGRRUEHOO
ULQJV\RXJ RW
RW
KHGRRUDQGW
KHUH¶VQRRQHW
KHUHEXW
DOO
RI

*

not enrolled in Integral Conflict course
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DVXGGHQ\RXJHW
KLVSXQFKLQW
KHIDFHDQGLW
¶V* RGVD\LQJ ³<RXDVNHGP HW
RFRP H
LQW
R\RXUOLIHW
RKHOS \RXZLW
K\RXUVW
UXJJ OHV, DP KHUHQRZ ´
I: Uh-huh.
S QG, VW
UXJJOHZLW
KW
KDEH
WFDXVH,¶P W
KLQNLQJ +HFDQSDUW
KHVHDZK\FDQ¶
+H
W
help me?
I: So in some way even God is disappointing you, or not helping you or abandoning
you or something like that?
S HVP D¶DP
I: So what do you do with that? How do you make sense of that, and what does that
mean to you in those moments when you feel that, that even God has abandoned
you?
S: Sad.
I: And what is the sadness about? That sounds like kind of a silly question, but . . .
S: The sadness really in a nutshell is me feeling that God has abandoned me when
probably I have abandoned God. And it makes me sad that I have those feelings,
W
KDW¶V
ZKDL
W
W
FRP HVGRZQW
R
I QGW
KHVDGQHVVLVW
KD\
W
RXKDYHW
KHIHHOLQJ W
KDW
\RX¶YHDEDQGRQHG* RG"
S KDYHW
KHIHHOLQJ W
KDW
\HVW
KD,¶
WYHDEDQGRQHG* RG2 UW
KDW
+H¶VDEDQGRQHGP H
ZKLFK\RXNQRZ DVDUHOLJLRXVSHUVRQ, NQRZ +H¶VQRW
DEDQGRQHGP H0 D\EH
,¶YHDEDQGRQHG+LP ,W
M
XVPWDNHVP HVDG, KDYHW
KRVHIHHOLQJ VZKHQ, NQRZ +H
has probably not abandoned me. But I just have these feelings that He has left me
on this island by myself.
I: So the sadness is really the sense of isolation that you feel, right? Something like
that?
S: Yeah.
I: And do you have any sense or vision of what it would feel like to not feel that
kind of abandonment and isolation?
S XVW
RW
KHSRLQW
W
KD,WZRXOGOLNHW
RKDYHW
KDIH
WHOLQJ \RXNQRZ ZKHUH, GRQ¶W
have that feeling of an abandonment.

: KDW
ZHFDQVHHLQW
KHSRLJ QDQF\RI W
KLVP DQ¶VVW
DW
HP HQW
LVDJURZLQJ FDSDFLW
\IRU
abstract thinking, for recognizing and acknowledging his internal experience of feeling
abandoned, and being able to begin to take the additional perspective that he has abandoned
God as well. We see evidence of the Concrete mindset operating in the absence of any
reflection on his own feelings. He gives us a concrete description of what is happening, but

