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ABSTRACT 

This qualitative study explores students’ engagement in transformative learning in a Human 

Anatomy course in an undergraduate university environment. Although Mezirow’s (1975, 

1978, 2000) Transformation Theory has been applied and discussed with regard to adults in 

postgraduate, pre-service and in-service programmes, it has received little consideration 

concerning undergraduate students who have entered university straight from high school, 

and thus for the first time. This lack of focus is unfortunate in relation to the probable 

developmental ability of students at this age and the goals that are ascribed to undergraduate 

education. In accordance with critiques of Mezirow’s (1975, 1978, 2000) Transformative 

Learning Theory, Freire’s (1970, 1981) philosophy of emancipatory education, Burbules’ 

(1986) concept of power relations in the learning environment; and other gaps in the literature, 

this exploratory study addresses one main question and five sub-questions. The main question 

is: How can the introduction of transformative learning in a first-year Human Anatomy course 

improve students’ understanding of the subject? 

The study employed participatory action research design to address how the introduction of 

transformative learning in a first-year Human Anatomy course could improve students’ 

understanding of the subject. The population consisted of a first-year Human Anatomy 

foundation class of forty-four students who were registered for the Bachelor of Medicine and 

Surgery Extended Curriculum Programme (MBChB ECP) degree in 2017, at a health sciences 

university in South Africa. Data were collected using open-ended questionnaire, student self-

reflective report and observation checklist. The data were analysed using logical analysis 

through coding and classification (Braun & Clarke, 2006; Creswell, 2014; Maddison, 2005; 

Miles & Huberman, 1994; Wolcott, 1994; 2014) and the Atlas.ti program (www.atlasti.com). 

The findings indicate that for the students in the study, participating in the process of 

transformative learning included seeing personal relevance in the Human Anatomy course, 

and topics or issues dealt with during the Human Anatomy class, identifying tensions due to 

differing perspectives, and exploring deeper by considering fundamental assumptions and 

contexts. Instead of being an individual process, as suggested by Mezirow’s Transformation 

Theory, students’ descriptions emphasise a social procedure or practice that is shaped by 

http://www.atlasti.com/


 
 
 
 

vi 
 

sharing experiences and working together to understand the assumptions that underlie their 

experiences. The students wrote about changes in their assumptions that resulted from their 

experiences, which involved cognitive-affective reflection and cognitive-behavioural action. 

The factors that facilitated transformative learning involved exploring multiple perspectives, 

which included challenging the traditionally presumed authority of the lecturer, discipline, and 

academic knowledge; challenging the more traditional way of organising lessons; and building 

or creating relationships by concentrating on interpersonal support. By making use of the 

power of experience, issues or topics in Human Anatomy dealt with in the class moved beyond 

the dichotomies that are critiqued in the literature to incorporate emotion and cognition in 

learning, integrated individual and social learning and change, and provided students with a 

different experience of power. The notion of power in transformative learning is advanced 

further and the implications for practice and theory around the role of undergraduate education 

in transformative learning are discussed. Recommendations include the need for future 

research to improve on the methodology by including more course categories at various levels 

of study and other universities.   

 

KEY TERMS 

Transformational Learning Theory, Emancipatory Pedagogy, power relations in learning 

environment, Human Anatomy module 
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IQOQO 

Ucwaningo olusebenzisa inkulumo luhlola imibono yabafundi mayelana nohlelo lwemfundo 

lwezinguquko esifundweni se-Human Anatomy esizindeni sasenyuvesi seziqu zokuqala 

(undergraduate). Yize ithiyori kaMezirow (1975; 1978; 2000) yezinguquko iye yasetshenziswa 

futhi yaxoxwa mayelana nabantu abadala ezingeni leziqu zesibili (postgraduate), mayelana 

nelwazi lomsebenzi langaphambilini kanye nezinhlelo zokufunda usebenza, le thiyori ayikaze 

ibhekwe kakhulu mayelana nabafundi beziqu zokuqala abangene enyuvesi basuka ngqo 

ezikoleni eziphakeme, kanti lokhu bekuyihlandla lokuqala kwenzeka. Lesi senzo 

sokungabhekisisi sibuhlungu mayelana namathuba okuthuthukisa izakhono zabafundi kule 

minyaka kanti nezimpokophelo zemfundo yeziqu zokuqala. Ngokuhambisana nabagxeki 

bethiyori yemfundo yezinguquko ka Mezirow (1975; 1978; 2000), ifilosofi yemfundo 

yenkululeko ka Freire (1970; 1981), umqondo omayelana nokushiyana ngezikhundla 

esizindeni sokufunda, okungumqondo ka Burbules (1986), kanye nezinye izikhala 

embhalweni wobuciko, lesi sifundo socwaningo sihlose ukulungisa umbuzo omkhulu owodwa 

kanye neminye imibuzo emincane emihlanu. Umbuzo omkhulu yilo olandelayo: Ngabe 

ukwethulwa kohlelo lwemfundo yezinguquko onyakeni wokuqala wesifundo se-Human 

Anatomy kungathuthukisa kanjani ulwazi lwabafundi lwesifundo?   

Isifundo sisebenzisa isakhiwo socwaningo esibandakanya abantu ukulungisa indlela uhlelo 

lwemfundo yezinguquko onyakeni wokuqala wesifundo se-Human Anatomy singathuthukisa 

ulwazi lwabafundi lwesifundo. Inani eliphelele labantu liqukethe iklasi yabafundi be-Human 

Anatomy abanngamashumi amane ababebhalisele iziqu ze--Bachelor of Medicine and 

Surgery Extended Curriculum Programme (MBChB ECP) ngonyaka ka 2017, enyuvesi 

yesayensi yezempilo yaseNingizimu Afrika. Idatha yaqoqwa ngokusebenzisa uhlu lwemibuzo 

(questionnaire) evulekile, umbiko ohlola umfundi qobo lwakhe kanye nohlu lokubhekisisa 

ukuthi izinto ziphelele. Idatha yahlaziywa ngokusebenzisa uhlelo lokuhlaziya oluzwisisekayo, 

ngokusebenzisa izimpawu (coding) kanye nokwehlukanisa ngezigaba (Braun & Clarke, 2006; 

Creswell, 2014; Maddison, 2005; Miles & Huberman, 1994; Wolcott, 1994; 2014) kanye nhlelo 

lwe--Atlas.ti program (www.atlasti.com). Okutholakele kucwaningo kuyakhombisa ukuthi 

abafundi ocwaningweni, bazibandakanye ohlelweni lwemfundo yezinguquko kuxutshwa 
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phakathi ukubona ukuhambisana komuntu kanye neisfundo se-Human Anatomy, kanye 

nezihloko noma izinto ezidingidwe ngesikhathi kunesifundo saseklasini ye-Human Anatomy, 

ekwazi ukubona izimo eziyingxabano ngenxa yemiqondo eyehlukahlukene, kanye 

nokuhlolisisa ngokujulile ngokugxila kwiziphetho zoqobo kanye nezizinda/nezimo. Kunokuthi 

kube wuhlelo lomuntu ngamunye, njengokusho kwethiyori yezinguquko kaMezirow, izincazelo 

zabafundi zigcizelela ingqubo yabantu noma ukwenza kwabantu okwakhiwa wukuxoxisana 

ngolwazi kanye nokusebenza ndawonye ukuzwisisa iziphetho ezakhiwa wulwazi lokuqala... 

Abafundi abake babhala ngezinguquko kwiziphetho zabo ezidalwa wulwazi lwabo, oluxuba 

ukuzibheka indlela ocabanga ngayo kanye nangendlela yokuziphatha ngokwemfundo. Izinto 

ezikhuthaza uhlelo lwemfundo yezinguquko bezixuba ukuhlola imiqondo eminingi, yona exuba 

ukuphosela inselelo kwigunya lomfundisi (lecturer), ukuziphatha kahle kanye nolwazi 

lwezemfundo, ukuphosela inselelo indlela yakudala yokuhlela izifundo, kanye nokwakha 

noma ukwakha ubudlelwano ngokugxila phezu koxhaso oluphakathi kwabantu.. 

Ngokusebenzisa amandla olwazi, izinto noma izihloko zesifundo se-Human Anatomy 

ezidingidiwe eklasini yafika ngaphezu kwezigaba ezigxekwayo embhalweni wobuciko ukufaka 

imizwa kanye nokuzuza ulwazi ngesikhathi sokufunda, uhlelo lokufunda oluhlangene kanye 

nokufunda kwabantu kanye nezinguquko, kanye nokunikeza abafundi ngolwazi olwehlukile 

lwamandla. Umbono wamandla ohlelweni lwemfundo yezinguquko uthuthukela phambili kanti 

okuhloswe yingqubo kanye nethiyori mayelana nendima yemfundo yeziqu zokuqala ohlelweni 

lwemfundo yezinguquko kuyizinto ezixoxiwe. Izinqumo ezithethwe zixuba phakathi isidingo 

sokuthi kube nocwaningo oluqhubekayo esikhathini esizayo ukuthuthukisa imethodoloji 

ngokuxuba izigaba eziningi zemfundo emazingeni ahlukahlukene esifundo socwaningo kanye 

namanye amanyuvesi.   

 

AMAGAMA ASEMQOKA 

Ithiyori yemfundo yezinguquko, imfundo ehlose ukukhulula, ukushiyana ngezikhundla 

zokuphatha endaweni yokufunda, imojuli ye-Human Anatomy. 
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SETSOPOLWA 

Thutelo ye ya go kwešiša mabaka le dikgopolo e hlohlomiša, ditiro tša baithuti ka go go ithuta 

go go hlolago phetogo thutong ya Human Anatomy (Thuto ya Ditho tša mmele wa Motho) 

tikologong ya yunibesithi ya dithuto tša tikrii ya mathomo. Le ge teori ya phetogo ya Mezirow 

(1975; 1978; 2000) e be e dirišwa le go boledišana ka yona malebana le batho ba bagolo ka 

go dithuto tša ka morago ga tikrii ya mathomo, mananeong a nako ya pele ga ge motho a tšea 

modiro woo o nyakago tlhahlo le ao a diregago nakong ya gago ya modirong, e hweditše 

tlhokomedišišo ye nnyane malebana le baithuti ba dithuto tša tikrii ya mathomo bao ba 

tsenego yunibesithing thwi ka morago ga sekolo sa godimo, ka gona e lego la mathomo. 

Tlhokego ye ya nepišo e a nyamiša malebana le bokgoni bjo bo ka bago gona bja tšweletšo 

pele ya baithuti mengwageng ye le dinepo tšeo di tswalanego le thuto ya dithuto tša tikrii ya 

mathomo. Go ya ka baswayadiphošo ba teori ya Mezirow’s (1975; 1978; 2000) ya go ithuta 

go go hlolago phetogo, boikgopolelo bja Freire (1970; 1981) bja thuto yeo e fetolago 

dipeakanyo tšeo di gatelelago batho ditšhabeng tša bona, kgopolo ya Burbules (1986) ya 

bokgoni bja go laola batho ba bangwe tikologong ya go ithuta, le dikgaleng tše dingwe tša 

dingwalo, thutelo ye ya tlhohlomišo e araba potšišo ye kgolo le dipotšišwana tše dingwe tše 

tlhano. Potšišo ye kgolo ke: Na tsebišo ya go ithuta go go hlolago phetogo thutong ya ngwaga 

wa mathomo ya thuto ya Ditho tša Mmele wa Motho e ka kaonafatša bjang kwešišo ya baithuti 

ya thuto ye? 

Thutelo e dirišitše tlhamo ya mokgwa wa dinyakišišo wo o gatelelago tiragatšo le go tšea 

karolo go rarolla ka moo tsebišo ya go ithuta go go hlolago phetogo thutong ya ngwaga wa 

mathomo ya thuto ya Ditho tša Mmele wa Motho e ka kaonafatšago kwešišo ya baithuti ya 

thuto ye. Batšeakarolo e bile mphato wa ngwaga wa mathomo wa mokgahlo wo o theilwego 

go thuša diprotšekeng wa baithuti ba masomennenne bao ba ingwadišitšego dithutong tša 

tikrii ya Bachelor of Medicine and Extended Curriculum Programme (MBChB ECP) ka 2017, 

go yunibesithi ya disaense tša maphelo ka Afrika Borwa. Datha e kgobokeditšwe ka go diriša 

lenaneopotšišo leo le nyakago dikarabo tše di fago ditlhalošo, pego yeo e bontšhago 

boinaganišišo le lenaneo la dilo tšeo motho a tlo di lebelelago. Datha e sekasekilwe ka go 
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diriša tshekatsheko ya go hlama dikgopolo tša diteori le go laetša dipoelo tše mpsha go tšwa 

go tšona ka go hlatholla le tlhopho (Braun & Clarke, 2006; Creswell, 2014; Maddison, 2005; 

Miles & Huberman, 1994; Wolcott, 1994; 2014) le lenaneo la Atlas.ti ((www.atlasti.com). 

Dikhwetšo di bontšha gore go baithuti thutelong ye, go tšea karolo tshepedišong ya go ithuta 

go go hlolago phetogo go akareditše go bona maitemogelo a maleba a motho go thuša go 

hlama ditlhalošo dithutong tša Ditho tša Mmele wa Motho, le dihlogotaba goba ditaba tšeo di 

hlalošwago nakong ya dithuto tša Ditho tša Mmele wa Motho, go šupa dithulano ka lebaka la 

dikgopolo tšeo di fapanego, le go hlohlomiša ka go tsenelela ka go naganišiša dikgopolo le 

dikemo tša motheo. Go ena le go ba tshepedišo e tee, go ya ka teori ya phetogo ya Mezirow, 

ditlhalošo tša baithuti di gatelela tshepedišo goba tlwaelo ya leagong yeo e bopšago ke go 

fana maitemogelo le go šoma mmogo go kwešiša dikgopolo tšeo di hlalošago maitemogelo a 

tšona. Baithuti ba ngwadile ka ga diphetogo ditšhišinyong tša bona tšeo di hlotšwego ke 

maitemogelo a bona, tšeo di akareditšego tebelelo ya kwešišo ya motho, seemo le tsenelelano 

gare ga motho le seemo le tiro ya thušo go boitshwaro bjo itšeng. Mabaka ao a 

kgonagaditšego go ithuta go go hlolago phetogo a akareditše tlhohlomišo ya ditebelelo tše 

ntši, tšeo di akaretšago go botšiša ka ga bolaodi bja mofahloši bja tlwaelo bjoo bo lego gona, 

lefapha le tsebo ya thuto; go hlohla tsela ya tlwaelo ya peakanyo ya lenaneo la go ruta, le go 

bopa goba go hlola ditswalanyo ka go hlokomela thekgo gare ga batho. Ka go diriša maatla a 

maitemogelo, ditlhagišo goba dihlogotaba ka Ditho tša Mmele wa Motho tšeo go boletšwergo 

ka tšona ka diphapošingborutelo di fetišitše dikaroganyo tšeo di swyaswayilwego ka go 

dingwalo go akaretša maikutlo le go hwetša tsebo le go kwešiša nakong ya go ithuta, go ithuta 

ka bowena le ka go lemoga boitshwaro bja batho ba bangwe le phetogo go lebeletšwe merafe 

ka moka, le go fa baithuti maitemogelo ao a fapanego a maatla. Kgopolo ya maatla ka go go 

ithuta go go hlolago phetogo go tšwetšwa pele gomme ditlamorago tša tlwaetšo le teori ka ga 

karolo yeo e ralokwago ke thuto ya dithuto tša tikrii ya mathomo go go ithuta go go hlolago 

phetogo di a hlalošwa. Ditšhišinyo di akaretša tlhokego ya dinyakišišo tše dingwe tša nako ye 

e tlago go kaonafatša mokgwakabo ka go akaretša magoro a mangwe a dithuto magatong ao 

a fapanego a thuto le diyunibesithing tše dingwe.  

 

http://www.atlasti.com/
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CHAPTER 1 : INTRODUCTION, PROBLEM STATEMENT AND 

RESEARCH QUESTION 

1.1 INTRODUCTION  

My own interest in student development and growth arises from my involvement with 

students at the university where this study occurred, as an English lecturer in 2008 and 

presently as an academic development practitioner. This university and another university 

were amalgamated in 2005, but were separated again in 2015. I refer to the university 

where I conducted this study as Unniv and hitherto use the word Unniv to represent this 

university. Unniv specialises in training healthcare professionals and science students.  