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

46

KHGRHVQRW
DQGLVQRW
DEOHW
RJ RP XFKEH\RQGW
KHGHVFULSW
LRQRI W
KHIHHOLQJ VW
DW
H±³, IHHO
VDGW
KD,WKDYHW
KRVHIHHOLQJ V´W
REHLQJ DEOHW
RVW
DQGEDFNIURP DQGW
DONDERXW
KHLQW
HUQDO
H[SHULHQFHRI ZKDL
W
W
P HDQVW
RIHHO
DEDQGRQHGRW
KHUW
KDQKHZDQW
VW
REHZKHUHKHGRHVQ¶W
have that feeling.
This transitional phase is characterized by a sense of bewilderment about what to do
with these new feelings one is having. Within a full Concrete mindset, feelings are
understood and experienced as events caused by other concrete events. When the Affiliative
mindset begins to evolve, this new internal experience of feelings begins to carry more
ZHLJKW
EHJLQVW
RW
DNHXS P RUHSV\FKRORJLFDO
VSDFHDQGFDQ¶
EH
WDW
W
ULEXW
HGW
RDFOHDUFXW
FRQFUHW
HHYHQRU
WFLUFXP VW
DQFH%XW
DVW
KHUHLVQ¶
\
W
HD
W
UREXVQ
W
HZ FRQW
DLQHUW
RKROGW
KHP
and make sense of them, this creates a sense of confusion and of not quite knowing where
these feelings come from, what caused them, and what to do with them or about them. And
yet, he has powerful internal experience of feeling abandoned and isolated, in need of an
interpersonal surround within which to feel held, understood, and kept company. An
DOUHDG\GLIILFXO
V
W
LW
XDW
LRQEHFRP HVHYHQP RUHGLVW
UHVVLQJ ZKHQKLVFRQFUHW
H³J ULS´RU
understanding on his feelings has lost its hold.
Within the fully constructed Affiliative mindset, feelings, emotions, psychological
states are the context within which one knows oneself. These abstract internal experiences
are like oceans in which we swim and are tossed around by the waves and currents of our
feelings, expectations, and opinions of one another. The waves you make toss me around,
and vice versa. What you say and do and feel causes my feelings, and what I say and do
and feel causes yours; in my experience there is no clear separation or boundary between
my psychological ocean and yours. I am just as much at the mercy of my own feelings as I
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DP DW
KHP HUF\RI \RXUV, DP ³KDGE\´W
KHVHRFHDQVRI IHHOLQJ VW
KRXJKW
VH[ SHFW
DW
LRQV
they define my sense of who I am as much as my sense of who you are.
One of the students whose meaning systems was assessed within the Affiliative
mindset described an experience of a conflict this way:
S: Yeah, I have been working for a few years with the concept of the victim, and not
being a victim. And working on ridding myself of that kind of servitude that comes
with seeing myself as a victim and powerless.
I: So is that a way that you had felt before?
S HDKGHILQLW
HO\W
RW
DOO\\HDK/ LNHW
KHZRUOGRZHVP HDQG,¶P SRRUDQG,¶P
W
KLVDQG,¶P W
KDD
W
QGZKDW
HYHU
I: Oh, okay.
S: And so, you know, there was the time that I was really angry at my father, and
W
KDW
ILW
VLQZLW
KW
KDD
W
VZHOO
%XW
, GRQ¶
,¶
WP P RVW
O\RXW
RI W
KD,WP RVW
O\UHDOO\
KDYHW
KDEH
WKLQGP H« %XW
, ORRNIRUW
KHFRQW
LQXLQJ W
KUHDGV$ QGZLW
KP \NLGVLW
¶V
like continually stepping into the adult role with them. Because getting angry with
W
KHP LVNLQGRI OLNHEHLQJ DYLFW
LP W
RRZLW
KZKDW
HYHUW
KH\¶UHGRLQJ W
KDW
¶VXSVHW
W
LQJ
P H²
W¶V
OLNHLW
¶VEHFRP LQJ SRZHUOHVVW
RZKDW
¶VKDSSHQLQJ 6RJHW
W
LQJ DQJU\LVNLQGRI
like giving up, instead of taking the adult role and intervening in a positive way.
* HW
W
LQJ DQJU\LVOLNH,¶P EHLQJ YLFW
LP L] HGKHUH
<RXNQRZ" , GRQ¶
X
W
VHW
KRVHZRUGVEXW
KDW
¶VNLQGRI ZKHUHLFR
WP HVIURP ,W
¶V
OLNH,¶P KHOSOHVVW
KLVLVDGLVDVW
HUDQG,¶P DYLFW
LP W
RW
KLVGLVDVW
HU\RXNQRZ VR,
ZRUNKDUGW
RVW
HS LQW
RDGXOW
KRRGDQG$ QGZKHQ, GRW
KHQ,¶P QRW
SRZHUOHVV
7KHUH¶VORW
VW
KD,WFDQGR
And, you know, I have little things that I can do to help myself engage in a more
positive, constructive way.
I: So what are those kinds of things? Is it a way of talking to yourself or reminding
yourself?
S HOO
,W
KRXJKW
RI VRP HW
KLQJ \HVW
HUGD\W
KDW
¶VNLQGRI VLOO\EX\
W
RXNQRZ ZKHQ
W
KHUH¶VDILUHDQGW
KH\VD\³VW
RS GURS DQGUROO"´
, W
KRXJ KZH
W OO, FDQXVHW
KDW
ZKHQW
KHUH¶VDILUHZKHQ, W
KLQNW
KHUH¶VDILUH, W
KLQN
this is an emergency, I should stop, drop, and roll. With my kids it means, stop what
,¶P GRLQJ DQGGURS GRZQW
RW
KHLUOHYHO
DQGHQJ DJ HUROOZRXOGEHW
RUROO
LQW
R
their reality.
%HFRP SDVVLRQDW
HDQGOLVW
HQUHDOO\OLVW
HQW
RZKDW
KHLUIHHOLQJ VDUHDQGZKDW
¶V
UHDOO\JRLQJ RQ6RRIW
HQ, GRQ¶
GR
WW
KDW
DQGW
KHQW
KHILUHFRQW
LQXHVW
RUDJH
I: Oh, yeah, yeah. I know that one [laughter@
7KDW
¶VJUHDW
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S QGZKHQ, GRLW
KHQW
KH\¶OO
W
HOO
P HW
KLQJV,W
¶VOLNH0 RP W
KLVDQGW
KLVDQG
W
KLV$ QGW
KHQ, W
KLQN2 KRND\$ QGW
KHHQHUJ \FKDQJHV\RXNQRZ DQGLW
¶V
always so simple. It feels like a brick wall
%XW
LW
¶VDOZD\VLI , FDQGRW
KLVW
KHQLW
¶VVRVLP SOHLW
¶VW
KHVLP SOHVW
KLQJ V
I VQ¶W
KDW
DP D] LQJ"
7KLVZRP DQIHHOVDW
KHP HUF\RI W
KH³ILUH´RI KHUVHQVHRI SRZHUOHVVQHVV6KH
equates getting angry with being victimized. It is, again, an experience of being tossed
DURXQGE\W
KHZDYHVDQGFXUUHQW
VRI KHURZQRUDQRW
KHU¶VEHKDYLRURUIHHOLQJ VRU
H[SHFW
DW
LRQV±EHLQJ ³KDGE\´KHUIHHOLQJVUDW
KHUW
KDQKDYLQJ W
KHP +HUFRP SDULVRQRI KHU
H[SHULHQFHLQW
KH³YLFW
LP UROH´DVRSSRVHGW
R³W
KHDGXOU
W
ROH´VXJJHVW
VW
KDW
KHUROHVGHILQH
her experience. That she does not articulate a sense of the possibility of the two roles being
interconnected in any way speaks to the Affiliative complexity that cannot coordinate or
hold contradictory ideas/thoughts/feelings at the same time. Again, the oceanic quality of
the experience of any one idea/thought/or feeling that is characteristic of this mindset, is
all-encompassing.
Another student whose assessment revealed an Affiliative mindset that is beginning
to feel its own constraints (3(4) described an experience of conflict this way:
S GRQ¶
N
W
QRZ LI ZKD,¶
WP DIUDLGRI LVZKDV
W
KH¶OOW
KLQNRI P HIRUW
KLQNLQJ W
KDW
Which is probably, once I start to learn more and dig down into some of these
LVVXHV, W
KLQNW
KDW
¶VDORW
RI ZKDW
P \ELJ DVVXP SW
LRQVDUHEDVHGRQ
6R ,¶GOLNHW
RW
KLQNW
KD,¶
WP P RVFRQ
W FHUQHGW
KD,WP LJKW
KXUK
W
HUIHHOLQJVE\
VXJ J HVW
LQJ W
KDV
W
KH¶VGLVUHVSHFW
IXORU\RXNQRZ ZKDW
HYHUEXW
ZKD,WUHDOO\W
KLQNLV
. . . what I think W
KLQNLVZKDL
W
V
W
D\VDERXW
P H7 KDL
W
I ,¶P W
KLQNLQJ W
KDD
W
ERXKH
WU
P D\EHLQVLGHW
KDW
¶VVRP HW
KLQJ W
KD,WDP DQG, W
KLQNDQG, IHHO
$ QG, GRQ¶
W
KLQN,
ZDQW
W
RDFNQRZOHGJHW
KDL
W
IW
KDW
¶VW
KHFDVH
I LI \RX¶UHW
KLQNLQJ W
KDW
DERXW
KHU
S: So if I think her actions are controlling or trying to diminish me in some way,
what I think is if I think that about her actions, I must be . .. . . in order for me to
attach meaning to that, that I think that those actions mean that, then that must be
what it would mean to me. So if I sent her an email and said, you know, [the same

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

49

thing she said to me], or whatever, that if I would do something like that, that would
. . . what am I trying to say? That if I recognize her actions as being harmful, that
the intent of them is harmful . . .
. . . then, for me to think that is not only harmful to her, but it must mean that I have
been able to create such thoughts. You know, that I can think along those lines
myself. Does that make sense?
I W
KLQNVR/ HPWHM
XVPWDNHVXUH,¶P XQGHUVW
DQGLQJ ZKDW
\RX¶UHVD\LQJ
S W¶VJ RRGLI \RXFDQ> laughter].
I ,W
KLQNW
KLVLVZKD\
W
RX¶UHVD\LQJ W
KDW
LI \RXVHHW
KLVNLQGRI EHKDYLRULQKHU
DQGDW
W
ULEXW
HW
KDN
W
LQGRI LQW
HQW
LRQW
RKHUW
KDW
\RX¶UHDOVRW
KDZD
W \\RXUVHOI ,VW
KDW
ZKDW
\RX¶UHVD\LQJ"
S: Yeah, I know that sounds kind of screwed up. But if I can think like that, if I can
ORRNDKH
WUDFW
LRQVDQGW
KLQNW
KDL
W
VKHULQW
HQW
W
KHQ, FRXOGQ¶
K
W
DYHFRP HXS ZLW
K
that myself unless I . . . I mean, where would that have come from? That had to
come from somewhere inside of me that I would think that. So, you know, for me to
read her actions and attach a meaning to it, it has to already be there. Like, did I
ever do something with that intent, you know what I mean. Like am I . . . ?
I: Are you projecting that from yourself onto her?
S <H« : HOOW
KDW
¶VZKDW
, W
KLQN, P HDQ>
laughter]. Am I projecting that onto
her? Yeah, well, for me to think that about her is kind of mean and kind of unkind,
VRW
KHUHIRUHW
KDW
KRXJKW
KDVW
ROLYHLQVLGHP \RZQKHDG« « 6RDUHQ¶
,WUHDOO\W
KH
one that is sort of mean and unkind that I would attach that kind of meaning to it.
<RXNQRZ DUHQ¶W
, NLQGRI ZKDW
¶VW
KHZRUG"
I: Judgmental?
S: Oh, absolutely. And capable of being underhanded like that.