At Unniv, first-year students are required or compelled to study and pass a course in 

English Language. The School of Medicine recruits the highest number of students at 

Unniv every year for its Bachelor of Medicine and Surgery (MBChB), a six-year degree 

programme. In 2010, the school introduced the Bachelor of Medicine and Surgery 

Extended Curriculum Programme (MBChB ECP), a seven-year degree with the first year 

of the degree classified as the foundation phase. The MBChB ECP forms an integral part 

of the main MBChB programme. The staff and students of the MBChB ECP programme 

comprise full-time staff and registered students of the university. 

The MBChB ECP aims to provide access to the main MBChB degree programme for 

underprepared students. This means that students who fall just below the required 

admission criteria for the MBChB degree programme are admitted into the MBChB ECP 

programme. This programme aims to build a firm foundation in medical skills, knowledge 

and attitudes through innovative teaching and learning experiences. It strives to make 

independent, flexible students who are graduates in medicine and who would otherwise 

not have been able to study medicine at university level. In the first year of study of the 

MBChB ECP programme, there are six courses. These are: Medical Foundation Biology 

(MFMB010), Medical Foundation Biochemistry (MFBC010), Medical Foundation English 

for Medicine (MFEN010), Medical Foundation Biophysics and Numeracy (MFBP010), 

Medical Foundation Introduction to the Human Body (MFHB010), and Medical 
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Foundation Study Skills and Information Management (MFSS010). A student has to pass 

each of the six courses with at least 50% in order to gain admission into the first year of 

the mainstream MBChB degree programme. The MBChB ECP students who gain 

admission to the mainstream MBChB degree programme do the same subjects and write 

the same tests and examinations as their mainstream counterparts. The courses selected 

for MBChB ECP were identified as being able to close the gap that exists between high 

school and university education. For example, Medical Foundation English for Medicine 

is meant to improve the students’ language proficiency to enable them to process the kind 

of academic language that students may encounter in their university education. Medical 

Foundation Introduction to the Human Body (MFHB010) deals with human anatomy and 

physiology, which are not studied as subjects in high school. Life Sciences is the subject 

that is closest to Human Anatomy and Physiology that is actually studied in high school. 

The implication of the fact that Medical Foundation Introduction to the Human Body, 

hereafter referred to as human anatomy, is not studied in high school for these MBChB 

ECP students cannot be overemphasised. These students were not admitted into the 

mainstream MBChB degree programme as they failed to obtain the minimum requirement 

needed for this programme. In other words, if these students are to obtain a minimum of 

50% in all their modules (including Human Anatomy) in order to obtain admission into the 

mainstream MBChB degree programme, then it is significant that the teaching and 

learning methods used be of a quality that they can be used to assist the MBChB ECP 

students to understand Human Anatomy. I believe that transformative teaching and 

learning methods have the potential to influence these students to acquire in-depth 

understanding of Human Anatomy as a subject.     

Transformational learning, which is an adult education theory, expounds the way in which 

adults make meaning of their lives, specifically where there are differences in systems of 

understanding and the new knowledge gained. Mezirow, who instituted transformational 

learning, defined the theory in a later publication (1990) as altering a problematic frame 

of reference to make it more suitable and reliable by generating opinions and 

interpretations of one’s experience that are more justified. That is, the adult learner begins 

to critically reflect on the perspectives and frameworks that become problematic, and that 
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learning involves acting on their new understanding. However, the current Human 

Anatomy course does not employ the learning process of critical self-reflection. In this 

case, critical self-reflection has the potential to enable students to understand Human 

Anatomy in a way that will integrate their own experiences and understanding in such a 

way that will induce change in the students. One of the main purposes of education is to 

bring a desired change in each student’s life. Even though an educational institution 

provides the same learning atmosphere and opportunities to enable students to grow, 

they will learn in different ways. Each learner’s previous knowledge and learning styles or 

inclinations facilitate the type of impact made, which in turn will cause the process of 

transformation in the student. The Transformational Learning Theory elucidates the 

opposition to change due to the manner in which adults intensely hold on to their 

unchallenged beliefs and opinions, which influence how they consider and relate to 

people around them and the world in general. Adults consider change after they have 

expressed and assessed their previously unchallenged beliefs and opinions. This assists 

them to form new beliefs and opinions that influence a change in their behaviour 

(Mezirow, 2009; Mälkki, 2019). Although there is abundant literature on transformative 

learning as it relates to adult learning, some of the research conducted on transformative 

learning in university undergraduate learning has not focused on hard-core science 

subjects like Human Anatomy.  

This is a clear gap in the body of knowledge, which this study has attempted to address. 

In this study, transformative learning was expected to bring about change in the study of 

Human Anatomy in situations or instances when the knowledge or understanding that the 

students gained through transformative learning strategies contradicted their previous 

beliefs and opinions. Transformative learning strategies have the potential to assist these 

students to develop new perspectives, not only on their study of Human Anatomy but also 

on their medical education and the world as a whole.   

1.2 PROBLEM STATEMENT 

Higher education institutions are required to provide diverse ways of engaging students 

in order to achieve the purpose of their educational offerings. Moreover, higher education 
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institutions are expected to capacitate students with broader insights in their disciplines 

beyond mere skills and content knowledge. Learners who develop extensive perceptions 

of themselves, other people and their surroundings show that their university experience 

has succeeded in transforming or changing them to be better adults. This means that the 

institution has been able to achieve one of the main purposes of education, which is to 

bring a desired change in an individual. 

Mezirow’s theory on the process of transformative learning has added greatly to 

understanding adult learning (Clark, 1993; Merriam, 2011) in officially and unofficially 

prescribed and recognised graduate learning situations, and has generated discussion 

and further research. However, it has not been much explored in the hard-core sciences 

like Human Anatomy in the undergraduate setting with younger students. Parks (2000, 

2011) describes young adulthood, the age of traditional undergraduate students, as a 

time of potential transformation. The author further contends that the potential and 

susceptibility of young adulthood depend on the experience of becoming critically aware 

of the meaning of oneself, others, the world and God. A lack of focus on this particularly 

interesting time of life is not limited to the work around Mezirow’s theory only. The 

challenges in becoming a responsive adult are commonly acknowledged but the early 

adult years have not been a major focus in human development theories (Parks, 2000, 

2011). There are gaps in the literature from the perspective of young adult development 

and the role that universities can play in such development (Kegan, 1994, 2009). There 

is a relative lack of previous exploration or theory development around the meaning of, 

and relationships with power in the university classroom (Escobar, Fernandez & Guevara-

Niebla, 1994; Earl, 2018).  If power is to be a force for emancipating both the oppressed 

and the oppressors (Freire, 1981), students need to develop the ability to free themselves 

from assumptions that keep them from developing their full human potential for 

participation in informed social change (Freire, 1998; Ostling, 2019). This different way of 

seeing and using power involves more than shifting established modes of power from the 

teacher or one group of students to another group of students. In the classroom, this 

involves more than learning in a climate that models democratic values; it involves 

transforming the assumptions that hold power over learners and limit their development. 
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The majority of these students also have to break from traditional transmission modes of 

inquiry to sustainable ways that will contribute to their emancipation, liberation and 

empowerment. 

At this point, the question can be raised as to why traditional teaching and learning 

strategies are not adequately effective in assisting first-year ECP students in their study 

of Human Anatomy. In order to answer this question, the traditional teaching and learning 

strategies need to be examined. Traditional teaching strategies are teacher-centred 

methods of teaching where the teacher directs the learning activities. This approach of 

teaching does not stimulate learners to develop a broad understanding or capabilities that 

continue to persist long after the lecture (Udovic, Morris, Dickman, Postlethwait & 

Wetherwax, 2002; Davis, 2019). In universities, the lecture mode of delivery is the most 

widely used instructional strategy as it enables lecturers to transmit a large quantity of 

material to a large number of learners, and increases the power relations in the classroom 

(Paris, 2014). The limitations of the lecture mode of delivery entail the fact that this 

transmission mode reduces the opportunity for learners to express whether they 

understand what the lecturer has taught them. Furthermore, it is assumed that the 

learners understand and, consequently, learners are not engaged in the process of 

learning, which may cause them to forget the content within a short period of time. Halupa 

(2019) further notes that students recall or maintain less information in a lecture-based 

course. In this context, traditional teaching strategies also include other student-centred 

strategies, which involve informational types of learning. Kegan (2000:41) states that 

"transformational kinds of learning need to be more clearly distinguished from 

informational kinds of learning, and each needs to be recognized as valuable in any 

learning activity, discipline, or field”. Kegan (2009:18) also notes that: 

Learning aimed at increasing our fund of knowledge, at increasing our repertoire of skills, 

at extending already established cognitive capacities into new terrain serves the 

absolutely crucial purpose of deepening the resources available to an existing frame of 

reference. Such learning is literally in-form-ative because it seeks to bring valuable new 

contents into the existing form of our way of knowing.  
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Therefore, it is critical to differentiate between informational learning and transformational 

learning because even though the value and purpose of informative learning cannot be 

denied, it differs from transformational learning (Kegan, 2009). He further asserts that 

learning focused on changes not only in “what” we know but also in “how” we know comes 

closer to the etymological meaning of education ("leading out"). "Informative" learning 

involves a kind of leading in, or filling of the form. Trans-form-ative learning puts the form 

itself at risk of change and not just change, but increased capacity. Kegan (2009:18) 

further explains that “the form that is undergoing transformation needs to be better 

understood; if there is no form, there is no transformation, and that at the heart of a form 

is a way of knowing,” Mezirow calls this the “frame of reference”. This means that learning 

in a transformative way involves learning about how we know and not just “merely a 

change in behavioral repertoire or an increase in the quantity or fund of knowledge” 

(Kegan, 2000:41). The implication is that the ability to describe learning as transformative 

or transformational depends on the context and content of the learning activity. Therefore, 

Kegan (2009) cautions that teachers of adult learners who are involved in 

transformational learning require an improved and greater understanding of their students’ 

existing epistemologies or ways of making meaning. This will mean that lecturers will not 

unintentionally create learning designs that presume that their students already possess 

the capabilities that their designs attempt to develop. In a later publication, Kegan, 

Broderick, Drago-Severson, Helsing, Popp and Portnow (2001) highlight how making 

meaning or creating understanding and experiences can grow in levels of complexity over 

time. For instance, when ways of knowing change, people understand information 

differently and gain enhanced cognitive, interpersonal, and intrapersonal capabilities for 

dealing with the complexities of work and life (Kegan, et al., 2001). In the same way, in 

order for students to participate freely and fully in transformative learning, Mezirow 

(2000:13-14) proposes that the students must have the following: 

 “More accurate and complete information; 

 Freedom from coercion and distorting self-deception;  
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 Openness to alternative points of view: empathy and concern about how others 

think and feel; 

 The ability to weigh evidence and assess arguments objectively; 

 Greater awareness of the context of ideas and, more critically, reflectiveness of 

assumptions, including their own; 

 An equal opportunity to participate in the various roles of discourse; and 

 Willingness to seek understanding and agreement and to accept a resulting best 

judgment as a test of validity until new perspectives, evidence, or arguments are 

encountered and validated through discourse as yielding a better judgment”.  

Clearly, transformative learning does not just happen; it requires proper planning and 

implementation. 

Although some studies were conducted using transformative learning in undergraduate 

education, they were not carried out in hard-core sciences like mathematics, physics or 

Human Anatomy. For example, a qualitative study (Merriam & Ntseane, 2008) conducted 

in Botswana, Southern Africa, examined how culture shapes the process of 

transformative learning. In-depth interviews held with 12 adult participants revealed that 

the transformative learning experience had profoundly changed the participants’ view of 

themselves and their perspectives of the world, or their worldview. Bridwell (2013) uses 

Kegan’s Constructive-Developmental Theory (1982, 1994, 2000,2009) to examine 

transformative learning with six low-income and homeless females of colour who were 

pursuing their General Education Diploma (GED) in a shelter-based literacy programme 

in one of Boston’s poorest neighbourhoods. It was found that some participants’ 

epistemological viewpoints and knowledge generation became more complex over time 

and some of the participants found transformative learning to be useful in other aspects 

of their lives. In other words, these findings imply that individuals or groups who are often 

regarded as marginalised by race, class, and gender can experience growth in 

epistemological complexity in educational settings where transformative learning goals 

are determinedly and purposefully supported (Bridwell, 2013). Another study was 
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conducted with undergraduate medical students at the Wellington School of Medicine 

and Health Sciences (University of Otago) on how they experienced the care they 

delivered to patients during their clinical practice. In that study, the students reported on 

the new knowledge they had gained about hospices. They also gained communication 

skills through their interaction with health professionals and patients, and developed 

respect for patient perspective, demystification of death, being open-minded to issues 

that relate to dying, and how their thinking and development of their caring paradigm was 

transformed (Moriarty, McKinlay & Tanne, 2006). Other research (Branch, 1998; 

Herbers, 1998; King, 1997) has also yielded positive results. Branch (1998) recorded 

positive outcomes with undergraduate medical students during their clinical work. 

Furthermore, Herbers (1998) and King (1997) reported significant results with students 

in a higher education course, although their students were mostly in their mid-20s to mid-

40s in age. While these studies did not focus on the hard-core sciences, they suggest 

that it is possible for MBChB ECP students to experience transformative learning if the 

teaching-learning activities purposefully support transformative learning goals. This study 

attempted to address this gap in the context of the study of Human Anatomy by first-year 

2017 MBChB ECP students.  

In the MBChB degree programme at the institution where this study was conducted, 

Human Anatomy is taught in the second undergraduate year and anatomical knowledge 

is assessed again in the third year of the programme when Anatomical Pathology is 

taught. The implication is that the MBChB ECP students need to have a firm grasp of 

Human Anatomy at foundation phase in order to be able to manage the Human Anatomy 

module in the second year and anatomical knowledge in the subsequent years of their 

study. However, the current teaching and learning strategies do not take into account 

what can assist students to acquire autonomous thinking skills that will equip them to gain 

in-depth understanding of the Human Anatomy content. It is the firm belief of this 

researcher that the use of transformative learning strategies in teaching and learning will 

equip the MBChB ECP students to acquire the in-depth knowledge and understanding. It 

will further equip them with the critical and autonomous thinking that must take 
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precedence over uncritical assimilation of knowledge in the Human Anatomy course in 

particular, and in their medical education in general.  

1.3  THE RESEARCH QUESTION 

Considering the context of the above stated research problem, the following research 

question was formulated and addressed in this study: 

 How can the introduction of transformative learning in a first-year Human Anatomy 

course improve students’ understanding of the subject? 

To answer this question, the following supporting sub-questions needed to be addressed: 

 How can transformative learning strategies improve the acquisition of an in-depth 

understanding of Human Anatomy? 

 What are the design implications of transformative learning for a Human Anatomy 

class? 

 What are students’ experiences with transformative learning in a Human Anatomy 

class? 

 What are the experiences of the lecturer with transformative learning in a Human 

Anatomy class? 

 How should teaching strategies and learning experiences change to allow 

transformative learning? 

The aims and objectives of this study are discussed in the following section. 

1.4 THE AIMS AND OBJECTIVES OF THE STUDY  

1.4.1 Research aim 

The main aims of the study were to investigate: 

 How a first-year Human Anatomy class would respond to transformative learning 

in an extended curriculum Human Anatomy course. 
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 What transformative learning is supposed to contribute to in a Human Anatomy 

class. 

Instead of focusing on the outcomes for the students in the Human Anatomy class or the 

cognitive development of these students, this proposed study focused on the experiences 

of the students in the Human Anatomy class. Specifically, the researcher focused on the 

lecturer deliberately employing learning strategies, as expounded by Habermas (1981), 

to promote transformative learning. The purpose was to explore the interactions or 

experiences of individual students and their social relationships in the class. This was 

expected to initiate the questioning of these students’ assumptions, values, and beliefs in 

relation to their study of Human Anatomy.  

1.4.2 Research objectives 

The specific objectives were to determine: 

 Students’ responses to transformative learning strategies in a Human Anatomy 

class; 

 Lecturer’s response to transformative learning strategies in a Human Anatomy 

class; 

 Students’ critical self-reflection on the way in which they study Human Anatomy; 

 Students’ interaction with one another in the Human Anatomy class; 

 Design implications of transformative learning in a Human Anatomy class; 

 Lecturer’s experiences of transformative learning in a Human Anatomy class; and  

 Observe the effect of acquired autonomous thinking skills in students’ study of 

Human Anatomy. 