7KLVZRP DQ¶VVW
DW
HGFRQIXVLRQRYHUZKHUHW
KHRULJLQVRI KHUIHHOLQJ VDQGW
KRXJ KW
V
lie is a clear example of the oceanic experience of one with an Affiliative mindset. The part
of her mindset that is (4) is demonstrated in her beginning awareness of what she is doing.
She articulates an awareness of the possibility that what she thinks she is thinking could be
FRQVW
UXHGLQDQRW
KHUZD\6KH¶VW
DNHQDKDOI VW
HS EDFNIURP KHUH[ SHULHQFHLQW
KLVFRQIOLFW
W
RTXHVW
LRQZKDV
W
KH¶VW
KLQNLQJ DERXW
W
KHRW
KHUEXW
KHUTXHVW
LRQLQJ LVDERXW
ZKRVHIHHOLQJV
DUHW
KHVHDQ\ZD\" 6KH¶VVZLP P LQJ LQW
KHRFHDQEXW
EHJLQQLQJ W
RTXHVW
LRQZKRLL
W
VW
KDL
W
V
responsible for the individual waves.
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Students whose meaning-making was assessed at a transitional phase between the
Affiliative mindset and the Self-authoring mindset also describe feelings of being at the
P HUF\RI H[ W
HUQDOIRUFHVEXW
ZLW
KDQLQFUHDVHGFDSDFLW
\W
RJHV
W
RP HGLVW
DQFHIURP LW
±DVLI
IURP DUDIW
DIORDR
W
QW
KHZDW
HU2 QHZRP DQ¶VH[ SHULHQFHRI EHJLQQLQJ W
RVHHKRZ VKH
FUHDW
HGKHURZQ³RFHDQ´VRXQGHGOLNHW
KLV
S QGLW
¶VSDUW
O\, W
KLQNW
KDW
KHUHDVRQW
KD,WUDLVHLW
QRZ LVW
KLVVHQVHRI XUJ HQF\
W
KDW
LQW
KHGHYHORSP HQW
FRXUVHW
KD,¶
WP GRLQJ ,¶P ORRNLQJ DV
W
W
XII , ZRXOGOLNHW
R
DFKLHYHLQW
KHORFDODUHDDQGUHDOL] LQJ W
KDV
W
RP XFKLVDOUHDG\JRLQJ RQDQG,¶P QRW
SDURI
W L$WQGKRZ FRP HDP , QRW
SDUR
W
I LW
" $ QGVR,¶P VRUR
W
I KDYLQJ W
RORRNDW
that again and oh, have I set up over the years a nice little system whereby I am not
SDURI
W LW
« « 6RQRZ ZKDD
W
P , JRLQJ W
RGR"
I: Ah-hah! [laughter] Yes.
S , JXHVVW
KDW
¶VZK\LL
W
VUHDOO\LP SRUW
DQW
DW
KLVP RP HQW
W
RP H
I

KP 6RLW
¶VNLQGRI \RXURZQLQW
HUQDO
FRQIOLFW
DW
KHP RP HQW
"

S: Yes.
I: Your immune system of wanting to be part of it and yet setting up this beautiful
system to keep you not part of it.
S HOO
\HDKDQG, W
KLQNLW
¶VUHDOL]LQJ W
KD,WKDYHVHX
W
SW
KLVV\VW
HP 1 RZ , KDYHW
R
deal with this system that I have set up and somehow dismantle it or overcome it in
some way, or . . .
I HDKW
KHZRUGV\RX¶UHXVLQJ ³GLVP DQW
OLQJ´DQG³RYHUFRP LQJ ´DQG,¶P M
XVW
wondering what feels most daunting or most challenging to you in looking at this
V\VW
HP W
KD\
WRX¶YHVHXS
W DQGW
U\LQJ W
RILJ XUHRXW
KRZ W
RRYHUFRP HLW
"
S KDW
IHHOVP RVG
W
DXQW
LQJ" , GRQ¶
N
W
QRZ , KDYHQ¶
W
DNHQLD
W
SDUH
W
QRXJKW
RNQRZ
ZKDW
W
KHHOHP HQW
VRI LD
W
UHVRULJKW
QRZ LM
W
XVW
IHHOVOLNHW
KHUH¶VW
KLVELJ W
KLQJ W
KD,W
KDYHW
RGLVP DQW
OHDQG,¶P QRW
DEOHW
RVRUR
W
I LGHQW
LI\ZKDW
HDFKSLHFHLVRI LW
Probably, knowing myself as I do, probably, the most daunting is sort of actually
stepping forward and moving past the system that I have in place.
7KHW
KLQJ LVW
KD,WKDYHQ¶
U
W
HDOO\ORRNHGDL
W
D
W
VDV\VW
HP \H,WKDYHQ¶
V
W
RURI
WW
DNHQ
LD
W
SDUD
W
QGVHHQZKHUHEXW
KDW
¶VLQW
HUHVW
LQJ EHFDXVHZKHQ, W
KLQNDERXL
W
W
DVD
system, and I think, Okay, well, I could look at what are the elements of that
system, what are the places where the biggest stickage is? What are some of the
interconnections that I can change? Then it becomes suddenly much less daunting.
I: Ah-hah!
S: Because it becomes something that, okay, I can get some distance on, I can take
apart and think about and respond to instead of just emotionally reacting to it.
Whether I will or not is another question [laughter].
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The presence of both the Affiliative and the Self-authoring mindsets here is evident
LQKHUVW
DW
HP HQW
W
KDV
W
KHKDVQ¶
U
W
HDOO\W
DNHQLD
W
SDUW
RORRNDL
W
W
\HW

AffiliativeFDQQRW
\HW

VHSDUDW
HRXW
DQGP DNHGLVW
LQFW
LRQVDP RQJ W
KHYDULRXVSDUW
VRI KHUVHOI ±VW
LOODGULIW
LQW
KH
ocean), and at the same time, saying that it becomes something that she can get some
distance on, take apart and think about (Self-authoringILQGLQJ DUDIW
W
RVLR
W
QJ HW
W
LQJ KHU
head above the water and beginning to see the individual waves, that there are actually
individual pieces that she can take apart).
2 QO\RQHVW
XGHQW
¶VP HDQLQJ P DNLQJ ZDVDVVHVVHGDW
KHODVW
UDQVLW
LRQDO
SKDVH
EHIRUHDIXOO
6HOI DXW
KRULQJ P LQGVH±
W7KLVVW
XGHQW
ZDVQRW
HQUROOHGLQW
KHFRXUVH
The characteristics of this developmental place are a fully operating, internally generated,
VHOI V\VW
HP W
KDL
W
VDOZD\VRQJXDUGDJ DLQVW
KHSXOORI W
KHW
LGH³EDFN´LQW
RDP RUH

Affiliative

sense of vulnerability and responsibility to and for the feelings and experience of others.
Our student describes it this way:
S ,W
KLQN, J RW
KURXJKW
KHGD\SUHW
W
\P XFKIHHOLQJ RND\IHHOLQJ FRQILGHQW
DQG
that kind of thing. And then, you know, something major like this happens, or I get
the email from [an impossible colleague], and I start questioning myself, you know,
DP , ULJKW
6RZKDV
W
HHP VW
RNLFNP HLQW
RW
KDV
W
HOI GRXEW
NLQGRI W
KLQJ LW
¶V
H[ W
HUQDOO\GULYHQ« 7KHUH¶VVRP HW
KLQJ W
KDK
W
DSSHQV, GRQ¶W
NQRZ LI W
KLVLVKHOSIXO
DW
all. These are hard questions.
I: I know they are.
S: [laughter] You answer the questions and see how you like it!
I NQRZ W
KH\¶UHVXSSRVHGW
REHKDUG« 6RZKHQ\RXVD\W
KH\¶UHH[ W
HUQDOO\
driven, is it kind of more an event that happens out there that touches off the
LQVHFXULW
\UDW
KHUW
KDQVRP HRQHVD\LQJ ³2 K\RX¶UHLQFRP SHW
HQW
´RUDQDUJXP HQW
with someone, or . . .
S HDK1 RW
KDW
GRHVQ¶
KD
WSSHQ$ QGDQH[ W
HUQDOHYHQW
FRXOGEHVRP HW
KLQJ OLNH
ZKDW
, W
DONHGDERX,¶
WP VXHGRU, J HD
W
QHP DLOIURP W
KLVFROOHDJXH%XW
LD
W
OVRFDQ
be an external event, like I do a whole lot of presentations and trainings. And I
FRXOGGRDW
UDLQLQJ DQG\RXNQRZ W
KHFURZGM
XVO
W
RYHVXVDQGZHZDONRXD
W
QGLW
¶V
DUXVK: HKDGDW
UDLQLQJ RQ: HGQHVGD\DQGW
KH\GLGQ¶W
ORYHXVDVP XFK6R, VW
DUW
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W
KLQNLQJ 2 ND\ZKDW
¶VW
KHGLIIHUHQFH" 1 RUP DOO\W
KH\ORYHP H: K\GLGQ¶
W
KH\
love me? Maybe I should have said this, maybe I should have said that. And I can
get myself, you know, just going into this, you know, spiraling down into so much
VHOI GRXEW
$ QG,¶P W
U\LQJ W
RJHD
W
ZD\IURP W
KDW
$ QGW
KHP RUHW
UDLQLQJV, GRW
KH
less I do it.
%XW
, ZDQW
W
RSHUIRUP DPW\RSW
LP DO
OHYHODOO
W
KHW
LP HDQG, FDQ¶W
$ QGZKHQ,
GRQ¶W
KHQ,¶P OLNH$ DFK\RXNQRZ" <RXVKRXOGKDYHGRQHEHW
W
HUW
KDN
W
LQGRI
thing.
For this woman, even when an external event, such as what she describes, happens,
she is very clear that the responsibility is her own for her reactions, responses, and feelings
of insecurity (the fully Self-authoring SLHFH7KH³W
XJ EDFN´LVVHHQLQKHUTXHVW
LRQLQJ RI
herself and the self-doubt that sets in after some external event happens. That she is so clear
about what triggers this spiral into self-doubt and how she gets herself into and out of it is
the very essence of this final phase of the transition. She knows when she wades back into
the waves and feels the pull of the undertow, but she resists it and does not lose her footing.
Hierarchical Complexity Analysis of Selected Interview Material
For the reasons given earlier, the hierarchical complexity scoring results are
reported independently of the SOI scores. A hierarchical complexity score was assigned to
RQHRI W
KHUHSUHVHQW
DW
LYH³ELW
V´RI W
KH62 , VFRUHJ LYHQW
RW
KHLQW
HUYLHZ $ VP HQW
LRQHG
above, we do not treat these scores as comparable because SOI and hierarchical complexity
methods in this study used different units of analysis. The frequency distribution of higher
performance scores was greater in the sample of interview material for which highest
scores were sought than for the representative transcript sections used in part of the SOI
scoring (Table 3).
Table 3: Frequency Distribution of Hierarchical Complexity Stages of Task Performance
Hierarchical Complexity of Performed Tasks Selected
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Stage of
Performance

Interview segment task
included in some part of
representative SOI scored
section

%

Highest stage interview
segment task outside of
representative SOI scored
section

%

Abstract 9

1

1

-

-

Formal 10

3

3

1

1

Systematic 11

5

56

8

9

Total participants

9

100%

9

100%

In interviews, the sample of participants performed tasks at abstract, formal, and
systematic stages of performance. Representative excerpts are provided below as examples
of each of these stages of performance. One example each is given for abstract and formal
stages, while two examples are supplied to illustrate the systematic stage. One example
illustrates a systematic stage task of recognizing complex causation of a situation; that is,
where there is no single cause-effect relationship. The second example of a systematic
stage task illustrates coordinating multiple logical relations into a system that was the basis
IRUW
KHSHUVRQ¶VDFW
LRQVW
UDW
HJ\
Abstract Stage 9 Excerpt. Uses assertions that include quantification (italicized) and
generalized classes of people and events (underlined).
So she was very close and any time her grandkids had a ball game or anything like
that, you know, she went. And my dad never did that with us, but here he is
traipsing around to all these little ball games, and so that hurt all of us siblings that
he was doing that with his new wife but never did that with us when we were
growing up.
Formal Stage 10 Excerpt. Forms linear, logical relationships between abstract
variables to reason about events and conclusions. A bulleted summary of the logics
(paraphrased for brevity) that are evident in the excerpt, follows the excerpt.
I: 6 ZKHQ\RXVDLGW
KHUH¶VW
KDO
W
LQNW
RVRFLDODFFHSW
DQFH6RLI \RXP HHW
KH
VW
DQGDUGVRI SHUIHFW
LRQW
KHQ\RX¶UHP RUHVRFLDOO\DFFHSW
HG"
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S: Yeah, like I just had this experience this morning where my partner, he had a job
interview this morning, and he drove by here with his prospective new boss. And I
was standing at the back, and I waved at them . . . they waved at me and I waved
EDFN$ QG, W
KRXJKW
KH¶VJ RW
REHRXW
RI KLVP LQG: K\ZRXOG\RXGULYHD
SURVSHFW
LYHHP SOR\HUSDVRX
WUKRXVH" ,W
¶VOLNHDM
XQN\DUGDW
KHEDFNDQGW
KHUH¶V
JDUEDJ HVW
UHZQDURXQGDQGELW
VRI OXP EHU\RXNQRZ 6RW
KDZD
W VOLNH« , ZDV
P RUW
LILHG\RXNQRZ DQGW
KDW
¶VW
KDW
SHUIHFW
LRQLVP ,W
¶VQRRN
WD\IRULW
REHP HVV\
DQGLW
¶VDERXW
KRZ W
KDJX\
W LVJ RLQJ W
RVHHXV$ QGM
XGJ HXVDQG\RXNQRZ
I: Okay, so how that guy will see you, okay. So what would be the worst thing, or
what is . . . you might have just answered that by saying how that person is going to
SHUFHLYH\RXDQGM
XGJ H\RXEXW
ZKDW
¶VW
KHZRUVW
KLQJ DERXW
W
KDW
" , P HDQZKDW
¶V
kind of your worst fear, or . . . . Like what would his judgment mean to you?
S: Well, I see it as barriers. I see those things as barriers to getting to where we
want to go.
Bulleted summary:
My partner is out of his mind to drive a prospective employer past our
house because it is messy like a junkyard.
,W¶VQRW
RND\IRULW
REHP HVV\
because the prospective employer will
judge us.
,W¶VQRW
J RRGIRUDSURVSHFW
LYHHP SOR\HUW
RVHHW
KLVDQGM
XGJHXV>DQG
then maybe not hire my partner] because these are barriers to getting
where we want to go in life.
I was mortified because I want to meet standards of perfection.
I have perfectionism because I want to be socially accepted.
I want to be socially accepted because we want to get ahead in life.
Systematic Stage 11 Excerpt A. Multiple logically-related elements are recognized
DVUHOHYDQW
³P XOW
LYDULDW
H´DQGUHVXO
L
W
QXQGHUVW
DQGLQJ FRP SOH[ FDXVDW
LRQLW
DOLFL] HG
below).
S: KHKDUGHVFR
WQIOLFW
W
KDW
, GHDO
ZLW
KKLP SHUVRQDOO\LVKLVGULYLQJ ,W
¶VRXUELJ JHVW
FRQIOLFW
DQG, KDYHQ¶W
ILJ XUHGRXW
DZD\W
RVXFFHVVIXOO\GHDOZLW
KW
KD\
W
H>
W
«@
%XW
, DOVRKDYHW
RNHHS LQP LQG² DQGLW
¶VVRVLOO\² EX,¶
WYHGULYHQZLW
KKLVP RP EHIRUH
DQGLW
¶VW
HUULI\LQJ 6R, KDYHW
RNHHS LQP LQGW
KDW
KHVHDUHW
KHSHRSOHW
KDW
DXJKW
him how to drive [logical variable #1a] , and they still drive like crazy people
>ORJLFDOYDULDEOHE@DQGKHGRHVQ¶
N
W
QRZ W
KDW
KHUH¶VDQ\W
KLQJ HOVHEHFDXVHW
KDW
¶V
how it always was.[logical variable #2]
I: HDKEXL
W
QW
KRVHP RP HQW
VZKHQ\RX¶UHGHDOLQJ ZLW
KKLP LQFRQIOLFW
VZKDN
W
LQG
of comes up for you around trying to work with him on this?
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S: I guess just not taking task with it in the moment. You know, trying to talk about
LZKH
W QZH¶UHDKR
WP HP RUHQHXW
UDO$ QGW
KHZD\, JRDERXW
W
DONLQJ W
RKLP DERXW
LW
with the understanding of everything W¶VQRW
OLNHKHGULYHVW
KDZD
W \EHFDXVHKH
FKRRVHVW
RQHFHVVDULO\GULYHW
KDZD
W \>ORJ LFDO
YDULDEOH@, GRQ¶
W
KLQNLW
¶V
FRQVFLRXVLW
¶VKRZ KHZDVW
DXJ KW
>ORJ LFDO
YDULDEOH@
$ QGLW
¶VEHKDYLRUDO
[logical
variable #5] and cultural [logical variable #6]. And so all those things are wrapped
LQW
R RQHVR LW
¶VDSDUW
RI ZKR KHLV . [Multivariate, complex causation for the way he
drives]