It is worth noting that I have used the term ‘Human Anatomy’ instead of ‘Anatomy’ 

throughout my study. 
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1.5 PHILOSOPHICAL ASSUMPTIONS UNDERLYING THE STUDY  

A brief examination of some of the philosophical assumptions that underpin valid research 

is presented in this section. This study was supported by an extensive preliminary review 

of the literature on research philosophy and methodology, and methods in qualitative 

research. This contributed to the general shaping of the research approach used in this 

study. Some of the noteworthy contributions in this regard are Myers (1997), Barrett and 

Walsham (2004), Baskerville and Lee (2003), Flyvbjerg (2006), Howcroft and Trauth 

(2004), Myers and Newman (2007), Oates (2008), Orlikowski (2000), Pozzebon (2004), 

Pozzebon and Pinsonneault (2005), Trauth and Howcroft (2006), Schultze (2000) and 

Thomas (2003). Myers (1997) points out that all research (whether quantitative or 

qualitative) is based on some underlying assumptions about what constitutes 'valid' 

research and which research methods are appropriate. The most pertinent philosophical 

assumptions are those, which relate to the underlying epistemology that guides the 

research. Epistemology refers to the assumptions about knowledge and how it can be 

obtained (Habermas, 1981). Orlikowski and Baroudi (1991) discuss, among others, two 

underlying research epistemologies, which are interpretive and critical. This means that 

a research study can be interpretive (Walsham, 2006) or critical (Mezirow, 1978; Freire, 

1981). These are expounded in the subsequent sections. 

1.5.1 Interpretive philosophy 

The assumption in interpretive research is that the knowledge of reality is gained through 

social constructions such as language, consciousness, shared meanings through 

discourse, documents, tools, and other artifacts. Interpretive research does not predefine 

dependent and independent variables, but focuses on the complexity of humans making 

sense or making meaning of situations as they emerge (Kaplan & Maxwell, 1994). It 

attempts to understand phenomena through the meanings that people assign to them 

(Boland, 1985, 1991; Deetz, 1996; Orlikowski & Baroudi, 1991). Examples of an 

interpretive approach to qualitative research include the works of Boland (1991) and 

Walsham (1993). Closely related to and supporting interpretivism is hermeneutics. 

Hermeneutics is defined as a theory or philosophy of the interpretation of meaning 
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(Bliecher, 2017). Walsham (1995) makes the link between hermeneutics and 

interpretivism when he contends that interpretive researchers attempt the difficult task of 

assessing other people’s interpretations. This is then filtered through their conceptual 

apparatus and they report a version of events back to others, including, in some cases, 

interviewees and other audiences. This means that interpretive researchers should have 

a clear view of their role in this complex process, which will be further outlined in the data 

analysis section. 

Furthermore, Burrell and Morgan (1979) present a sociological paradigm to explain the 

position and nature of interpretive philosophy. According to these authors, the 

functionalist paradigm views the social world as consisting of concrete artifacts and 

relationships that one can identify, study and measure through natural science from an 

objectivist point of view. The interpretivist paradigm, alternatively, relates to the way in 

which the world is understood. The interpretivist understands the world from the way in 

which individuals understand the world. The humanist paradigm considers the world from 

an ideographic point of view just like the interpretive paradigm, but the frame of reference 

emphasises overcoming the limits of prevailing social structures. The structuralist 

paradigm stresses the structural relationships in the world and offers justifications for the 

fundamental interrelationships in the context of social developments. The structuralist 

paradigm also focuses on fundamental and systematic transformation. This study is 

located in the interpretivist paradigm. This is appropriate because it focuses on the 

learning experiences of the ECP students in Human Anatomy and in their study of 

medicine. Thus, the learning experiences of the students in the Human Anatomy class 

can only be explored through communication and negotiations among the students 

themselves. In this study, the interpretive philosophical assumption applies since this 

research aimed to investigate how first-year Human Anatomy students respond to 

transformative learning in an Extended Curriculum Programme Human Anatomy class. 

1.5.2 Critical philosophy 

Critical philosophy, also labelled Critical Theory, has its origins in the idea of Fromm, one 

of the initial contributors of the Frankfurt Institute for Social Research. Fromm (1973) 
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highlighted the significance of beliefs and personal relationships and how the mind 

constructs these. The insensible or oblivious part of the mind is not merely suppressed, 

but it is the part of a person that has the ability to create or invent things. Habermas, who 

explored Fromm’s ideas, was a proponent of the psychoanalytic philosophy. The radical 

way in which Fromm explained psychoanalysis highlighted a position of communal or 

collective life that differed from a ‘demand and supply’ or a capitalist view of the economy. 

This has relevance for adult learning as it applies to this study. Both Habermas and 

Fromm tried at separate periods to ascertain the prospect of lifetime education as part of 

the system of creating a fair social order and a collective consideration of the significance 

of participating freely in discourse or public debate on how to create and sustain a free 

society. 

The First World War made Fromm think and critically question collective public action, 

war, the damaging effect of patriotism, totalitarianism, liberty and the supremacy of the 

capitalism. A different war motivated and inspired Habermas (1971) to fight against 

communism. He engaged with social equality, colonisation and the deadlocks civic 

society imposed by capitalism. Both Fromm and Habermas assumed that an individual’s 

private life is affected largely by societal influence or reality. Habermas (2008) explains 

that the understanding of the social nature of human beings prompted philosophical 

understanding that highlights the fact that every person is a reflection of the external social 

world. Marx’s ideas influenced Fromm (1973) to emphasise that psychology in the 1970s 

was not much concerned with the critical analysis of needs. Fromm disagrees with the 

notion that a person wanting something was an indication that they actually needed the 

object desired. Fromm (1961), who adopted Marx’s idea, differentiates between genuine 

and imagined needs. In a later publication, he (Fromm, 1973) asserts that the freedom 

that modern society offers is shopper/customer freedom and that only a radical 

psychology based on Marx can recognise and ascertain true needs. Fromm goes on to 

maintain that life and social existence define consciousness, and that consciousness 

results in creating a specific way of life, which portrays a specified society or class. 

According to him, man is controlled by certain powers of which he is not aware. To 

Fromm, social change will occur when those powers that control man change (Fromm, 
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1973). Initiating a societal transformation through lifetime leaning based on these ideas 

means that one engages with an exhaustive examination of the problem and a profound 

understanding of the system change needed. Fleming (2012) asserts that social problems 

are not originated by greed and materialism, but by the socialisation processes of society 

and capitalism. Therefore, the procedure for lifetime learning and the development of 

adults needs to include the procedure of desocialisation if based on this analysis. 

This is essential for a method for adult learning based on Fromm or Habermas. These 

authors are especially drawn from because they realise that the capitalist system controls 

more than politics when they emphasise that the mind cannot escape the influence of 

oppression. They further highlight that it is difficult to tap into the creative and imaginative 

drives that liberty necessitates (Fleming, 2012). Thus, lifetime learning that intends to 

liberate people, like that of Freire and Mezirow, recognises the way in which the mind and 

society intermingle to create an understanding of the world, and thus ignite the action to 

change it. This is the central meaning of critical in Critical Theory; this is the focal point of 

critical philosophy that underpins this study. In other words, this knowledge about lifetime 

learning according to Freire’s radical pedagogy and Mezirow’s Transformation Learning 

Theory raises many questions in my mind. What are the real needs of students? How can 

university teachers comprehend and fulfil the real needs of students? How can learning 

needs be expressed? As stated earlier in this section, Fromm and Habermas propose a 

learning process that permits students to have free conversations or discourse about the 

issues that they encounter in the content, and the process of their learning activities. 

Another perspective of the philosophical assumptions emanates from other critical 

researchers who assume that social reality is historically constituted and that it is 

produced and reproduced by people (Myers, 2004). Although people may consciously act 

to change their social and economic circumstances, critical researchers recognise that 

their ability to do so is constrained by various forms of social, cultural and political 

domination (Myers, 1997). Lee (1989) states that while these three research 

epistemologies are philosophically distinct (as ideal types), in the practice of social 

research, these distinctions are not always clear-cut. In this study, the critical 
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philosophical assumptions apply since this research aimed to investigate how first-year 

students enrolled for the Medical Foundation Introduction to the Human Body (Human 

Anatomy) course respond to transformative learning.  

1.6 ORGANISATION OF THE STUDY 

This study is divided into eight chapters. Chapter 1 presents the research by providing 

the background of the study, followed by the problem statement. The research question, 

together with its sub-questions, the aims and objectives of the study and the philosophical 

assumptions underpinning the study have been presented. Chapter 2 comprises a 

literature review on transformative learning that relates to the study. The six areas 

emphasised are: difficulties confronted in undergraduate university studies; the potential 

and challenges of development in early adulthood; teaching and learning approaches; the 

challenges of engaging students in active learning; Mezirow’s Transformative Learning 

Theory and Freire’s Pedagogy of Emancipation. Chapter 3 describes the theoretical 

framework that underlies the study, while Chapter 4 presents the methods used for 

module selection, participant recruitment, the data collection process and data analysis. 

In Chapter 5, I explore research sub-question 1 to establish the teaching and learning 

practices that existed in the Human Anatomy class before introducing the transformative 

teaching and learning methods. Chapter 6 presents the results regarding the participants’ 

(both lecturer and students) experience of transformative learning after applying 

transformative teaching and learning methods in the Human Anatomy class. The findings 

of the study presented in Chapter 7 address the five research sub-questions. The issue 

of power relations, emotion and cognition, and individual and social change that emerged 

during data analysis are discussed. In Chapter 8, I summarise the findings of the study, 

consider further power issues in learning as they relate to findings of this the study, 

indicate the limitations of the study, discuss the implications for theory and practice 

related to the role the university can play in transformative learning, and suggest direction 

for future research. 
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1.7 SUMMARY 

Chapter 1 has offered an overview of the study by presenting the introduction, problem 

statement and the research questions. The MBChB ECP foundation programme admits 

students who fail to meet the admission requirements for the main MBChB programme. 

The purpose of the MBChB ECP is to build a steady foundation in medical skills, 

knowledge and attitudes for students who would otherwise not have been able to study 

medicine at university. In the mainstream MBChB degree programme at Unniv, the 

Human Anatomy module is taught in the second year and assessed again in subsequent 

years when Anatomical Pathology and Chemical Pathology are taught. Therefore, it is 

critical for the MBChB ECP students to have a firm grasp of the Human Anatomy module 

to be able to manage the Human Anatomy module in the subsequent years of their study. 

This study was prompted by my belief that a transformative learning approach had the 

potential to influence the 2017 MBChB ECP students to acquire in-depth understanding 

of Human Anatomy. 
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CHAPTER 2 : LITERATURE REVIEW RELATED TO 

TRANSFORMATIVE LEARNING 

2.1 INTRODUCTION 

In this chapter, the systematic presentation of the literature that applied specifically to this 

study is provided. Fink (2005) defines a research literature review as a systematic, explicit 

and reproducible method of identifying, evaluating and synthesising the existing body of 

completed and recorded work produced by researchers, scholars, and practitioners. The 

literature review in this chapter is directed by these broad guidelines for conducting and 

creating a systematic literature review (Fink, 2005; Levy & Ellis, 2006; Webster & Watson, 

2002). The general guidelines include the following, namely, the purpose of the literature 

review; searching for the literature; practically screening the literature; carrying out a 

quality appraisal; data extraction; synthesis of studies, also known as analysis; and writing 

the review. In addition to the standard principles to be followed in writing research reports, 

the process of a systematic literature review needs to be reported on in sufficient detail 

so that the results of the review can be independently reproduced (Fink, 2005:3). 

The review of the relevant literature is aimed at contributing to a clearer understanding of 

the nature and meaning of the problem that I identified, which assisted in reducing the 

probability of selecting irrelevant or outdated information (De Vos, Strydom, Fouche & 

Delport, 2007; Flick, 2009). A critical review of the work of other scholars served as the 

foundation of this study (Potter, 2008). The four reviewed areas of literature that formed 

the foundation of this study were: challenges faced by undergraduate university studies, 

potential and actual conflict in early adult development and education, Mezirow’s (1975, 

1978, 2000) Transformative Learning Theory, and Freire’s (1971) studies on 

Emancipatory Pedagogy. Although these components individually contribute to 

understanding transformative learning in students who have entered university straight 

from high school, these elements are usually considered separately. Consequently, there 

is little interaction or integration among the fields that they have produced. This may cause 

a loss of understanding about the nature of transformation at this crucial developmental 
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time for undergraduate students. The section on challenges faced by universities and 

early adult development provided the context for transformation at undergraduate 

university level. The section on Mezirow’s Transformative Learning Theory and Freire’s 

Emancipatory Pedagogy was used to identify some of the limitations in our understanding 

of significant conceptual elements related to transformative learning in the undergraduate 

university environment. This also provided a source for designing a working model for my 

study.  

After a critical in depth assessment of the literature, I considered the research question 

with its sub-questions in order to organise the headings/themes (Mouton, 2001:91). This 

enhanced the clarity, logical and sequential presentation of the final research report. For 

the clarity of presentation and discussion, the literature review is organised according to 

the following subheadings: 

 University education in undergraduate studies;  

 Development in early adulthood; 

 Teaching and learning approaches; 

 Engaging students in active learning;  

 Mezirow’s transformative learning theory; and 

 Freire’s Pedagogy of Emancipation.  

2.2 UNIVERSITY EDUCATION IN UNDERGRADUATE STUDIES 

Traditionally, the functions designated for university education have been to train students 

for future work, help and support students in their individual life development, and prepare 

students to make their contribution to society as caring citizens (Spies, 2000; Longstff, 

2014). It is noted (Pascarella & Terenzini, 1991, 2005) that by exposing students to a 

number of challenging ideas, the university experience offers greater impact on student 

beliefs and values and more opportunity for change than possibly any other social 

institution. Parks (2000, 2011) concurs when he states that university education is 

envisioned to function as the prime environment where knowledge production, reflection 
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and knowledge acquisition are nurtured in support of the broader social community. As 

such, this holds a special place in the history of human development. As prospective 

graduates, professionals and workers, students are required to have an extensive 

knowledge repertoire in their chosen discipline. Particularly, in a time of rapid knowledge 

evolution, they are expected to think critically about the use of knowledge (Halpem, 1998, 

2013; Rooney & Hearn, 2000). In other words, the difficulties encountered by disciplines, 

professions, organisations and the public or knowledge society require more 

knowledgeable rather than simplistic solutions. In a changing organisational and global 

milieu, students also need to reflect critically on how knowledge is produced and utilised 

and why specific knowledge and solutions are valued, instead of just accepting facts as 

received, or using standard processes to solve social problems.  

Abeles (2000) contends that being involved in a critically reflective and collaborative 

scholarly dialogue is not an academic luxury; it is required by university undergraduate 

students to enable them to face the conflicting challenges in a globalised economy. 

Higher education institutions strive to accomplish these varied functions despite a number 

of challenges like the necessity to be responsive to students with more diverse 

backgrounds, abilities and needs, decreased government funding, and the crucial need 

to locate other sources of funding, higher expectations from employers, and the 

globalisation and commodification of university rankings (Manicas, 2000; Neubauer, 

2000). Laidler (2002) reflects on the developmental trajectory of universities. She 

contends that what has changed about universities is not that the programmes they offer 

have become more complex or a possible conflict among the communities they need to 

serve. Rather, what has changed and needs restoration is the measure of the complete 

change of the core activities of universities as the generators and propagators of all 

categories of knowledge. According to Gumport (2000), an alternative that universities 

have used or adopted in the past was expansion but now decreased funding does not 

permit universities to expand their activities. Thomas (2001) indicates that huge increases 

in public funding for formal education, with the hope of stimulating and securing economic 

development following the Second World War, created expectations that universities and 

their structures and policies would sustain and maintain those expectations. Thomas 
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(2001) further notes that the university culture and policies within which universities 

functioned in the past no longer seem to be adequate to enable universities to meet those 

expectations due to challenges that have resulted in the massification of higher education 

and reduced government funding. Abeles (2000), who holds a different view, declares 

that as the world changed, the universities, in lock-step reaction, dropped their core 

activities and entered the highly competitive short-term knowledge marketplace (Abeles, 

2000). Meyer (1984), who presents a moderate view (between Thomas, 2001 and Abeles, 

2000), states that higher education institutions are loosely coupled systems that consist 

of the formal administration needed to function in the larger environment. This is not 

effective in harmonising the complex system, specifically during periods of uncertainty, 

with an informal system that operates on a daily or regular basis. To Meyer (1984), loose 

coupling permits both systems to operate while cushioning each from the other. 

Supporting this view, Birnbaum (2000) notes that this system provides the university with 

the best of both worlds by providing external credibility and internal functioning. However, 

the problem is that it is difficult for the university to have the best of both worlds in equal 

proportions or percentages. In this regard, I concur with Anderson (2001), who asserts 

that the cushioning to which Meyer (1984) refers has been affected largely by the 

challenges with which universities are faced.  