Systematic Stage 11 Excerpt B. Multiple logically-related elements in the specific
context are coordinated in developing a strategy that took all of them into consideration.
S: My last position was as a general manager running a subsidiary company. And it
was a very stressful situation because the market was shrinking. And I was doing
the business transformation for the particular niche market that we serve. Basically,
ZHFRXOGQ¶
IL
WQGDIUHHZHE DQGW
KDW
¶VZKDL
W
ER
WLOVGRZQW
R2 XUFRUHRIIHULQJ M
XVW
was expiring, it just was expiring. Like the typewriter versus the computer type of
W
KLQJ 6RLW
¶
VOLNHW
KHGLJ LW
DO
FDP HUDYHUVXVW
KHW
UDGLW
LRQDO
FDP HUDW
KDW
\SHRI W
KLQJ
So we had to transform to new offerings [formal stage 10 explanation of company
situation], and the people that work for me, I have two sections of about twenty
person company, a subsidiary. Ten of them are customer service and accounting,
and so on, so you can easily transform them to do something else. But the other ten
is like blue collar workers, so they only know one thing, right? And they do that for
years and years. And I knew . . . because the transformation was my strategy,
anyway . . . so I knew as soon as that concludes, something has to be done with
those people. [Formal 10 explanation of impetus to create exit strategy] So I kind of
worked out a deal with my boss that I pretty much created an exit opportunity for
P \VHOI >W
KHVW
UDW
HJ\DQGUDW
LRQDOHVFRUHD6W
WDJ H6\VW
HP DW
LF ±HOHP HQW
VW
KDW
DUH
the multiple variables the speaker coordinates are indicated in remainder of
H[FHUS@
W
$ QG, ZRXOGQ¶
V
W
D\W
KD,WOHIW
DP HVV>
laughter], but I know in essence
W
KDW
LZD
W VYHU\FOHDUW
KD,WGLGQ¶
ZD
W QW
RGHDOZLW
KW
KDW
SDUW
$ QGVR, FKRVHW
R
work out that exit strategy with the company.
I: Uh-huh. Okay, can I interrupt you for a second here? And what was it about that
W
KDW
\RXGLGQ¶
ZD
W QW
RGHDOZLW
K"
S: I think part of it is if I am removed from that position, it will buy . . . financially
it will buy the parent company a little bit more time, to incorporate those people
into other organizations. Because it takes a lot of them to make up the salary to pay
me. So, I feel like in that sense, I am providing my boss a way out of the situation.
And also I was the only one . . . I was based in [city A] and the company is based in
[city B] and in [city C], and I am reporting into the [city C] office. It would have
EHHQGLIIHUHQW
LI , FRXOGOLYHW
KHUH, FDQ¶W
P RYHW
KHUHDQGW
KDD
W
OVRKDVDQ
DGGLW
LRQDOVDYLQJ IRUP \ERVV6R, GRQ¶
O
W
LNHW
KHSDUW
RI KDYLQJ W
RGRDQ\GUDVW
LF
FKDQJ HRQW
KHLUZRUNLQJ HQYLURQP HQW
EXW
,¶P QRW
H[ DFW
O\GRLQJ LIR
WUP \RZQ

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

56

reasons. I was just trying to take care of them in the most logical way I can think of.
$ QGDOVREHFDXVH, IHHO
OLNHLQP \FDVH,¶P ILQDQFLDOO\VRXQGVR, FDQDIIRUGW
R
not have a job. And if I wanted to I probably could find a job a lot easier than they
FRXOG>« @
6R, GRW
KDEXW
WLZD
W VDYHU\\RXNQRZ , ZRUNHGVW
UDLJ KIU
WRP
FROOHJ HDQG, JRW
W
RW
KHSRVLW
LRQ, ZDVLQ² YHU\VW
UHVVIXO
DQGORQJ KRXUV$ QGEHLQJ
what I call a senior executive is lots of responsibility. So I was ready for a change.