In this regard, the boundaries between universities and their environment are destabilised 

by partnerships and sponsorship from corporations, companies and other funding 

agencies. The relationship between universities and industry is growing from strategic 

research collaborations and technology delivery to the commercialisation of university 

intellectual capital through distance or continuing education programmes (Anderson, 

2001). Alexander (2000) indicates that the necessity for extremely skilled knowledgeable 

workers has put pressure on universities to be more responsive and accountable to 

industry, and for national economic welfare. This has created a more functional view of 

institutions of higher learning. Giroux (2001) states that universities need to maintain their 

separate identity from society. They need to change the practice of breaking down the 

boundaries between corporate culture and civic culture. In other words, Giroux (2001) 

cautions universities to be wary about how they collaborate with the corporate world and 
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other funding agencies. The pivotal role that universities play in the economy is 

emphasised by Downey (2003), who maintains that the acknowledgement of the 

fundamental and substantial role that universities play in the modern economy has 

increased and has intensified their commercial relations in a way and magnitude that has 

never happened before. Previously, universities have enviously protected, at least 

theoretically and rhetorically, their individuality and freedom from society on the basis that 

an important aspect of their function is the critical appraisal of society for the benefit and 

regeneration thereof. However, presently, this freedom is destabilised by the financial 

embrace of the economy, which has weakened universities’ ability and determination to 

jealously guard their independence from society. 

In supporting the above view, Giroux (2001) cautions that the emphasis on electing 

university Chief Executive Officers (CEOs) or Vice Chancellors (VCs) who can link and 

partner universities completely with their corporate environment encourages and 

promotes “vocationalization and subordination of learning to the dictates of the market” 

(Giroux, 2001:34). Laidler (2002:3) adds that one of the key roles of the university has 

been “providing useful knowledge that allows the community at large to enhance its 

material well-being, and …train[ing] young people in productive and marketable skills.” 

These activities are parts of the components of the university education and they 

continuously link to the corporate world. However, Giroux (2001:36) argues that the fact 

that these activities are part of university education and link with the corporate world is 

not the key concern. The main concern is the fact that universities shift their focus from 

other fundamental and basic activities like “the power of self-definition [and] social 

responsibility” in the education of undergraduate university students. The reorganisation 

of university education to align it with market demands is a general trend or tendency, 

where the prevalent idea that governs public higher education has shifted from that of 

higher education as a societal institution to higher education as an industry. The rationale 

of economic benefit and welfare used to justify this shift hinders the lasting educational 

values and autonomous well-being of society as a whole (Gumport, 2000). Howitt (2001), 

who concurs, emphasises that there has been an unrestrained, comprehensive policy 

change from education as a social service or facility to education reserved for individual 
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or personal improvement and therefore, the client or consumer should pay for it. Giroux 

(2001), who expresses concern about this, asserts that the corporate discourse on 

education does not include any investigation about how power operates in influencing 

and controlling knowledge construction in the learning environment. It does also not 

explore how students can be taught extensive social beliefs and tenets that can assist 

them to become economically responsible citizens rather than training them to be 

competent workers. He further notes that corporate discourse does not examine how 

education can encourage students to harmonise the conflicting demands of individual and 

communal action to create a different notion of civil responsibility/action and autonomous 

life.  

This means that university education plays a major role in determining how authority or 

power is used to dominate or control the acquisition of knowledge or information in the 

university classroom. Rather than informing university students about wide-ranging 

societal views or opinions to support and permit them to acquire skills or abilities that will 

enable them to develop as knowledgeable citizens who are capable of making meaningful 

contributions to their communities, students are taught skills that will make them efficient 

workers. Universities are faced with challenges like “financial pressure, growth in 

technology, changing faculty roles, public scrutiny, changing demographics, competing 

values” (Kezar & Eckel, 2002:435), which need comprehensive change. They (Kezar & 

Eckel, 2002) further indicate that existing change literature regarding universities offers 

approaches that are either too general or individualistic to be valuable for universities to 

implement and consequently, universities utilise models from business (Patterson, 2001). 

However, Alexander (2000:428) stresses that those quantifiable goals that universities 

promote and advance to meet the expectations of external stakeholders (e.g. 

governments, sponsors and other funding agents) around “institutional efficiency, 

consumer satisfaction, job placement, and value for resources” do not essentially 

synchronise or identify with the principles or requirements of internal stakeholders. A 

number of the most revered goals of education are not easily measureable or quantifiable 

(Mintzberg, 1994), which makes it imperative to explore the purposes that underpin the 
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goals and the systems that affirm or disaffirm the values inherent in the goals of 

stakeholders when a change or shift is required. However, this is easier said than done. 

Nunan, Rigmor and McCausland (2000) argue that the powers or authorities that are 

influencing and controlling universities are redesigning and creating a paradigm shift or a 

new standard and model. This is changing the work and activities of lecturers and 

students. Rhoades (2000), who agrees with this view, contends that these new models 

(paradigm shifts) influence and transform universities to become more executive and to 

progressively emphasise liability to be more market orientated and to highlight profit-

making. This is also remodelling lecturers’ teaching and research activities. Clearly, this 

implies that the business of university undergraduate teaching and learning is threatened 

or besieged by the expectations placed on lecturers as a result of these modifications and 

paradigm shifts in the university environment. From my own experience of working in a 

university setting (first as a lecturer and currently as an academic development 

practitioner) for the past 11 years, I concur with Doring (2002) when he asserts that 

lecturers are in danger of becoming victims or objects of change instead of agents or 

subjects of change for university students. This means that lecturers, who are the link 

between the universities’ social functions and the students through the experiences of 

classroom learning, are pulled in opposite or different directions as corporate and public 

or civil responsibilities compete for their attention. Rhoades (2000) posits that in this 

process, public or civil responsibilities are left behind as public or civic engagement is not 

incorporated into lecturers’ development, the university reward systems around tenure 

and promotion, salary gains or status (Checkoway, 2001).  

The current reward system favours research, competitive research grants, and refereed 

publication, which is more readily measurable and prestigious, over teaching in 

undergraduate university programmes or courses (Fairweather, 2002). The procedure for 

determining profounder underlying reasons for university education (Shor & Freire, 1987) 

entails the time to learn about, look at, discuss, struggle with, try out, construct and 

reconstruct new ways of thinking and teaching (Darling-Hammond, 1990; Jennings & 

Peloso, 2010). In other words, exploring the purposes of university education includes 
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moving away from unreflective dependency on rational models to those that determine 

relationships and fundamental values. However, to Johnson, Johnson and Smith (2014), 

not much has changed in pedagogical practices. They declare that a Middle Ages farmer 

situated on a modern farm will only be able to identify livestock, while a 13th Century 

physician will likely collapse from shock in a modern operating room. They continue to 

stress that while Galileo would be baffled by a trip to NASA’s Johnson Space Center, and 

Columbus would tremble with shock in a nuclear submarine, a 15th Century lecturer 

would “feel right at home in any classroom” (Johnson et al., 2014:2). In other words, these 

authors argue that while agriculture, medicine, science, transportation, manufacturing 

and communication have all changed and improved, teaching has not relatively changed.  

The same beliefs persist in higher education that teaching is narrating or telling, learning 

is absorbing what the lecturer teaches, and knowledge is limited to subject matter content. 

Jennings and Peloso’s (2010) findings seem to confirm this. They (Jennings & Peloso, 

2010) have found that graduate students repeatedly comment on the discrepancy 

between theory and practice. They are not able to realise the relationships between 

theory and practice when they encounter the demands of their everyday practice with 

students in the classroom. To these graduate students, the discussions about Dewey, 

Freire, Vygotsky, and developmentally appropriate practice they learned at university 

seem to be of little practical use in their routine classroom activities like getting students 

under control and preparing students for the rigor of standardised examinations. 

Moreover, these graduate students comment that university lecturers appear detached 

from the school system because they talk only about theory without providing practical 

strategies for implementation or practice. They (Jennings & Peloso, 2010) maintain that 

praxis is fundamental to the regeneration of higher education, as it will enable lecturers 

to demonstrate or connect theory and practice in their lectures/lessons. Poklington and 

Tupper (2002) advocate for reflection on the assumptions underlying the professed need 

to concentrate on how universities can best “[prepare] students for their role in the modem 

economy” (2002:162). Poklington and Tupper (2002:162) further assert that while job 

preparation is one of the tasks of university, they are resolute that the notion that it is the 

main task of the university is fallacious. Downey (2003) agrees as he declares that 
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although students require the knowledge and skills needed for work and the development 

of their professions, they also need to acquire or develop self-respect and social integrity 

in the same way that they need to build their financial autonomy and professional growth. 

Halupa (2017) affirms this as she upholds that one of the obstacles to implementing 

transformative learning in higher education is the fact that students complain that 

transformative assessments strategies will prevent them from obtaining better grades. 

Halupa (2017) goes further to note that university students are more interested in grades 

than true learning because they believe better grades will get them jobs. However, Halupa 

emphasises that students’ true learning of the required knowledge in their disciplines will 

not only get them jobs, but also will assist them to keep their jobs, progress and succeed 

in life (see Section 3.3.3). This means that giving preference to what is more readily 

quantifiable or assessable and admired is not surprising when one considers the 

competition among universities for ranking, funding, academics and students. However, 

competitive, economic strategies do not have the potential to maintain the mandates for 

quality teaching, which involves active, collaborative teaching and learning (Fairweather, 

2002).  

The ongoing discussion implies that there is dramatic change in universities as far as the 

purpose of higher education is concerned. The dichotomy between universities on the 

one hand, and industry and civil society on the other hand is a blur as collaboration and 

partnerships between universities and the corporate world and other funding agencies 

have increased dramatically. As mentioned earlier, reduced government funding has 

pressured higher education institutions to be executive and market-orientated to the 

detriment of pedagogical transformation. The emphasis on accountability and liability, 

including both lecturers and students’ resistance to change from lecture-based 

instructional delivery (informational learning) to innovative and effective delivery 

strategies (transformative learning) has caused little change in pedagogical practices in 

universities (see Section 3.3.3). 
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2.3 DEVELOPMENT IN EARLY ADULTHOOD 

Students who enter university straight from high school are at a stage of development 

where they define their personal values by questioning and exploring the values acquired 

from their parents and other former authorities (Feldman & Newcombe, 1969; Thompson, 

2013). Perry (1970) refers to this as changing from an authority-bound type of knowing 

based on external facts and values by means of reflection, questioning, and exploring 

toward knowledgeable commitment to issues. Belenky, Clinchy, Goldberger and Tarule 

(1986) express this as shifting from received knowing through subjective and procedural 

knowing to connected knowing. A study (Hardy, Francis, Zamboanga, Kim, Anderson & 

Forthun, 2013) of 9,500 students at 31 universities showed that not all identity 

commitments are favourable for healthy functioning in the same way. This means that 

moral identity development is closely linked to flourishing or prosperity. According to Blasi 

(2013), moral identity is understood as the motivating component for moral behaviour that 

assists in clarifying whether the young adult follows through to do what he or she knows 

is the right thing to do. Young adults become motivated largely by internal factors as they 

start to understand themselves as individuals with agency and social responsibility in the 

social community, and realise that the social community is complex and try to develop 

consistency and reliability in the ways in which they react to the demands of social life 

(Krettenauer, Murua & Jia, 2016).  

Parks (2000, 2011) uses the work of developmental psychology as the basis to deliberate 

on early adulthood. She defines early adulthood, which she refers to as emerging 

adulthood, as age 17 to 30 that consists of a unique and distinguishing way of meaning-

making, which involves three steps or activities. These are: developing critical awareness 

of how one understands reality, continuing dialogue in a self-conscious manner toward 

truth, and developing the ability to act in just and satisfying ways. In the process, there is 

a shift from just “being a life” to “realizing one has a life” (Parks, 2000:9). Davis (1993) 

points out that the need to consider the developmental phase of students is significant 

since lecturers tend to assume that undergraduate students who have entered university 

straight from high school have abilities and development that are stable, like adult 
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learners, which creates frustration for both learners and lecturers. This frustration, 

according to Entwistle (1984), frequently causes lecturers to blame students for their lack 

of ability or motivation. Davis (1993) seems to support this view and emphasises that 

lecturers who desire to move beyond vocational training or memorisation of information 

in pursuit of learning for personal and social transformation need to provide students with 

both the challenge and the support to develop. However, while it is acknowledged that, 

there are challenges in becoming a responsive adult in a constantly changing 

technologically complex world (Kegan, 1994); there is not much research on early 

adulthood (Parks, 2000, 2011).  

It is indicated (Feldman & Newcombe, 1969; Parks, 2000, 2011; Perry, 1970) that 

developing self-awareness, reexamination and the reformulation of previously learned 

values and assumptions are key aspects of the university experience for undergraduate 

students. Freire (1981) and Mezirow (2000) explore challenging presuppositions and 

being the subject, instead of the object, of learning in their theories developed for adult 

learning. Kegan also explores these notions in addressing the developmental potential in 

early adulthood. Expanding Piaget’s (1976) concept of “de-centration” and “re-

equilibration,” some researchers (Kegan, 1982; Kegan 1994; Kegan 2000; Kegan & 

Lahey, 2001; Souvaine, Lahey & Kegan, 1990, Kegan, 2009) go beyond Piaget’s stages, 

which describe development from birth through adolescence, to early and late adult 

intrapersonal, interpersonal and cognitive development. When the principles or values 

that guide decision-making no longer seem adequate or appropriate for understanding 

oneself and for acting in the environment, they are “de-centered” and shifted from being 

the “subject” (principle of organising) to the “object” (which is organised). A new 

equilibrium is attained with the old structure (now object) organised under the new 

philosophy or principle of organisation (subject) (Kegan, 1994). At higher levels of 

consciousness, this developmental process enables individuals to become consciously 

aware of and critically reflect on their own thinking and feeling (Souvaine et al., 1990). 

In the fourth order of Kegan’s five-order model, which is of particular importance to this 

study, there is “...a move away from defining the self in terms of the perceived 



 
 
 
 

28 
 

expectations of valued others toward a more internally derived sense of purpose or 

direction” (Souvaine et al., 1990:234). This order of consciousness may take place in 

early adulthood (late adolescence) or adulthood. The fourth order of development is the 

period when the young adult changes from the stage where he identifies himself by 

indiscriminatingly accepting/adopting the standards and beliefs of people around him (like 

family, community and culture) to develop an inner or self-will. In this study, it is to be 

noted that the pronoun ‘he/him’ (that is, the masculine gender) is used to represent both 

the male and female gender (see Section 2.10.2). This enables him to choose his own 

standards and beliefs based on his own belief system, which is a change from general to 

individual knowledge (Kegan, 2000). 

The change referred to is not evolutionary change that happens to make an existing 

system work more efficiently; rather, it is a revolutionary change that tests or assesses 

and shakes or threatens core foundations through the construction or reconstruction of 

meaning (Taylor, Marienau, & Fiddler, 2000). The key point is the emphasis on 

transformational (epistemological) rather than informational (quantity of knowledge or 

behavioral repertoire) change; individuals are asked to “risk loyalties at the very 

foundations of their lives” (Kegan, 2000:67). Kegan further states that to assist in the 

development of exploring assumptions and constructing meaning, university education 

has the capacity to be transformational instead of being only informational. After reviewing 

13 dissertations with prominently educated participants, Kegan (1994) highlights that only 

one-third to one-half of adults seems to reach the fourth order of consciousness within 

which it is possible to start this level of self-exploration or self-reflection. Kegan (1994) 

emphasises that very few undergraduate students who have entered university straight 

from high school, 17-21 years, have completely formed or constructed this fourth order. 

According to Kegan (1994), although the third order of consciousness allows a person to 

be socialised into a community, it does not have the ability to reflect critically on what it is 

being socialised into. In other words, the third order of consciousness only responds to 

socialisation without feeling responsible for it. This means that for undergraduate students 

at the third order of consciousness, ideas or relationships with others are key in 
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delineating who they are. They do not have the experience of reflecting on their own 

assumptions as these assumptions form the basis of the background of their identity.  

To challenge such powerful assumptions that guide daily interactions means going 

against loyalties to key individuals, groups or ideals that are fundamental to students’ 

understanding of themselves. In this kind of socialisation, it is essential that the process 

of transformation begins at the students’ level of development and creates concrete 

connections between their current abilities and understandings to broader self-awareness 

and social action (Freire, 1981; Kegan, 1994). Marton and Booth (1997) posit that for 

students at this level of development, transformation comprises a qualitative change in 

relationship instead of the process of adding more information about a world that is 

external to the student. In other words, this is not a banking model (Freire, 1981), rather, 

a process of epistemological transformation (Kegan, 1994), which according to Taylor 

and others, “Engender[s] changes and growth not only in the intellectual realm, but also 

in feelings, behaviors, and perceptions” (Taylor et al., 2000:23). To begin at students’ 

level of development implies that students’ perspectives need to be considered. Marton 

and Booth (1997) further stress that instead of addressing only what needs to be taught, 

lecturers need to consider how learning occurs from students’ perspectives and 

experiences of the learning situation and their world. 