2XUDQDO\VL
VRI VW
XGHQW
V¶L
QW
HJUDODQDO\VL
VRI FRQIOL
FW
Part of our analytical position in this work comes from our hypothesis (based on
many, many observations) that, when people learn about constructive-developmental
W
KHRU\RUDQ\KLHUDUFKLFDO
VW
DJ HW
KHRU\IRUW
KDW
P DW
W
HUW
KH\ZDQW
W
REHDW
KH³KLJ KHVẂ
stages. In a program where we offer example after example of what it looks and sounds like
at the higher stages, students learn that language, and they try to mimic it. There are very
strong mimetic desires (Redekop, 2003) to be like the perceived, highly-evolved person, to
SRVVHVVZKDW
KHRW
KHUKDVW
KDL
W
VVRH[ SOLFLW
O\YDOXHGLQW
KLVFRP P XQLW
\D³P RUHHYROYHG´
consciousness. People mimic the language and behavior they perceive to be that of higher
stages of consciousness. While this can be a powerful motivator and support for their actual
growth, it can also become an impediment to their learning and growing. Discerning the
difference in interview data and student essays between ³UHDOFRPSOH[LW
\´ and ³ERUURZHG
ODQJXDJH´LRQHRI W
KHW
KLQJVZHSD\FORVHVD
W
W
W
HQW
LRQW
R$ VZHDQDO\]HRXUVW
XGHQW
V¶
RZQ
analyses, we get below the language they use to the ways that these students actually make
sense of what they are writing about and how they are writing about it.
7KHHVVD\DVVLJ QP HQW
ZDVW
R³GHYHORS DW
KLFNDQGFRP SUHKHQVLYHLQW
HJUDO
DQDO\VLV
RI DQLQJURXS YVRXW
JURXS FRQIOLFW
ZLW
KLQ\RXURZQFRKRUW
´,QW
KLVDVVLJQP HQW
ZHDVN
the students to reflect on a conflict related to their own cohort (or one they witnessed in
another cohort), and to tease apart as much of it as they can in order to see more deeply into
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W
KHLQW
HUUHODW
HGQHVVRI DOOIRXUGLP HQVLRQVRI L±
W
W
KHLURZQH[ SHULHQFHRI LW
KHJ URXS
culture around conflict in general and this issue in particular, the individual behaviors in
response or reaction to the conflict, and the structure of the cohort and institution that
creates the opportunity for the dynamic to emerge.
: KHQZHUHDGRXUVW
XGHQW
V¶
HVVD\VZHORRNIRUW
KHNLQGVRI SHUVSHFW
LYHVW
KH\
acknowledge and actually take, the number of different and contradictory viewpoints they
not only recognize but engage with, and the degree to which they observe themselves doing
the analyzing, observing the very ground they stand on when looking at and interpreting the
conflict. Do they recognize that whatever standpoint they take will inform and determine
their analysis? Do they look at the assumptions, biases, values, standards, preferences that
they bring not only to their experience of the conflict but to their interpretation and analysis
of it as well?
Our student whose mindset currently includes both Concrete and Affiliative
structures, has a difficult time finding any part of himself that is not implicated in his
conflict. He feels tossed around in the ocean of his worries, fears, regrets, and yet he can
only make sense of them through the tangible feel of them. Someone fully Affiliative would
be focused on the qualities of the water and waves. This student orients toward the tangible
H[SHULHQFHRI EHLQJ LQW
KHZDW
HU±DORQHFROGYXOQHUDEOHVFDUHG+HUHLVKLVGHVFULSW
LRQRI
the UL quadrant of his experience:
UL- The I, self and consciousness, feelings, spirituality, purpose, values and calling.
In myself, [my] consciousness knows what I am doing is wrong. Not because our
society says so. I know so from my up bringing, the way I was raised, my belief in
god, and just the dirty feeling you get from living my life in a deep and dark
shadow that no one knows. From what I feel deep inside of me of the values that I
hold for me and what I believe in, I knew deep in my heart what I was doing was
wrong, but I was unable to stop. Or was I intentionally not listing to that inner voice
that was telling me what I was doing had some very dangerous consequences.
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There is a deep poignancy in the anguish that he feels. He can only describe it and
apply a dualistic kind of judgment to it. He cannot yet construct a life boat with which to
separate himself from this ocean of feelings and events, and so he struggles with trying to
find some way to escape. His description of the UR of his experience attends to exactly
what it should:
UR- It, brain, behavioral. This is were I find people not understanding what happen
W
RDLQGLYLGXDO
W
KDV
W
W
UXJJOHVZLW
KDQ\NLQGRI DGGLFW
LRQ,W
¶VDVLI W
KHDGGLFW
LRQKDV
taken over the brain, and consciousness has been lost or under attack and was losing
the battle. With the loss of consciousness, ones behavior would be changed,
changed to the point others could see, or may not be seen. In my case, the addiction
I think has almost changed my brain and the way it works. I struggle to get three
hours asleep, I have seen my dreams be more often and more bizarre. Is there a
FRQVFLRXVQHVVW
KDW
, DP P LVVLQJ IURP W
KHVHGUHDP VDQG,¶
P QRW
XQGHUVW
DQGLQJ"

+HNQRZVW
KHUHLVDELJJ HUP RUHDEVW
UDFW
³FRQVFLRXVQHVV´IURP ZKLFKW
R
understand this experience of being out of control, but he cannot find or construct it for
himself. His struggle is heartbreaking for his awareness of his mistakes, shame, regret, and
for his not being able to figure out how to break out of its grip.
,QW
HUP VRI KLVDQDO\VLVKHFOHDUO\XQGHUVW
DQGVW
KHVSHFLILF ³FRQW
HQW
V´RI HDFK
quadrant, and can report on those aspects of his experience. Yet he does not stand back
from his reports and descriptions to suggest or consider an alternate perspective on them.
Our student whose mindset was assessed at the Affiliative level, demonstrates a
different kind of embeddedness in her analysis:
The integral way is to keep my close friendship with [my friend] because it is
precious to me and to reach out to the others in the group. The artificial middle way
would be to be sterilely fair with my time and attention and try to divide it all
evenly; to hide my particular affection for [my friend] for fear it might make
someone feel excluded. The integral way is to celebrate and appreciate my
IULHQGVKLS ZLW
K>P \IULHQG@
DQGDOVRP DNHW
LP HIRUW
KHRW
KHUVLQW
KHJURXS , GLGQ¶W
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GRW
KLVYHU\ZHOO
,W
KLQN, GLGSHQGXODW
HDOLW
W
OHDZD\IURP >P \IULHQG@
EX,¶
WP
hoping that our discussion of my behavior at the residency and my communications
with her since then have increased the healthiness of our bond.
At the one-third point in my graduate program I realized that this friendship could
develop in ways that followed unhealthy patterns from my past and I consciously
worked to undo those habits of behavior. Intense group experiences are necessarily
going to be emotional and it is difficult in that environment to avoid feelings of
exclusion or being on the outs with someone or a group of people. In my case my
changes in behavior may have caused [my friend] to feel on the outs with me.
However for me, I realized through feedback from cohort members that I have a
degree of influence in the group and I wish to use that influence with thoughtfulness
and care. By working through the conflict and my behavior changes using the four
quadrant model, I have deepened my understanding of what an integral approach to
this conflict looks like for me. While I did not want to separate myself from [my
friend] because my connection with her is nurturing and challenging to my growth
(and because I want to offer those gifts to her as well), I did want to push myself to
form new connections across barriers in the larger group. I have likened it to a bowl
in which I can gather all aspects of my behavior that I wish to retain. Rather than
choosing an undifferentiated kind of fairness in which I would divide my affections
equally, and rather than sticking to [my friend] or avoiding her to avoid the possible
hurt feelings of others, I can enjoy a juicy mix of relationships of differing types
and degrees: an integral fruit salad.

7KLVVW
XGHQW
¶VVXP P DUL] LQJ UHP DUNVVSHDNW
RW
KHNLQGRI RFHDQLF TXDOLW
\W
KDW
permeates the Affiliative worldview in its orientation to the vicissitudes of relationships.
+HUXQGHUVW
DQGLQJ RI ³LQW
HJUDO´DVVKHGHVFULEHVLKH
WUHLVP RUHEHLQJ LQFOXVLYHRI RW
KHUVLQ
order not to hurt anyone than it is about recognizing and honoring a diversity of ways of
relating and being together, and critiquing her own stance and biases. So her understanding
RI DQGFDSDFLW
\W
RGR³LQW
HJUDO
FRQIOLFW
DQDO\VLV´LVSRZHUIXOO\VKDSHGDQGFRQVW
UDLQHGE\
the complexity of her meaning-making. Her metaphor of a bowl in which she can gather all
aspects of her behavior is an apt one for this mindset, as it speaks to the interpersonal
³FRQW
DLQHU´ZKLFKVHUYHVDVRQH¶VVW
UXFW
XUHIRUFUHDW
LQJ P HDQLQJ DQGFRQQHFW
LRQ
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In contrast, the student whose meaning-making was assessed and described above,
in the transitional phase of Affiliative/Self-authoring, was able to recognize some of her
own internal terrain within the conflict that she analyzed:
(UL) Although it seemed miraculous to be a graduate student after thirty years of
ZRUNLQJ OLIHLD
W
OVRIHOW
OLNHDQDW
XUDO
VW
HS RQP \OLIH¶VSDW
K$ FRQIOLFW
µSURIHVVLRQDO¶, ZDVFRP LQJ W
RW
KHLQW
HJUDOVW
XG\RI FRQIOLFW
ZLW
KVRP HSULRU
knowledge; at mid-life, I hoped to be able to cultivate my best self through careful
listening, compassion and wisdom. These feelings, combined with a bundle of
largely unexamined emotions regarding personal belonging and recognition needs,
contributed to a self-absorption that kept me "embedded in" events as they
unfolded. (Kegan 1982)
(UR)While aware of issues of process as they arose, I was largely "blind" to much
that was going on beyond the borders of my Self. Although the residency may have
been designed to allow for "reflective discourse that involves a critical assessment
RI RXUDVVXP SW
LRQV´DQGDVW
HS LQJ DVLGHIURP W
KHGLVFRXUVHRQHZDVLQLW
LDOO\
HQJ DJ HGLQW
RYLHZ LIU
WRP DQRW
KHUSHUVSHFW
LYH´&RKHQQHLW
KHU, QRUP \
classmates were really able to do this. I participated fully in discussions with humor
and assertiveness, advocated passionately for values and perspectives I held dear,
queried others and listened compassionately as they spoke, but I did not reflect
deeply on events as they were happening. Generally, I operated throughout this
HYHQW
DD
WGHYHORSP HQW
DO
OHYHO
EHW
ZHHQ: LOEHU¶VEOXHDQGRUDQJHP HP HVDW
Kegan's Affiliative Stage.
(UL) [from another section of her analysis]: The interchange between D. and J. M.
seems to reflect dominance needs that they each carried, as well as their notions of
fairness, democratic process and the importance of rules. Personally, I was awash in
DP L[ RI IHHOLQJ V, OLNHG³( VSLUDQ] D´DVDQDP HDQGZDQW
HGW
RKRQRU( IRUEHLQJ
the catalyst for it; I felt frustrated because it seemed to me that the degree of
emotional heat regarding procedure was misplaced. I felt that the two groups had
misunderstood each other through busy-ness and distraction. I was alarmed by how
TXLFNO\W
KHVLW
XDW
LRQVHHP HGW
RKDYHVSLUDOHGRXRI
W FRQW
URO
DQG, ZDQW
HGW
RµIL[ ¶
LW