2.4 TEACHING AND LEARNING APPROACHES: LECTURERS  

The experiences of teachers and students are not separated from each other, rather, they 

are founded in relation to each other in the world of teaching and learning where they are 

both engaged (Prosser & Trigwell, 1999). Teachers’ ways of teaching correspond with 

their concepts of teaching (Kagan, 1992; Haydon, Schmidt, Buncher & Carnahan, 2019). 

Some research (Ahmed, 2019; Kember & Kwan, 2000; Samuelowicz & Bain, 1992; 2001; 

Ursin & Paloniemi, 2019) reveals that lecturers’ concepts of teaching vary from teaching 

as transmitting knowledge to teaching as facilitating understanding and conceptual 

transformation. For example, lecturers who perceive teaching as telling or transmitting 

knowledge are likely to apply a teacher-centered, transmission way of teaching whereby 

students are regarded as passive recipients and learning outcomes are listed in 
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quantitative terms without any regard for students’ understanding of knowledge. Similarly, 

university teachers who see teaching as interactive are likely to apply a student-centered 

method of teaching in which students actively learn and engage in a conceptual change 

process. While there is some evidence of change from teacher-centered to student-

centered ideas of teaching (Samuelowicz & Bain, 2001; Trigwell & Prosser, 1996; Ursin 

& Paloniemi, 2019), Kember’s (1997; Kember & Leung, 2011; Mimirinis, 2019) studies 

reveal that a considerable amount of hard work is still needed to achieve change in 

fundamental concepts of teaching. Gibbs and Coffey (2004) and Ödalen, Brommesson, 

Erlingsson, Schaffer and Fogelgren (2019) contend that the aim of training lecturers in 

universities should be to change their ways or techniques of teaching to student-centered 

strategies; change which leads to persistent effects on learning processes and outcomes. 

An analysis of approximately 50 research studies done by Kane, Sandretto and Heath 

(2002) about lecturers’ concept of teaching indicated that there is insufficient evidence for 

a correlation between espoused concepts and actual teaching practices. Olafson and 

Schraw (2006), who found discrepancies between teaching concepts and the strategies 

espoused by lecturers and their actual teaching practices, confirmed this. However, it is 

worth noting that numerous other aspects besides the discipline and lecturers’ concept of 

teaching influence teaching methods, for example, factors such as lecturers’ perceptions 

of the teaching environment (Kálmán, Tynjälä & Skaniakos, 2019; Lindblom-Ylanne, 

Trigwell, Nevgi & Ashwin, 2006; Samuelowicz & Bain, 1992; Ursin & Paloniemi, 2019), 

level or years of teaching experience (Prosser, Ramsden, Trigwell & Martin, 2003), styles 

of thinking (Zhang & Sternberg, 2002), or personality characteristics (McKeachie, 1997).  

2.5 TEACHING AND LEARNING APPROACHES: STUDENTS  

Students’ approaches to learning have been classified into two qualitatively different 

categories, namely, deep and surface approaches (Biggs, 1979, 1987; Entwistle & 

Ramsden, 1983; Marton & Saljo, 1976, 1997) according to students’ perceptions of their 

learning environments. Students who adopt deep approaches to learning not only strive 

to seek meanings and an understanding of concepts, but also have intrinsic motivation 

and interest, and the hope of enjoyment when satisfying their curiosity. However, students 
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who adopt a surface approach perceive learning as an external obligation. They are 

pragmatically moved to learn in order to meet the minimum requirements. They do not 

only study without reflecting on its objective and application, but also memorise facts or 

information for assessment purposes rather than for understanding. A strategic way of 

learning that has been documented relates more to students’ self-regulatory skills like 

organisation, effort, time management skills and concentration (Entwistle & McCune, 

2004; Entwistle, McCune & Walker, 2001; Entwistle & Peterson, 2004). 

Approaches to learning are correlated to students’ concepts of their learning 

environments. Numerous studies (Entwistle & Peterson, 2004; Entwistle, Tait & McCune, 

2000; Handelsman, Ebert-May, Beichner, Bruns, Chang, DeHaan, Gentile, Lauffer, 

Stewart, Tilghman & Wood, 2004; Prosser & Trigwell, 1999; Richardson, 2005; Sadlo & 

Richardson, 2003; Trigwell & Prosser, 1991) provide strong evidence that deep 

approaches to learning are positively linked to learning environments that stimulate 

understanding and encourage active student engagement. In such active learning 

environments, students are likely to recognise and identify a high quality of teaching and 

realise that where there is a choice on what is to be learned, clear goals and standards 

of learning are also present. Therefore, a deep approach to learning is encouraged by 

student-centred teaching approaches that stimulate active learning. This leads to 

increased student engagement with ideas and enjoyment of the intellectual challenge. 

The different disciplines have their shared theories, methods, concepts and techniques; 

and these disciplinary variations lead to differences in approaches to learning and 

teaching (Neumann, Parry & Becher, 2002; Smith & Miller, 2005). Research (Kember, 

Leung & McNaught, 2008; Lindblom-Ylanne, Trigwell, Nevgi & Ashwin, 2006; Lueddeke, 

2003) further indicates that lecturers who teach in the ‘hard sciences’ like Physical 

Science, medicine or engineering, are likely to implement an information transmission, 

teacher-focused approach to teaching. Lecturers from ‘soft’ disciplines like the humanities 

and social sciences are inclined to adopt a conceptual change, student-focused teaching 

approach. Additionally, Tsai (2007) posits that in the larger community of science 

lecturers or educators, lecturers who adopt constructivist epistemologies are more likely 
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to promote the creation of a student-centered learning environment by concentrating on 

student understanding and the application of concepts, and promoting active learning. 

Alternatively, positivist-orientated lecturers tend to assign more time to teacher-centered 

lectures. This is in accordance with the findings of Parpala, Lindblom‐Ylänne, 

Komulainen, Litmanen and Hirsto (2010) and Virtanen and Lindblom-Ylänne (2010), 

which demonstrate that students who study in the ‘hard sciences’ obtain higher scores 

from a surface approach to learning than students who study in the ‘soft’ disciplines. 

These authors thus emphasise the importance of lecturers’ roles in facilitating learning. 

These research-based deliberations may be considered as intrinsic barriers to applying 

student-centered teaching and deep learning in the sciences. This means that lecturers 

who teach in the ‘hard sciences’ need to deliberately apply active learning strategies to 

encourage and support students to adopt deep learning approaches in their study. 

2.6 ENGAGING STUDENTS IN ACTIVE LEARNING  

Angelo and Cross (1993) maintain that learning can occur without teaching, but teaching 

cannot take place without learning. For them, teaching that occurs without learning is just 

talking. Barkley (2010) points out that the coalescing thread between teaching and 

learning is student engagement. Pascarella and Terenzini (1991), who became the first 

to pair learning with student engagement, contend that the more the students engage 

with academic effort, the more their levels of knowledge acquisition and general cognitive 

development will rise. Barkley (2010:6) also asserts that student engagement is the 

product and not the sum of student motivation and active learning. She further 

emphasises that “engagement may be … described as a double helix in which active 

learning and motivation are spirals working together synergistically, building in intensity, 

and creating a fluid and dynamic phenomenon that is greater than the sum of their 

individual effects” (Barkley, 2010:7). This means that engaged learning is an active 

process that leads to change and from this perspective, can be equated with 

transformative learning. Cranton (2006), who concurs with this view, refers to 

transformative learning as: “A process by which previously uncritically assimilated 

assumptions, beliefs, values, and perspectives are questioned and thereby become more 
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open, permeable, and better justified” (Cranton, 2006:vi). Further, Kucukaydin and 

Cranton (2013) highlight that transformative learning is an extra-rational, postmodern 

epistemology wherein students can review one another’s perspectives and knowledge 

without bias and effectively communicate differences. They recognise that knowledge is 

idiosyncratic or subjective and therefore truth is pursued through the reflection on the 

individual’s own knowledge. However, the individual’s knowledge should be exposed to 

interrogation (Kucukaydin & Cranton, 2013).    

According to Barkley, “Active learning means that the mind is actively engaged” 

(2010:17). In other words, active learning can be regarded as active, self-motivated 

involvement in the learning process when students persistently reflect on and monitor 

both the processes and the results of their learning. This definition of active learning, 

which includes students making links and associating newly learned ideas with their 

existing knowledge and experiences, is significant to student engagement. Active learning 

is also defined as anything that involves students actively participating in the activities in 

which they engage and interact, justify, explain and give reasons for what they do 

(Bonwell & Eison, 1991; Bitetti, 2019). As compared to the lecture-based delivery mode 

where students only listen and take notes, students play various roles in active learning. 

For example, students engage in activities and participate in higher-order thinking 

processes such as analysis, synthesis and evaluation while developing skills and 

exploring their own attitudes and values (Bonwell & Eison, 1991; Bitetti, 2019). Fink 

(2003) broadens the previous definition of active learning by acknowledging that active 

learning can be divided into two components: experiences and reflection, where 

experiences, or “doing things”, can also be divided into doing and observing, as illustrated 

in Figure 2.1 below. 
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Active learning generally describes teaching approaches that involve students working 

individually or in groups on activities related to course aims. It involves learning activities 

that engage students in interacting with one another and the lecturer while learning and 

relating to course material, such as answering questions, solving problems, brainstorming 

and generally doing anything except observing a lecture. According to Johnson, Johnson, 

and Smith (2014), teaching for active learning is designed based on the principles of: 1) 

Students actively constructing their knowledge, 2) Knowledge is discovered, transformed, 

and extended by students, 3) Learning is a social enterprise in which students interact 

with the facilitator and peers, 4) The lecturer’s effort is aimed at developing and promoting 

students’ skills and competencies. Active learning requires lecturers to shift their 

pedagogical framework from a deductive to inductive way of teaching when students are 

provided with problems or case studies to solve that will enable them to learn the relevant 

principles or theories (Prince & Felder, 2007). Additionally, interactive learning 

approaches, which involve comprehensively active collaboration and group effort among 

Figure 2.1: Passive and active learning (adopted from Dee Fink, 2003) 
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students and between students and their facilitators, are related to student-centered 

teaching. Alternatively, teacher-centered teaching causes students to become passive 

listeners and observers of a passive approach to teaching like a traditional lecture (Prince, 

2004). Moreover, Coffey and Gibbs (2002) also emphasise that lecturers who adopt 

student-centered approaches tend to use a more diverse repertoire of teaching methods 

than lecturers who follow a teacher-centered approach. Furthermore, Handelsman, 

Ebert-May, Beichner, Bruns, Chang, DeHaan, Gentile, Lauffer, Stewart, Tilghman and 

Wood (2004) contend that scholarly teaching in the sciences or scientific teaching also 

consists of active learning strategies, which have been methodically tested in science 

education research and validated in terms of their effectiveness in promoting the 

engagement of diverse students (Handelsman, Miller & Pfund, 2007). 

While there is potential for their development, undergraduate students also face the 

challenge of engagement in the learning process. It is noted (Donald, 1997; Kumar, 2019; 

Hu & Kuh, 2001) that although there is potential for development as individuals and 

citizens, university students do not actively engage in the undergraduate learning 

process. Concerns about student engagement in universities seem to be mounting as 

Higher Education Institutions (HEIs) encounter new challenges such as student retention 

problems, increased calls for accountability, and growing concern from university 

teachers about what they perceive as reduced student inquisitiveness and motivation in 

classes. Another concern is reduced student ability in individual disciplines and in general 

literacy and numeracy (Donald 1997; Kumar, 2019; Gray & Dirkx, 2000; Hu & Kuh, 2001). 

In a National Survey of Student Engagement, Hu and Kuh (2001) analysed the self-report 

information of more than 50,000 students from 123 institutions that participated in their 

study. They and two others (Donald, 1997; Rolfe, 2002) indicate that many students have 

disengaged from the learning process. Hu and Kuh (2001) found that 18% of the over 

50,000 full-time students who completed a survey between 1990 and 1997 were 

categorised as “disengaged,” 77% were categorised “typical,” and 5% were categorised 

“engaged” according to the quantity and quality of academic effort. Categorisation was 

based on a composite score of 14-activity scale, which used 138 items and the estimates 

of time spent on reading, writing, and studying. Astin (1998) and Kwak, Gabriela and 
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Ramirez (2019) note that there is a tendency among students in their senior year of high 

school to spend less time on their homework. They also consider university education as 

a mere source of achieving the credentials needed for work. Rolfe (2002) contends that 

the magnitude of the problem has been the focal point within universities instead of the 

experience of students. According to Rolfe (2002), the lack of focus on or attention given 

by universities to the experience of students is the result of the lesser amount of effort 

that students put into their work/studies at university. This means that the approaches to 

teaching that lecturers apply in their university classrooms do not encourage students to 

adopt deep approaches to learning or actively involve students in the learning process. 

Rather than focusing on student experience and the way to solve these problems, 

universities concentrate on the problems themselves. I argue that the use of 

transformative learning has the potential to allow/enable students to actively engage and 

participate in their learning activities and therefore spend more time on their work/studies. 

Smith, Butler-Kisber, LaRoque, Portelli, Shields, Sturge Sparks and Vibert (1998) indicate 

that considering the learning process that happens for students instead of the process 

that is initiated by lecturers or perceived from the lecturers’ perspective is fundamental in 

understanding the process of student engagement and disengagement. Marton and 

Booth (1997) posit from their research in higher education that there is a tendency to 

focus on content (the ‘what’ of learning) and that there is a need to place more emphasis 

on how students learn (skills used and the process of learning). Since a lecturer-based 

instead of a student-based perspective is more established and widespread in the 

university environment, as well as the existence of an emphasis on a “semantic view of 

knowledge” (Marton & Booth, 1997:174), students at university are at risk of becoming 

objects of de-contextualised knowledge instead of subjects who are able to read ‘the 

word’ and ‘the world’ (Freire, 1981). Furthermore, Shor and Freire (1987) assert that the 

dichotomy between the ‘word-world’ and the ‘real-world’ could result in a scholarly 

theoretical curriculum or a dehumanised vocational program where the analysis of 

concepts is not related to the actual world, which could facilitate students’ understanding 

of concepts. This leads to students’ nonparticipation in learning or their aggressive 

disruption in reaction to the education that disempowers them. It is imperative that 
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learning connects with the lived experiences and concerns that students bring to the 

learning environment and offers an expectation of or hope for change (Freire, 1981). 

Marton and Booth (1997) indicate that it seems that learning that has a lifelong impact on 

students is about real life or something that can be practised and related to in the real 

world. The difficulty/challenge is that while education is socially applied as real life 

(teachers and students interact physically inside a physical four-wall classroom or virtual 

classroom), the content of education is implemented or rehearsed as being about the 

actual, tangible world, namely, the cultural, social, physical world in which students live. 

Engagement in learning needs to move from attending class or memorisation to a change 

as a person (Beaty, Dall’Alba, & Marton, 1989) or a change in a person’s worldview or 

relationship (Marton & Booth, 1997). This is an in-depth process of engagement where 

students’ personal perspectives and assumptions are considered, which is required or 

needed. Furthermore, considering assumptions may offer a connection between student 

engagement and student empowerment in undergraduate education, as espoused by 

Freire (Cross, 1998; Escobar et al., 1994; Earl, 2018; Hooks, 1994; Shor & Freire 1987). 

This means that undergraduate education at this seemingly major developmental stage 

requires more well-versed consideration of the way in which undergraduate students 

participate in development as responsive and accountable adult learners. It is contended 

that the process of transformation is required to commence at students’ level of 

development (Freire, 1981) and whey begin to form solid bonds (Kegan, 1994) to link 

their existing capabilities and understanding to more improved self-awareness and 

societal achievement. By connecting development regarding an epistemological shift to 

meaning creation, constructive-developmental theories, like that of Kegan (e.g. Kegan, 

1982, 1994, 2000; Kegan & Lahey, 2001; Souvaine et al., 1990), “offer educators a way 

to think about teaching and learning” (Taylor et al., 2000:22). Two beliefs or philosophies 

that emphasise engagement in both the creation of meaning and learner development 

are Mezirow’s (2000) Learning Theory and Freire’s (1981) Emancipatory Pedagogy. 