This student clearly demonstrates being able to recognize and own her internal
process (the Self-authoring side), and at the same time, she recognizes that she did not and
FRXOGQR³
W
UHIOHFW
GHHSO\RQHYHQW
VDVW
KH\ZHUHKDSSHQLQJ ´DQGFDP HW
RW
KLVFRQIOLFW
³ZLW
KDEXQGOHRI ODUJ HO\XQH[ DP LQHGHP RW
LRQVUHJDUGLQJ SHUVRQDO
EHORQJLQJ DQG
recognition needs, [that] contributed to a self-absorption that kept me "embedded in" events

AN INTEGRAL APPROACH TO TRANSFORMATIONAL LEARNING:

DVW
KH\XQIROGHG´7KLVLVW
KH

61

Self-authoring part of her mindset reflecting on the Affiliative

part of her mindset.
So while this student does recognize, name, and describe these different parts of
herself, she does not take a critical perspective on the standpoint or frame of reference that
she brings to the conflict and her analysis of it.
Being able to take this critical perspective, for all of these students, would mean
being able to recognize that the waves in the ocean are mutually affected by one another
and by larger currents, but that one has the choice for how to interact with the waves and
currents. Taking a critical perspective means that one is not at the mercy of the waves. One
can float, swim, dive down deep. Or one can swim to shore, take themselves out of the
ocean, recognize the shore that they are standing on and that it informs the ways they look
out onto this ocean and their place in it. Implicit in their understanding would be a
knowledge that a different place on the shore, or a different shore altogether would present
them with an entirely different perspective. As would choosing to go back into the water
and swim. None of the students enrolled in this course included this kind of critical
perspective in their analysis.
Implications for Our Curriculum
Creating and teaching a developmentally informed, transformational curriculum is
a particular challenge with adult students because there is such variability among students
in each class and cohort with respect to their meaning-making and critical thinking
capacities. One of the benefits of our online delivery system is that it is easier to respond
individually to students in ways that are informed by and sensitive to their current
complexity of meaning-making. At the same time, creating a curriculum to both teach
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relevant and essential content, and doing so in a way that meets each student where he or
she is requires a flexibility in the faculty to be able and willing to adjust our teaching styles
and preferences in order to provide an optimal balance of challenge and support to all of
our students, both individually and within the larger group or class.
With respect to our evolving conversations around the two scoring metrics, the SOI
and the HCSS, it has become clear to us that integrating the knowledge generation of each
measure, so they speak to one another in a more coherent ways, is an essential component
to informing our curriculum. Our ongoing research will include deeper investigation into
both the common ground and the divergent paths of each metric, with the intention that this
will also deepen our understanding of our students and how best to teach them. The more
we can understand about the different ways in which students engage and respond to
critical thinking tasks, the more carefully and appropriately we can respond to them,
providing learning environments with specific and individualized challenge and support.
Providing an optimal balance of challenge and support to a student whose meaningmaking complexity is in transition between the Concrete mindset and the Affiliative
mindset requires understanding and supporting the kind of concrete view of the world that
is present, and, at the same time, challenging that world view with additional ways to think
about it. Supporting the emerging Affiliative mindset requires actively engaging with
VW
XGHQW
VDURXQGDEVW
UDFW
LVVXHV±UHODW
LRQVKLSVIHHOLQJVH[ SHFW
DW
LRQVSKLORVRSKLFDO
stances, empathy. Many students with this way of making sense of the world want to be
able to just change their behavior and start over. Making sense of change as a process is
difficult for them. The structure of their reasoning is such that they orient toward the
tangible aspects of a situation, and how to manipulate those tangibles into something
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different right now. Understanding subtle changes in feelings, meanings, expectations, etc.
poses real problems for someone with this level of complexity because the world is
XQGHUVW
RRGLQP RUHGXDOLVW
LF NLQGVRI W
HUP V,W
¶VHLW
KHUW
KHULJKW
ZD\RUW
KHZURQJ ZD\W
R
GRL,I
WLW
¶VW
KHZURQJ ZD\W
KHQ\RXM
XVV
W
W
RS GRLQJ W
KDD
W
QGGRLW
KHULJKW
ZD\6XEW
OHW
LHV
and nuances are lost, and seen as just making things much too complicated. Slowing down
the process, having them look at the individual steps they are taking toward their bigger
goal is one way to offer these students a tangible way to see that they are making progress.
$ VW
KH³FHQW
HURI JUDYLW
\´RI W
KLVJ URXS RI VW
XGHQW
VDSSHDUVW
REHLQW
KHP LGVRI
WW
KH
Affiliative to Self-authoring transition, our curriculum and teaching must be particularly
attuned to supporting the Affiliative need for belonging and validation and their capacity for
rich description, while at the same time challenging that need by appealing to and
VXSSRUW
LQJ W
KHLU6HOI DXW
KRULQJ VLGH±W
KHVLGHW
KDW
FDQW
DNHDODUJHUSHUVSHFW
LYHRQDQG
responsibility for their own reactions and responses to conflict, and the side that can begin
to critique their descriptions and responses. For those students whose mindsets are closer to
Self-authoring but not fully there yet, our attunement is to supporting their capacity to
critically reflect on their own thinking/feeling/reacting processes, and even more so to
support their stepping back from their waning tendencies to look toward external
authorities for support and validation and to rely more on themselves and their own sense
of internal authority.
As we noted in the literature review, one of risks in online instruction is that of
overloading the students with required readings and not giving them sufficient time for
reflection on what they have read. The transitional center of gravity within our student
population makes this especially relevant and essential to pay attention to. As faculty, we
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often make the assumption that our graduate students can and will rely on their sense of
their own limits for how much reading they can get done, and how deeply they want to
delve into any one particular reading assignment. With a group of students whose mindsets
are more oriented toward what the external authority, i.e., their teachers, are telling them to
do, and trying very hard to do that, there is even more risk of them feeling overloaded,
overwhelmed, and unable to succeed. One way to address this issue with students is to be
very explicit about our own expectations that they manage their own time, energy, and
focused attention. By giving them permission to trust themselves, we are actually
challenging the Affiliative part of their mindsets and encouraging the Self-authoring part to
step forward.
In light of this understanding, we, as a faculty, have become more mindful of the
volume and the complexity of the required reading and writing we assign. We are also
working more explicitly with our students toward a greater understanding of what an
integral perspective is. For example, rather than offering only one course on integral theory
and introducing it in a half-day session at residency as we have done in the past, at our
spring 2010 residency in March, we spent two full days working with students around the
³W
KHRU\´RI DQLQW
HJUDO
SHUVSHFW
LYHDQGKRZ W
RXVHDQGDSSO\LL
W
QW
KHDQDO\VLVRI DQG
engagement with conflictual situations. When they enroll in the upcoming Integral Conflict
Analysis course this summer, they will come to it already familiar with the basic ideas and
concepts, and ready to refine, clarify and deepen their understanding and application of it in
their own lives and work.
Another important touchstone in our program and curriculum is the work of Bill
Torbert (2004), specifically his model of action inquiry. In spite of, or perhaps due to, the
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limits and constraints of our own individual blind spots, we are committed to our program,
our curriculum, our students, and our faculty as an evolving community of inquiry. As the
title of our presentation suggests, we practice what we teach. We engage our conflicts with
one another. We encourage and support our students to engage with the conflicts they
experience with us, to lean into them, inquire about them, rather than avoiding them. It is
an uncommon student who does notVDDIW
HUP RQW
KVLQW
RW
KHLUSURJ UDP ³ZRZ , QHYHU
W
KRXJKW
DERXW
FRQIOLFW
W
KLVZD\EHIRUH, QHYHUW
KRXJKW
LFRX
W OGDFW
XDOO\EHSRVLW
LYH´: H
work hard to create a community of inquiry that is spacious enough to hold, allow for, and
FHOHEUDW
H³W
KHZKROHQHVVRI DOO
HVVHQW
LDO
DVSHFW
VRI W
KHKXP DQH[ SHULHQFH´
Conclusions
$ VIDFXOW
\$ QW
LRFK8 QLYHUVLW
\0 F* UHJRU¶V&RQIOLFW
$ QDO\VLVDQG( QJDJHP HQW
program, is a fabulous place to be. Within this integrally informed program, we are as
continually challenged and supported to expand our meaning-making as our students are. It
is clear to all of us as we work over time with our students, that they are, in fact, growing.
We experience it every day in our interactions with them. Every experience they relate to
us that they can take one step back from is a step toward increasing complexity. We have
seen some of our students start the program fearful, withdrawn, and anxious, and show up 3
months later confident, engaged, and excited.
Engagement is key. And the key to being fully engaged is being supported and
challenged in ways that recognize and acknowledge both where our students are, and where
W
KH\DUHJ RLQJ ,QDZRUOGZKHUHP RVR
W
IW
KHFRQIOLFW
V±HYHQGHHSO\URRW
HGYLROHQH
W
W
KQLF
FRQIOLFW
V±FDQEHW
UDFHGEDFNW
RDODFNRI UHFRJQLW
LRQDQGDODFNRI DFNQRZOHGJHP HQW
ZH
believe our program can make a difference. We see our students already making a
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difference in their own lives, in conflictual family situations, in their own deep-seated fears
and conflicts with others, in their internal conflicts with themselves. We see the ripples of
their increased awareness extending all around them.
Our world is becoming increasingly complex and the conflicts become increasingly
entrenched and dangerous. It is no longer possible to approach any conflict with anything
less than an understanding of the wholeness of human experience. What better way to look
toward our future with hope and confidence than to cultivate and grow the integral
consciousness of adults who already feel a commitment to engaging conflict in a way that
transforms rather than destroys its participants.
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Appendix