Taylor et al. (2000) maintain that both theories assume that learning involves the process 

of unravelling conflicts or inconsistencies in a dialectical manner and thus promoting the 

awareness of different interpretations and diverse viewpoints, which itself is another form 
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of learning that involves adopting multidimensional approaches to examine oneself and 

one’s circumstances. This has the potential to inspire people to be more resilient and feel 

accountable to the world in which they live. According to these authors (ibid), discourse 

is required in order to acknowledge alternative viewpoints, and such reformed viewpoints 

improve the lives of adults. 

Thomas (2001) indicates that both Mezirow’s Theory of Learning and Freire’s Pedagogy 

of Emancipation, which concern adult education, aim to support the growth and 

improvement of responsible adult attitudes and behaviour. According to Mezirow 

(2000:8), learning that is transformative shifts students away from uncritically assimilated 

“purposes, values, feelings, and meanings” to become “socially responsible, clear 

thinking decision makers.” Critical pedagogy, as championed by Freire and adopted in 

North America (hooks, 1994; Shor, 1980; Shor & Freire, 1987), regards education for 

egalitarianism and a critically learned populace as the response to the question of the 

purpose of engagement in learning. The methods that different students adopt when they 

help or serve “humanity through the development of their minds and commitment” (Cross, 

1998:33) differ according to their abilities, interests, skills and available resources. Cross 

(1998) further notes that this, however, does not repudiate the necessity to explore 

whether learning tasks and interactions “support social continuity or foster social change 

and improvement” (Cross, 1998:45). Although Freire (1981) acknowledges the distinction 

between social action and education, undergraduate university education can be 

regarded as a learning environment that has the potential to assist students to develop 

critical self-reflection, which will enable them to generate opinions and beliefs that will 

fully prepare them for a career and a continuous personal growth and improvement. This 

will, in turn, empower students to undertake social action in their personal lives and 

careers. This means that an in-depth exploration of students’ growth, development and 

transformation in their undergraduate education could provide a way to understand 

Escobar, Fernandez and Guevara’s (1994) contention that universities should embrace 

practices that will support them to reinvent power in higher education. 
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2.7 MEZIROW’S TRANSFORMATIVE LEARNING THEORY  

In his introduction to the concept of transformative learning, Mezirow (1978) advocated 

for the recognition of a critical dimension of learning in adulthood, which makes it possible 

for adults to recognise and reassess the structure of assumptions and expectations that 

outline the way in which human beings think, feel and act. These structures of meaning 

constitute a ‘meaning perspective’. This term, according to Mezirow (1981:6), “refers to 

the structure of psycho-cultural assumptions within which new experience is assimilated 

and transformed by one’s past experience”. Mezirow’s theory has started research on 

transformative learning as many doctoral theses have been produced on this topic and 

an internationally peer-reviewed journal; International Journal of Transformative Learning 

has been published. Clark (1993:49) declares that it is “the most extensive theoretical 

conceptualization of transformational learning,” while Merriam and Cafferella (1999: 319) 

contend that “[a]lthough others have expanded components of the theory, focused on the 

process, or considered applications to practice, Mezirow has evolved a fully developed 

theory of transformative learning.” It has grown to be the main reference point in adult 

education and has created discussion and empirical research (Merriam, 1993; Taylor, 

2000). Mezirow (2000) explains that Transformative Theory emphasises the way in which 

adults learn to discourse, examine and enact their own resolutions, beliefs, dispositions 

and meanings instead of merely accepting those that are taken for granted without any 

interrogation. This provides adults with improved and broader perspectives to manage 

their lives as socially accountable, clear-thinking decision makers.  

This study focuses on the learning process of evaluating our own assumptions, 

negotiating and acting on assumptions that we critically develop, rather than uncritically 

assimilated ones. Mezirow’s (1975) work with women returning to college and the 

discussion that it has engendered can serve as a reference point for further research and 

development for use in the university environment. While other researchers have 

produced variations on it, Mezirow maintains that the following ten phases often occur. 

These are: a disorienting dilemma; self-examination involving feelings of anger, guilt, fear 

or shame; a critical assessment of assumptions; and recognition that one’s distress and 
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the transformation process are common. Others are the exploration of options for new 

roles, relationships and action; planning a course of action; acquiring knowledge and skills 

for implementing plans; and trying out new roles in a provisional manner. The final phases 

are gaining confidence and competence in the new roles and relationships and re-

integration into one’s life in keeping with one’s new perspective (Mezirow, 2000). 

Mezirow’s theory emphasises transformational (epistemological) change rather than 

informational (quantity of knowledge in one’s repertoire) change (Kegan, 2000). Other 

researchers have also explicated similar phases of the transformation process, for 

instance, the trigger event, exploration, appraisal, developing alternative perspectives, 

and the integration of Brookfield’s (1987) study. Cranton (1992), in her earlier work on 

transformative learning, categorises the phases as curiosity, confusion, testing, 

withdrawal, exploration and reflection, turning to others, renewed interest and excitement, 

re-orientation, equilibrium, and finally, advocacy. Later, Cranton (2002) reworked this 

process into seven phases where she explicates that transformative learning occurs when 

a learner: i) Experiences an activating event, ii) Articulates his assumptions, iii) Begins 

critical self-reflection, iv) Is open to alternative viewpoints, v) Engages in discourse, vi) 

Revises his assumptions and perspectives, and then vii) Acts on those revisions. Gould 

(1990) classifies similar processes in his study in a therapeutic context, where he stresses 

the psychological work to be achieved rather than the perspectives to be changed. 

Cranton (1992) contends that the phases are not steps to be followed sequentially, but a 

process through which people are likely to pass, probably in a more spiral manner, while 

some parts may be covered simultaneously, on the journey of transformation. The 

process of transformation is personal and individualised wherein people in similar 

situations or circumstances may respond differently. Cranton (2006), in her later work, 

collapsed the last five phases of the transformation process into one phase of ‘discourse, 

dialogue, support’, this further illustrates how transformation is a very fluid process. 

The starting point of Mezirow’s Transformative Learning Theory is a disorienting dilemma, 

or an initiating or trigger event that initiates change. Cranton (1998) posits that it involves 

incongruity or incompatibility and unsuitableness when experiences are not in keeping 

with expectations, values or assumptions. The trigger event, according to Brookfield 
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(1987), stimulates or prompts feelings of inner discomfort and perplexity. This is in 

agreement with the original study on dissonance in the context of psychotherapy 

(Festinger, 1957). Safran and Greenberg (1991) stress that to engage in such dissonance 

is a significant step in facilitating meaningful change in behaviour and core self-concept. 

The response to the disorientating dilemma during the process of transformation includes 

three parts, namely, critical reflection on the assumptions concerned; discourse to 

validate the insight (beliefs, intentions, values, and feelings) created or produced during 

critical reflection; and enactment of the insight (Mezirow, 1997; 1998). This is not a mere 

process of talking or thinking about an issue but according to Mezirow (1997:197), it 

includes “the disposition and the emotional stamina to believe that one has the will and 

the way to reach his or her reflectively redefined goals.” Cognitive-behavioural 

psychotherapy also uses this kind of ‘experimental’ approach as exemplified in Beck’s 

(1975) classical work. The process that results in a qualitative change in worldview 

(Hobson & Welboume, 1998) is integrated into one’s daily thoughts and actions. This 

process is comparable to the spiral, cyclical process of action research (see Figure 2.4).  

Taylor (2000), who reviewed what has been written on transformative learning, states that 

there is a gap or divide between theory and research. Whereas published articles have 

concentrated on critiquing the theory, unpublished experimental studies, like doctoral 

theses, have considered different aspects of the theory. In the university environment, 

research on Mezirow’s theory have concentrated on older adult students, students at 

graduate level, or those in pre-service teaching courses (Brewer, 1998; Day, 1999; 

Herbers, 1998; Kaminsky, 1997) instead of undergraduate university students who have 

entered university straight from high school. Taylor (2000) contends that Mezirow’s theory 

by itself has not been sufficient to address the complexity of transformative learning. A 

considerable number of studies about Mezirow’s theory have centred on critical reflection 

and the influences of the initiation of the transformation process. Some interrelated issues 

raised about Mezirow’s model that have relevance for this study, which are discussed in 

the following sections, are: individual versus social change, lack of attention to power 

relations, a decontextualised view of learning, lack of attention to emotion, and focusing 
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on the “endpoint of development” (Belenky & Stanton, 2000:72). These are elaborated on 

in the following sections. 

2.7.1 Individual and social learning for change    

Collard and Law (1989:105) mention that because Mezirow worked within a historical 

period that was characterised by the “a-theoretical character of North American adult 

education research,” Mezirow used various viewpoints to develop his Theory of 

Transformative Learning, including features of Habermas’ liberatory framework. Taylor 

(1998) regards Mezirow’s use of Habermas’ framework as problematic since Mezirow has 

not explicitly clarified the role of individual change in producing social change. Clark 

(1993) alludes to this gap between individual and social change by contrasting Mezirow 

and Freire’s goals when he comments that personal development forms the focus of 

Mezirow’s understanding of transformation, while Freire sees social change as the 

ultimate goal of transformational learning. Cranton (1994) indicates that some of 

Mezirow’s earlier research in 1975 denotes personal transformation process, while 

Collard and Law (1989) note that Mezirow’s 10 phases of transformative learning could 

suggest an isolated activity that need not include substantial social interaction or 

consideration of social context or social change in the process of reflection.  

There has been less emphasis on Habermas’ liberatory lens in the further development 

of Mezirow’s theory, although more emphasis has been placed on the role of social 

change. Despite the critique of Mezirow’s theory for not more fully integrating action into 

the theory, Mezirow (1997:60) refers to action as one of the three phases of 

transformative learning: “critical reflection on one’s assumptions, discourse to validate the 

critically reflective insight, and action.” In his response to Collard and Law’s (1989) critique 

on the lack of social action in his theory, Mezirow (1994) asserts that although social 

action is an essential objective of adult education, it is not the only one. Moreover, he 

emphasises that it would be indoctrination for a teacher to direct students toward 

particular political action; students need to decide on social action for themselves. Freire 

advocates a similar view when he contends that “...one must never attempt to (deceivingly 

or not) impose one’s choices on [learners]” (Freire, 1999:86). Hart (1990) acknowledges 
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that the role that educators play and the forms of feasible or appropriate action they take 

differ with social, historical, and institutional circumstances. For Hart, Mezirow’s 

standpoint creates a false dichotomy between indoctrination and an individual educator’s 

intention to stimulate a particular political action. Hart claims that by doing so, Mezirow 

breaks or separates the tension between individual and social interaction in which 

education exists (1990). Tennant (1993) opposes Hart’s (1990) claim that Mezirow’s 

theory should be openly political. Tennant (1993) explicates that Mezirow’s emphasis is 

placed at the intersection of personal and social change. Mezirow is concerned with the 

individual’s inherent ability to initiate social change, specifically, his capability to create 

fallacious ideologies that misrepresent or inhibit the way in which we comprehend our 

experience (Tennant, 1993).  

In learning environments like universities, where students often probe tenets linked to 

individual and social issues, the intersection may be comparable to Freire’s (1998) notion 

of praxis, which includes reflection and social action, theory and practice. Newman (1994) 

declares that while drastic civil action is mandatory and inseparable from Freire’s praxis 

about collective oppression, it is an option and probably a separate phase for the adult 

learner in Mezirow’s Transformative Learning Theory. However, Mezirow remains 

resolute about the role of lecturers as he contends that they cannot act as attorneys, 

activists, or leaders in carrying out collective social transformation, although there are 

some concerned colleagues who may disagree with him (Mezirow, 1994). The issue of 

individual and social interaction, or the lack thereof, is one of the critiques against Mezirow 

that this study attempts to explore. While social change requires collective action, I agree 

with Mezirow that the educator cannot decide which action the leaner must take after 

being exposed to certain issues in a transformative learning classroom. This will mean 

that the learner is liberated from one ideology but will be bound by the lecturer’s ideology 

or perspective. 

2.7.2 The role of power in learning for transformation 

Hart (1990) critiques Mezirow for not directly integrating the issue of power into his theory, 

in order to be in keep with his use of Habermas’ work. While Cranton (1994) considers 
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awareness of power as a fundamental component of the theory, Hart (1990:127) 

maintains that Mezirow “does not place the issue of power and its relationships of 

dominance at the center.” This is in accordance with Hart (1990), who argues that “not 

only are individual as well as social dimensions of power intricately interrelated, they also 

enter the educational situation in forms of ideological values and beliefs, power-bound 

forms of interaction, and intrapsychic distortions affecting learners and educators alike” 

(136). This is in agreement with Brookfield (2000), who views critical reflection as 

comprising two facets of ideology critique, namely, considering power that influences “so 

many adult educational processes and interactions” and interrogating “assumptions and 

practices that seem to make our lives easier but that actually end up working against our 

own best long-term interests” (Brookfield, 2000:130-131). This means that the issue of 

power shifts from mere awareness to deeper levels to focus on active exploration where 

lecturers are required to comprehend the general and personal basis of the 

misrepresentations they are trying to rectify. This is not simply because they aspire to 

achieve success or the fact that they belong to the same social group as their students 

and are therefore drawn into the same arena of power as their students, but also the fact 

that hegemony exists in the educational setting itself (Hart, 1990). 

Scholars at an international conference (Imperial, Alhadeff-Jones, Kokkos, Andritsakou 

& Robbins, 2011) on transformative learning emphasised the significance of the need 

for greater insight into the pervasiveness of authority and control in transformative 

learning and adult education. A decade ago, a similar concern prompted Wiessner and 

Mezirow (2000) to state that it is essential for this relatively ignored aspect to be 

integrated more visibly into the Transformative Learning Theory.   

2.7.3 The role of context in learning for transformation  

Clark and Wilson (1991) concur with Taylor (1998), who critiqued Mezirow on the 

decontextualisation or lack of cultural context in favour of the over-emphasis of critical 

reflection in his transformational theory. Decontextualisation refers to a learning situation 

or curriculum that does not incorporate cultural context into instructional activities. Clark 

and Wilson (1991) highlight that it is the understanding and experience that individuals 
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bring with them into a dialogue that generate meaning and not the event itself. They 

further note that the limitations or inadequacies of scholars or the manner in which people 

know and behave in the world is determined by our knowledge of the world, which also 

mirrors the cultural and social practices of the societies in which we live. This means that 

reason does not exist in isolation from these cultural and social backgrounds because 

experience is derived from them. These evidences lead to the espousal of the 

interpretation or understanding of rationality as context-reliant, located in history and 

laden with meaning (Clark & Wilson, 1991). Tennant (1993), who opposes Clark and 

Wilson’s (1991) critique of decontextualisation, stresses that such an opinion does not 

consider Mezirow’s discussion of the individual in a dialectical relationship with society. 

To Tennant (1993), the entire concept of perspective transformation is founded on the 

idea or understanding that an individual who is credulous or biased becomes a victim of 

his own untested and conformed societal and ethnic standards, values, principles, 

semantic codes, amongst others.  

While Tennant (1993) acknowledges that on the one hand Mezirow emphasises the 

individual in the dialectic according to Clark and Wilson’s (1991) claim, on the other hand, 

he upholds that Mezirow promotes the analysis of both individual and social sides of the 

dialectic. Mezirow transfers the duty of social scrutiny onto the learner to permit the 

learner to ground or fix it permanently in his own knowledge and understanding, instead 

of being a decontextualised theory of society, which is produced by scholars for the sake 

of discourse. Newman (1994) contends that unlike other theorists and practitioners who 

endorse reflection, Mezirow has contextualised the process of reflection again. Through 

perspective transformation, the individual participates in reflection to analytically explore 

our culture in order to comprehend the manner in which we intermingle with our culture, 

and probe how that interrelationship influences and controls the way in which we think, 

feel and act (Newman, 1994). 

Although Mezirow (1991) concedes to cultural insensitivity in his original study, he asserts 

that “cultural context is literally embodied and gives meaning to the symbolic models and 

meaning perspectives central to my argument. Both are learned in a social context and 
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are, for the most part, uncritically assimilated” (Mezirow, 1991:190). In later publications, 

Mezirow (1997, 1998, 2000) has explicitly discussed the influence of biographical, 

historical and cultural context, and explains transformation as “reformulating reified 

structures of meaning by reconstructing dominant narratives" (Mezirow, 2000:19). While 

the critique that Mezirow’s theory provides a culturally decontextualised notion of learning 

may be centred or founded, to a fair extent, on the early formulation of his theory, it is 

indicated that individual and social aspects of transformative learning are not clearly 

integrated in Mezirow’s later work (Taylor, 1998). Although Mezirow (2000) acknowledges 

the individual and social dimensions and implications of transformative learning, he 

creates a dichotomy between individual and social context by referring to transformative 

learning as happening through objective reframing (critical reflection on other’s 

assumptions) or subjective reframing (critical reflection on our own assumptions). 

Brookfield (2000:130) is not in agreement with Mezirow’s separation between reflection 

on external cultural systems, such as educational or political systems, and reflection on 

our “private interpersonal domains”. The integration of emotion and cognition and the 

ubiquitous nature of ideologies within us make it almost impossible to reflect critically on 

individual and social values separately and on their own. Brookfield (2000:135) does not 

perceive separation as proper, suitable or applicable “because the norms, value 

judgments, and self-images we play within the process of making moral decisions are 

socially learned, anytime we critically examine these we are doing a kind of ideology 

critique.” The interaction of the individual with their context is more evidently or clearly 

provided in Brookfield’s description than in Mezirow’s. In a learning environment, such as 

the Human Anatomy class, both the context and the process of learning bring students 

together to interact and share their ideas or perspectives. This kind of interaction has the 

potential to prompt critical reflection among students. 

2.7.4  Emotion and cognition in learning for transformation 

The lack of explicit integration of emotion and cognition in Mezirow’s Theory of 

Transformation has also been critiqued. It is noted (Clark & Wilson, 1991; Taylor, 2000) 

that there appears to be an over-dependence on rationality to the neglect of affective 
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components in the social context and the way it is experienced by the individual learner. 

Research shows that emotion plays a central role in the process of transformation as it 

acts as a trigger, a hurdle to overcome before critical reflection can begin, or a facilitator 

of deeper reflection (Neuman, 1996; Taylor, 2000). While Mezirow (2000) refers more to 

emotion in the process of transformation in his later writings, Taylor (2000) is of the 

opinion that there appears to be no integration between emotion and cognition. According 

to Taylor (2000), Mezirow and many other studies regard affective learning and critical 

reflection separately, instead of focusing on the interrelationship between the two 

concepts in the transformative process. For instance, Neuman (1996) examined the 

relationship between affective learning and critical reflection in a leadership development 

program for nine adults that was meant to support transformative learning. He 

demonstrates how the processing of emotions provokes and facilitates critical reflection, 

leading to affective outcomes like feelings of empowerment, self-esteem and positive self-

regard, greater appreciation for differences, tolerance for ambiguity and feelings of 

courage, self-trust, and inner strength (Neuman, 1996:463). Although this concedes or 

recognises the importance of both cognitive and emotional aspects of transformation, the 

dialogue is about two separate but related processes. 

Scholars on transformative learning emphasise that Mezirow’s Theory of Transformation 

does not adequately address emotion and that further investigation is needed on this 

important aspect that connects individuals with context (Wiessner & Mezirow, 2000). It is 

worth noting that critiques about the lack of integration of emotion into learning theories 

are not unique to Mezirow’s theory. Boler (1997) maintains that although emotion may be 

the aim of education, yet, there are not many theories or discourse in philosophy and 

education about it. Hart (1990), who agrees with Boler, acknowledges that a historic 

elucidation and exposition is still needed in educational theory to provide a foundation of 

critique or learning theories for motivation and emotion in education. 

2.7.5 Endpoint focus in learning for transformation 

Another area of critique around Mezirow’s theory is endpoint focus. The focus on the 

“endpoint of development” is likely to cause lecturers not to be aware of students’ limited 
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ability to critique their own and others’ fundamental assumptions or may lead to their 

neglect of students’ lived experiences (Belenky & Stanton, 2000:72). Mezirow (2000) 

delineates the preconditions for the participation in discourse that leads to transformative 

learning as maturity, education, safety, health, economic security, and emotional 

intelligence. Students may not be able to fulfil these criteria in many learning conditions, 

and only few groups of students may have the ability to engage in transformative learning 

processes according to the preconditions stipulated by Mezirow. Similarly, because 

meaning is constructed, it is highly subjective, personal, and likely to change (Merriam & 

Cafferella, 1999:322). Concentrating on the endpoint instead of the starting point of 

transformative learning implies that the experience and perspectives that students carry 

into class and the changes in meaning-making that happen in the class would probably 

be underrated. This means that it is significant for lecturers to be knowledgeable about 

students’ experiences and capabilities in the process of an ongoing meaning construction 

instead of concentrating on the endpoint of development. Because Mezirow focuses on 

the endpoint, he does not provide details on the social learning components of 

interactions at the onset of his Transformation Theory about the disorientating dilemma. 

This denotes that transformative learning starts with the individual in supportive settings 

instead of a social interaction that may facilitate transformative learning.  

The exploration of social interactions and factors that may facilitate the beginning of 

reflection on self and social assumptions may provide better understanding of both the 

process and substance of transformative learning. Taylor’s (2000) review of research on 

transformative learning reveals that the most general research finding was an emphasis 

on the significance of relationships “contradicting the autonomous and formal nature of 

transformative learning as we presently understand it, and instead reveal [ing] a learning 

process that is much more dependent on the creation of support, trust, and friendship 

with others” (Taylor, 2000:308). The implication is that the social process and 

relationships between individual students and the learning context that facilitate and 

encourage the beginning of transformative learning have not yet been probed. Taylor 

(2000) further declares that little is presently identified or known about how relationships 

contribute to transformative learning since relationship elements “have been discovered 
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more as outcome of transformative learning, with little understanding of how they can be 

initiated safely in the classroom setting” (Taylor, 2000:308). Although Mezirow talks of 

endpoint focus, it is not likely that all the students in this study possess the ability to reach 

that point in the limited duration of the study. Further, transformation is not likely to occur 

for all the students at the same time in accordance with the preconditions described by 

Mezirow. The study attempts to address these concerns. 

2.8 FREIRE’S PEDAGOGY OF EMANCIPATION 

Paulo Freire’s studies (1971) on emancipatory education, like Mezirow’s Learning Theory 

(2000), have triggered extensive discussion over the past several decades. Freire’s 

studies augment the understanding of issues critical to university education and to some 

aspects of Mezirow’s theory. Freire initially came up with these concepts when he 

participated in a community-based adult literacy programme in Brazil about the question 

of class and uneven distribution of material resources (Escobar et al., 1994). By referring 

to oppression as “hinder[ing] pursuit of self-affirmation as a responsible person” (Freire, 

1981:40), Freire unlocks the possibility for reflection and the application of his concepts 

within various milieus and addresses issues other than class, as in his original work. 

Weiler (2001) refers to how inspirational Freire’s powerful writings have been for 

educators and social activists, while Hooks (1994) employed a Freirian view of pedagogy 

for emancipation within the framework of race and gender as she felt that his writings 

appealed to her in ways that feminist researchers at the time did not. Freire’s appeal to 

social activists is perhaps due to his persistence on the political nature of education as 

an effect of intellectual and emotional capabilities that make individuals “capable of 

remaking themselves as they remake the world” (Freire, 1999:85). He further contends 

that freedom brings with it the need to make choices, with the result that it is impossible 

to be neutral (Freire, 1999:86). Although Freire did not much speak explicitly about 

undergraduate education and cautioned that his concepts and practices should not be 

uncritically transferred to new locations or learning environments, he enthused the 

reinvention of his ideas by educators to handle the themes and tasks that are pertinent to 

their own struggles (Roberts, 2000). While Merriam and Cafferella (1999) posit that 
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Freire’s approach to education, which focused on emancipation, has had limited 

implementation in formal education, many of the principles have been raised. Freire’s 

Emancipatory Pedagogy and the discussions on it warrant attention as they supplement 

Mezirow’s ideas of transformative learning and hold insights in relation to undergraduate 

university education and experience.  

Freire (1981:66) views emancipation as praxis: “action and reflection...upon [the] world in 

order to transform it.” Aronowitz (1993, 2015) concurs by emphasising that in this way, 

“The learner become[s] the subject of his/her own education rather than the object of the 

system’s educational agenda” (1993:9). In this way, education is shifted from the banking 

model where educators make deposits into the consciousness of learners, towards the 

awareness of both the limits of freedom and the potential to free oneself, to the “idea of 

self-liberation, proposing a pedagogy whose task is to unlock the intrinsic humanity of the 

oppressed” (Aronowitz, 1993:13). The emphasis, according to Freire (1981:33) is on 

“doing with” rather than “to” or “for” the learner. Shor (1993) agrees and notes that the 

school system is dedicated to the banking pedagogy where learners memorise principles 

and behaviours that interfere with their critical thinking. They grow as estranged or 

isolated and antagonistic adults after they have spent many years in education and 

culture where they were treated as objects filled with sanctioned ideas and controlled by 

the system. Rather than a banking model, Freire advocates for a model that is 

emancipatory. He insists that while the banking model strives to retain the submersion of 

consciousness, emancipatory education struggles for the emergence of consciousness 

and critical intervention in real life (Freire, 1981). Brookfield (2000) who agrees, 

concerning transformative learning, declares that the call is for “revolutionary” and not 

“evolutionary” change (Brookfield, 2000:143). The purpose is not to adapt to the status 

quo as if the problem is some individuals’ lack of integration into society. Freire (1981) 

contends that the reality is that the people who are oppressed are not marginal or 

peripheral because they are not people who are living outside or on the outskirts of 

society. They are people who are in society, within the organisation or system that has 

made them serve or work for other people. The answer to the problem is not to incorporate 
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them into the very system that has oppressed them, but to change the system to permit 

them to serve or work for themselves (Freire, 1981). 

Freire (1981) stresses that developing the facility to liberate oneself is not a separate and 

time-limited act. Rather, the task that the oppressed are commissioned to carry out in 

order to liberate themselves and their oppressors necessitates the need to seek longer-

term transformation in life as individuals, members of social groups, and overseers who 

safeguard social structures that scaffold emancipating or oppressive relations. To enable 

this process, it is asserted that intellectuals must not only share the power over 

knowledge, but also the power to inform the future (Aronowitz, 1993, 2015). Shor (1993) 

also highlights the fundamental role of education in this process “because it is one place 

where individuals and society are constructed. Because human beings and their society 

are developed in one direction or another through education, the learning process cannot 

avoid being political” (28). However, Freire does not propose a format for education, and 

he cautions against adapting his research and translating it as a mere method in other 

situations (McLaren & Leonard, 1993). For Freire, educational action without reflection is 

not his aim, and reflection on social conditions alone is not sufficient because he 

maintains that without action, reflection on social circumstances can culminate in a mere 

philosophy (Freire, 1981). While Mezirow is critiqued for concentrating or targeting the 

individual, Freire’s research is discoursed more in relation to his emphasis on the social 

component of learning and transformation. However, both are critiqued on several 

interconnected issues such as their limited view of power, inadequate attention to context, 

limited consideration of emotion, and emphasis on the endpoint of development. 

2.8.1 Individual and social learning for change  

Freire focused on community action as the basis for social change. However, this does 

not prevent individuals from acting as the starting point for social action. Aronowitz (1993, 

2015) stresses that it seems as though Freire’s pedagogy is aimed at breaking the cycle 

of psychological oppression as it engages students in challenging their own lives. It is 

noted that like Mezirow, “there are obviously many ways to read Freire and there are 

many Freires to call forth from his texts” (Weiler, 2001:73). While Freire places more 
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emphasis than Mezirow on social action as the outcome of transformative learning, it is 

significant not to overlook the fact that individual transformation occurs in Freire’s work. 

Freire’s (1981) emphasised appeal to the oppressed to be emancipators or liberators of 

themselves and their oppressors implies a considerable change in self-concept of the 

individuals concerned. His plea is not for societal transformation that is devoid of this 

substantial transformation in self-concept or internal individual change. As stated by Clark 

(1993:47), “Transformational learning shapes people; they are different afterward” 

[emphasis in original]. Foley (1999) who concurs, stresses that it is not the mere social 

environment that alters in the process when social change is the objective. Roberts (2000) 

further agrees as he indicates that as far as Freire is concerned, critical awareness on 

the part of individual learners is a substantial first step towards societal transformation. 

2.8.2 The role of power in learning for transformation 

While Freire describes power and social transformation together with individual 

transformation, Weiler (2001) critiques his limited focus on class struggle and the 

omission of racial and gender issues. Weiler (2001) questions Freire for not considering 

the experiences of women in his liberatory pedagogy. Although Freire later describes not 

only male learners, and also deliberates on the need for the struggle against sexism and 

multiple experiences of oppression, Weiler (2001) postulates that he confines or limits 

oppression to class and regards the substantial liberatory role of women as supporting 

the greater struggle along class lines instead of addressing gender issues. Besides the 

question of the lack of inclusion of gender, Weiler asserts that Freire presents a vision of 

a struggle between good and evil, mostly with himself as the “heroic teacher” (Weiler, 

2001:74). This would imply a shift of power from the oppressor to the teacher, which 

would challenge Freire’s explicit aim in his Emancipatory Pedagogy of ‘doing with’ instead 

of ‘for’ or ‘to’ the learner; and demonstrates a “lack of confidence in the people’s ability to 

think, to want, and to know” (Freire, 1981:46). 
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2.8.3 The role of context in learning for transformation  

Freire’s Emancipatory Pedagogy is further critiqued for its lack of adequate context. 

Weiler (2001) contends that by regarding the oppressed as “a general category without 

an acknowledgment of the complexities and differences among real people,” Freire 

creates a picture of the “liberatory teacher as ‘transparent’ without taking positioning into 

account due to race or gender” (Weiler, 2001:75). It is further emphasised that because 

the “complexities of overlapping oppressions” are not addressed, it becomes difficult to 

apply Freire’s Emancipatory Pedagogy in the classroom environment (Weiler, 2001:83). 

Thus, “the conflicts hidden in Freirian abstractions are called forth”, which triggers 

turbulent rather than peaceful learning settings (Weiler, 2001:84). Ellsworth (1989) 

referred to this turbulence when she tried to apply critical pedagogy in the university 

environment regarding the issues of racism on campus: “Acting as if our classrooms were 

a safe space in which democratic dialogue was possible and happening did not make it 

so” (Ellsworth, 1989:315). While it was clearly expressed that the course had a political 

agenda and was taught by a feminist lecturer, the student end-of-course evaluation 

revealed that there had been a replica of dominant relationships in the class. Ellsworth 

employs this experience or study to expound that causally, critical pedagogy is the  

rationalist assumption that what was previously unknown can be made known or can be 

made to generate meaning through dialogue in a secure, free and safe classroom 

environment. However, Ellsworth (1989) cautions that when this premise is to be 

implemented practically, knowledges or stances that are “contradictory, partial, and 

irreducible,” and the absence of developed secure, free and trusting learning 

environments or classrooms would prevent students from achieving the student 

empowerment obtainable from critical pedagogies (Ellsworth, 1989:321). 

2.8.4 Emotion and cognition in learning for transformation 

Like Mezirow, Freire’s Emancipatory Pedagogy has been critiqued for its focus on rational 

discourse as the approach to considering social problems and exploring community 

solutions. Freire does not adequately recognise or purposefully incorporate emotions into 

the process (Boler, 1997; Fisher, 1987). Instead of considering the integration between 
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emotion and cognition, Freire considers emotions as motivational, or as a source that 

motivates learners until rational understanding is developed. To Freire, some emotions 

like mutual trust are needed for critical dialogue to occur and be maintained, but emotions 

are not linked to critical consciousness. Boler (1997) contends that Freire’s approach 

contrasts with feminist philosophies that fight against the separation between cognition 

and emotion, the perception of emotion as collectively instead of privately generated, and 

the description of emotions as shown in gender-related patterns attributable to culture 

instead of being gender specific.  

2.8.5 Endpoint focus in learning for transformation 

The critique of Freire’s Emancipatory Pedagogy in terms of his focus on the endpoint of 

development is similar to that of Mezirow. Freire utilised dialogue in his literacy 

programme in Brazil, which included adult learners and a specific and utopian aim for 

social transformation. Dialogue is also encouraged in critical pedagogy in other learning 

environments. While Freire talks of commencing where the learner is and developing 

praxis, Fisher (1987) notes that trying to implement these ideas in a university 

undergraduate situation presupposes a supportive environment and skill or ability that 

students may not possess. McLaren and Tadeu da Silva (1993:69), who agree, assert 

that it is the duty of the proponents or practitioners of critical pedagogy to follow Freire’s 

example and stimulate learners to participate in general and hypothetical ways of doing 

things. Through this, they can create the socio-political aspects of their own experiences, 

profound recollections, psychological obstructions, and passionate investments in daily 

life and link these to the material and symbolic organisations of authority that operate in 

the broader context of societal life.   