CAE-560-01 Integral Conflict Analysis & Engagement
Final Paper Assignment and Guidelines
Assignment: Develop a thick and comprehensive integral analysis of an ingroup vs. out-group conflict within your own cohort.
Context: All conflicts, as we have been seeing in this course, have aspects or
dimensions that are represented by the four quadrants of our integral model and most, if not
DOO
FRQIOLFW
VLQYROYHDKHDOW
K\GRVHRI ³XVYVW
KHP ´RU³P HDJDLQV\
W
RX´RQP DQ\GLIIHUHQW
OHYHOV7KHLVVXHRI ZKR³EHORQJV´RUQRW
ZLW
KLQDJ URXS FDQEHEODW
DQW
O\REYLRXVRU
exquisitely subtle. A sense of belonging can show up in powerful ways, ranging from
RXW
ULJ KU
W
HM
HFW
LRQE\RW
KHUP HP EHUVRI W
KH³W
ULEH´DOOW
KHZD\W
RDGHHSO\SULYDW
HEDUHO\
conscious sense of not feeling worthy or at home or accepted within the group. Perhaps the
³XVYVW
KHP ´VKRZVXS P RVFO
WHDUO\LQRQO\RQHGLP HQVLRQDQGQRW
LQW
KHRW
KHUV
In this assignment, we are asking you to reflect on a conflict related to your own
cohort (or one you witnessed in another cohort), and to tease apart as much of it as you can
LQRUGHUW
RVHHP RUHGHHSO\LQW
RW
KHLQW
HUUHODW
HGQHVVRI DOO
IRXUGLP HQVLRQVRI LW
² \RXU
own experience of it, the group culture around conflict in general and this issue in
particular, the individual behaviors in response or reaction to the conflict, and the structure
of the cohort and institution that creates the opportunity for the dynamic to emerge.
Preparation: Take a few moments to reflect on the history of your cohort: your initial
coming together as strangers, getting to know each other, working out your name and
promises, your own internal experience of who you felt connected to and in what ways,
KRZ W
KRVHFRQQHFW
LRQVFKDQJ HGRYHUW
KHW
LP H\RX¶YHEHHQW
RJ HW
KHUFRQIOLFW
VDQGLVVXHV
W
KDW
KDYHFRP HXS DURXQGZKDL
W
W
P HDQVW
REHLQFOXGHGLQ\RXUFRKRU±
WZKRLVLQFOXGHG
and who is not, what it means or would mean to invite someone new into the group. Think
about these issues in terms of both your own internal experience, feelings, meaning and
values, and the values and meaning that your cohort has created over the time of its
existence.
,VW
KHUHDQ\VHQVHRI DQ³LQJURXS´DQGDQ³RXW
JURXS´" ' R\RXRUDQ\RI \RXUFRKRUW
members feel less a part of the group than you or they might like? If you have a sense
that another of your cohort members is feeling less a part of the group than they would
OLNHZKDµ
W
HYLGHQFH¶
GR\RXKDYHIRUW
KDW
"
,I \RXGRQ¶
H
W
[ SHULHQFHDQ\VHQVHRI W
KLVNLQGRI LVVXHZLW
KLQ\RXUFRKRUEXW
WKDYH
experienced it in other groups, feel free to use that other group experience for this
assignment.
Analysis: In this analysis of conflict within your cohort, reflect on and discuss
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1) what it means to you to belong to/within your cohort, what your cohort
identity is(UL),
2) what your cohort cultural values are (LL),
3) what specific cohort behaviors look like (UR),
4) what your cohort systems and structures look like (LR),
5) how the conflicts within your cohort have shown up in each
dimension/quadrant,
6) how the different dimensions interact with each other, and
KHLP SDFW
W
KLVFRQIOLFW
KDVKDGRQ\RXUFRKRUW
¶VFXOW
XUHDQGYDOXHVDQG
your own sense of yourself within your cohort.
Use our Antioch McGregor Integral Model (posted in Resources) as a guide to your
analysis. The model describes each dimension/quadrant and lists some assessment
questions associated with it. Use these questions to guide your analysis. You do not have to
answer all of the assessment questions posed in our model, but we do ask you to consider
them all and use them to guide your thinking and writing toward a thick and comprehensive
analysis.
Recommended structure for your paper:
abstract
introduction and a description of the conflict within your cohort based on your
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separate sections for
S each dimension/quadrant
S discussion of how the dimensions interact
S discussion of impact on your cohort and yours elf
summary & conclusions
references
You may not use any of the material from weekly posts in your final paper.
This must be an original analysis.