This means that for students to engage in discourse that will enable them to produce 

ideologies from their experiences, and to relate such experiences to the structures of 

power that operate in the broader social world, they would need to possess the ability to 

critically reflect and engage in scholarly discourse. In an undergraduate learning 

environment, such as in the Gauteng Province in South Africa, and with students who 

have entered university straight from high school, the required discourse or scholarly 
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dialogue abilities and motivation for participating in the process are likely not developed. 

Ellsworth (1989) expresses a similar idea as she contends that for students to have the 

ability to participate in discussing matters of emotional importance, they need to improve 

their ability to reflect on the conflicting and opposing declarations and opinions founded 

in gender, race, class, ability, ethnicity, sexual orientation or ideology. In other words, 

students are not merely required to develop the capacity and courage to speak in a 

philosophically authoritative manner within conventional education, but must also be able 

to reflect on the divergent views that are characteristic of scholarly discourse. 

It is emphasised that if transformative learning is to happen in undergraduate education, 

it is essential to start where students are and at the point where critical pedagogy can 

“open up new institutional spaces” (Giroux, 1999:110-111) to develop students as cultural 

producers. Freire (1999:86) cautions educators against the implementation of the political 

nature of education without enforcing their own opinions, interpretations or agendas on 

students. This, according to McLaren and Da Silva (1993:49), calls for educators to 

“provide the conditions for individuals to acquire a language that will enable them to reflect 

upon and shape their own experience and in certain instances transform such 

experiences in the interest of a larger project of social responsibility”. While Aronowitz 

(1993:21), who is in agreement, emphasises that this includes educators’ ability and 

preparedness to “share the power” and their awareness of students’ experiences in and 

outside the classroom, Shor (1993:34) further upholds that it also involves the need for 

educators to be aware of the “levels of cognitive and affective development” of students. 

2.9 REVIEWING MEZIROW AND OTHER TRANSFORMATIVE LEARNING LITERATURE 

RELATED TO THIS STUDY  

Clark (1993:47) defines transformative learning as learning that “produces more far-

reaching changes in the learners than does learning in general, and these changes have 

a significant impact on the learners’ subsequent experiences.” This means that 

transformational learning shapes people; they are different afterward in ways in which 

“both they and others can recognize” (Clark, 1993:47). This implies that transformative 
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learning causes or creates more extensive and important changes in a student than other 

kinds of learning, especially learning experiences that shape the student and produce a 

significant impact or paradigm shift that affects the learner's subsequent experiences. 

Brown (2004, 2013) states that transformative learning changes the way in which people 

perceive themselves and their world. It attempts to explain how their expectations, framed 

within cultural assumptions and presuppositions, directly influence the meaning that they 

construct from their experiences. As human beings endeavour to make meaning of their 

daily lives and try to gain a better understanding of the world in which they live, it is in 

adulthood that human beings develop a more critical worldview by seeking ways to better 

understand the world (Mezirow, 2000:103-104). This, as contended by Mezirow (2000:8), 

involves learning “how to negotiate and act upon our own purposes, values, feelings and 

meanings rather than those we have uncritically assimilated from others.” This indicates 

that developing beliefs that are more reliable, exploring and validating their dependability, 

and making informed decisions are key to the adult learning process. Taylor (2008) 

upholds that “it is Transformative Learning Theory that explains this learning process of 

constructing and appropriating new and revised interpretations of the meaning of an 

experience in the world.” Mezirow (2009) defines transformative learning as the process 

in which we transform our taken-for-granted frames of reference, presuppositions and 

beliefs to make them more comprehensive, perceptive, open, reflective and emotionally 

capable of change. Such frames are improved because they are more capable of creating 

beliefs and opinions that will prove to be more truthful or justifiable to guide action 

(Mezirow, 2009; Mälkki, 2019). This implies that whatever we see and reflect on is 

influenced by habits of expectation that constitute our frame of reference, that is, a set of 

assumptions that leads to the way in which we construct and interpret our experiences. 

Mezirow (2009) further states that it is not possible to understand the nature of adult 

learning or education without taking into account the fundamental or key role played by 

these habits in making or creating meaning.   

I perceived three fundamental questions that arose from the previous sections. First, what 

factors contribute to transformational learning? Second, what challenges arise for the 

lecturer who teaches in a transformational learning environment? Third, what are the 
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benefits for students who learn in a transformational learning environment? To answer 

these questions, I refer to Mezirow (1991), who identifies three common themes that 

characterise his theory of the mechanism of transformational learning in any learning 

environment. These are: experience, critical reflection, and rational discourse. According 

to Mezirow (1991), students' life experiences provide a starting point for transformational 

learning, while critical reflection is regarded as the distinguishing characteristic of adult 

learning, the vehicle by which an individual questions the validity of his world view. 

Rational discourse is considered as the catalyst for transformation as it provokes the 

various participants in a discourse to discover the depth and meaning of their different 

world views, and it enables them to communicate or share their thoughts, ideas or 

different world views. However, Boyd (1994) differs from Mezirow's views in two major 

ways. Firstly, he believes that the emotional component, and not the rational component 

of the transformational experience, is the major catalyst for change. Secondly, he 

considers that the desired outcome of transformation is not autonomous, but a greater 

interdependent and compassionate relationship with other people.  

Nevertheless, Mezirow (1977) strongly maintains that transformational learning came 

about through the discussion and exploration of concepts relating to learners’ 

experiences, and therefore he is not an advocate of creating deep emotional experiences 

in transformational learning. King and Kitchener (1994), alternatively, refer to two major 

elements of transformative learning. The first is critical reflection or critical self-reflection 

on assumptions that address the critical validation of sources, and the nature and 

consequences of our habits of mind. The second element is participating fully and freely 

in dialectical discourse to validate the best reflective judgement. King and Kitchener 

(1994) define reflective judgment as the ability of an adult learner to engage in critical 

dialectical discourse, which involves the adult learner’s capacity to understand and 

assess assumptions and expectations that support beliefs, values, and feelings. It is clear 

that different aspects of the main themes or elements of transformative learning are 

emphasised by the above-mentioned researchers, but what is common is the change that 

results from a transformative learning experience. These common themes or elements, 

which have become the prerequisites or preconditions for transformative learning, are 
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discussed later in Chapter 3. Research has also extended transformational learning into 

the realm of spiritual questions, such as the exploration of self (Dirkx, 1997) and of one's 

life purpose, which are fundamental questions to which human beings seek answers 

(Kroth & Boverie, 2000). O’Sullivan and Morrell (2002) have expanded the definition of 

transformative learning to go beyond critical pedagogy’s sole concern with political and 

social dimensions of capitalism to include environmental, spiritual and self-concept issues 

in what is referred to as ‘integral transformative learning’. They state that transformative 

learning includes going through an experience of profound structural change in the 

rudimentary principles of the way we think, feel and act. It is a change of perception that 

radically and indestructibly changes our existence in life. Such transformation includes a 

change in being knowledgeable about who we are and our circumstances. It includes not 

only the understanding of our interactions with other people and the world in which we 

live, but also our consideration of the connections with power in interconnecting 

organisations of class, race and gender. The need to be insightful regarding our own 

being, our views or an alternate outlook on our existence or life and our sense of the 

potential for social equality and harmony and personal enjoyment (O’Sullivan & Morrell, 

2002). 

Freire (1981) confirms this when he asserts that transformative learning moves away from 

an information banking mode to critical reflection on personal and social assumptions. It 

encourages autonomous thinking rather than uncritical assimilation of what others say. In 

presenting the theory as emancipatory education, development is also seen as a process 

of emancipation from structures, perspectives and emotions that are limiting (Freire, 

1981). Brookfield (1987) attests that reflecting on the presuppositions that influence our 

opinions and actions or activities, and those of others around us, allows us to consider 

different ways of thinking and living. For him, we become adults when we are able to 

consider alternative viewpoints. This means that the Transformative Learning Theory 

provides a way to explain adult development in terms of constructing meaning, where 

maturity is attained by the development of more integrated perspectives.  
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This study was informed by various theories and approaches towards teaching and 

learning. Furthermore, it is underpinned by Habermas' Theory of Knowledge. Habermas 

differentiates between three generic areas in which human interest generates knowledge 

(1981). The areas that determine the mode of discovering knowledge and whether 

knowledge claims can be warranted are termed 'knowledge constitutive'. These comprise 

work knowledge, practical knowledge and emancipatory knowledge. Work knowledge 

involves instrumental learning, which aims to control and manipulate the environment or 

other people and to improve performance or prediction. This is where contested beliefs 

regarding the truth of an assertion that something is as it is alleged to be can be validated 

through empirical testing. It is concerned with learning to design automobiles, build 

bridges, diagnose diseases, and is used in the empirical-analytical sciences such as 

physics, geology and mathematical inquiry (Cranton, 2002; Mezirow, 1997). Practical 

knowledge involves communicative learning, which pertains to learning to understand 

what others mean when they communicate with someone in conversation, or through a 

book, a poem or artwork. It is an interaction to clarify the conditions for communication 

and inter-subjectivity, and concerns learning to understand the social norms of the 

community in which we live.  

Communicative learning depends on effective discourse among individuals who search 

for common meaning or understanding (Cranton, 2002; Mezirow, 1997). Mezirow (2000) 

upholds that in Transformation Theory, discourse refers to the skilful use of conversation 

that is dedicated to probing and exploring ideas or beliefs for a shared understanding or 

meaning, and to evaluate and validate the interpretations of such ideas or beliefs. This 

includes in-depth consideration of the explanations and motives provided when assessing 

all the supporting proof and points of view, as well as reviewing other viewpoints. Mezirow 

further notes that reflective discourse refers to a rigorous evaluation of assumptions, 

which leads to a robust understanding by taking advantage of collective experience to 

arrive at a provisionally incomparable judgment. Discourse becomes the platform or an 

opportunity where the principle of giving individuals the opportunity to express their own 

opinions is considered as a criterion or precondition to participate freely and fully in a 

dialogue (Mezirow, 2000). 
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This implies that discourse involves feelings, intentions, values and moral issues. 

Therefore, to validate or confirm an understanding in communicative learning, it is 

essential for a person to assess not only the accuracy or truthfulness of what is being 

said or communicated, but also the intention and qualifications of the speaker, and the 

legitimacy and genuineness of the expressions of feeling. Communicative learning is 

exemplified by the historical-interpretive sciences such as history, theology and 

descriptive Social Sciences. Emancipatory knowledge, alternatively, involves an interest 

in self-knowledge and self-reflection. MacIsaac (1996) describes it as the need to be 

knowledgeable about the way in which individuals’ history and biographies have 

expressed the conditions in which individuals understand themselves, their roles and their 

collective expectations. Liberation is situated in libidinal, established institutions or 

authorities and powers within our social environments that influence and constrain our 

determination and rational control over our existence but have been presupposed and 

accepted as beyond human control.  

The acumens obtained through critical self-consciousness have the capacity to set us 

free because individuals will have the ability to analyse the precise reasons for their 

problems. Knowledge is acquired through self-liberation by means of critical self-reflection 

that results in a rehabilitated perception or perspective transformation (MacIsaac, 1996). 

Mezirow (1981) contends that the most distinctively adult domain of learning, which is 

emancipatory action, is synonymous with perspective transformation. According to 

Mezirow (1981), the emancipatory process involves becoming analytically conscious of 

the precise ways and reasons why the structure of psycho-cultural values have resulted 

in restraining the way in which we perceive ourselves or our existence and the way in 

which we interact with others and society. It is essential to reform this structure in order 

to allow a more wide-ranging and insightful incorporation of experience and the capacity 

for adult learners to enact these reformed understandings. Adult learners not only need 

to be informed about their culturally influenced and enslaved roles and relationships, but 

also be informed about the reasons for them to act to transform that structure through this 

learning process (Mezirow, 1981). 
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Although the three domains are interrelated, they are distinct. Each domain has its own 

learning goals, learning needs, approaches for facilitating learning, methods of research 

and programme evaluation or assessment. However, Mezirow (1981:17) maintains that 

educators have not only failed to recognise the crucial distinction among the three 

domains, but have also assumed that the mode of inquiry or research methods derived 

from the empirical-analytical sciences are equally appropriate for the other two learning 

domains. According to Mezirow (1981), the empirical-analytic model of inquiry has 

relevance and power for instrumental learning where concepts of behaviourism such as 

education for behaviour change, behavioural objectives, needs assessment, 

competency-based education, task analysis, skills training, accountability and criteria-

referenced evaluation are fundamental. Programme development in this domain sets out 

educational objectives in terms of specific behaviours to be acquired as dictated by a task 

to be accomplished. The task or role to play is to establish its requisite skills, behaviours 

or competencies where the programme is composed of a sequence of educational 

exercises that are reduced to their component elements with immediate feedback on each 

learning effort. In this instance, success, achievement or education is judged by 

subtracting measured learning gains in skills or competencies from behavioural objectives 

(Mezirow, 1981).  

Unfortunately, teachers use the same empirical-analytic model of inquiry (relevant for 

instrumental learning) to address the other two domains of learning. Communicative 

learning, which involves social interaction, as stated by Mezirow (1981:18), requires an 

educational approach that focuses on assisting learners to interpret the ways in which 

they and others with whom they are involved construct meanings, the ways in which they 

typify and label others, and what they do and say as they interact. Here, the task of 

educators is to assist learners enhance their understanding of and sensitivity to the way 

in which others anticipate, perceive, think and feel. Educators also need to assist learners 

to learn to take the role of others, to develop empathy, confidence and competence in 

aspects of human relations like conflict resolution, participation in discussion and 

dialogue, leading in learning groups, listening, expressing oneself, asking questions and 

philosophising (Mezirow, 1978; Mezirow et al., 1975; Mezirow & Rose, 1978;).  
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Perspective transformation concerns educational approaches where emphasis is placed 

on helping the learner identify real problems involving power relationships that are rooted 

in institutionalised ideologies that have been internalised in one’s psychological history 

(Mezirow, 1981:18). Therefore, learners must be led to understand the reasons, which 

are rooted in these internalised cultural myths and related feelings, which account for their 

felt needs and the way in which they see themselves and their relations. When learners 

have gained this understanding, they must be given access to alternative meaning 

perspectives to interpret this reality so that they will be able to analyse these psycho-

cultural assumptions (Mezirow, 1981). According to Mezirow (1990), emancipatory 

education is “an organized effort to help the learner challenge presuppositions, explore 

alternative perspectives, transform old ways of understanding and act on new 

perspectives." Communicative and emancipatory learning have direct bearing on this 

study in the sense that they do attest to the Social Constructivist Theory, which was 

propounded by Vygotsky (1978) and Bruner (1996), and later amplified by Derry (1999) 

that education must engage with and expand experience, and that those methods used 

to educate must provide for exploration, thinking and reflection. The emphasis is on the 

fact that reality is socially constructed through human activity and that knowledge is 

derived from interactions among people and their environment, and resides within 

cultures (McMahon (1997). The theory thus emphasises the importance of culture and 

context in understanding what occurs in society, and the construction of knowledge based 

on this understanding. 

It is my belief that transformative learning will assist the MBChB ECP students to derive 

an in-depth understanding of Human Anatomy at the foundation level of their studies 

within the context of their cultural presuppositions through exploration, thinking and critical 

self-reflection. This implies that these students will be able to step outside themselves 

from their cultural presuppositions and other beliefs and critically self-reflect on the 

content of their Human Anatomy lessons. They should further be able to interrogate or 

question their taken-for-granted assumptions that are uncritically assimilated by using 

transformative learning and teaching strategies that will be implemented in the Human 

Anatomy class. 
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The study is also informed by Activity Theory, as expounded by Engeström (1987), who    

considers ‘activity’ as a minimal unit of analysis. As a unit of analysis, activity refers to an 

actual identifiable activity as opposed to a generic notion of human activity. See figure 2.2 

below for a visual summary of this theory. 

 

 

 

All the aspects or components of Figure 2.2 as related to this study are explicated as 

follows. The ‘Subject’ in the above triangle refers to the researcher, the lecturer for the 

Human Anatomy class, and the first-year foundation medical students who were studying 

Human Anatomy in 2017. This is the target population that participated in this study. The 

‘Instruments’ or tools refer to the learner guide or syllabus, textbooks, handouts, internet 

sources and other materials that were used by the Subjects in the Human Anatomy class 

during the period of the field activities conducted in this study. The ‘Object’ refers to the 

teaching and learning strategies of transformative learning to which the lecturer and 

students were introduced. During step 3, or the intervention phase of the data collection 

process plan (see Figure 4.1), the lecturer and students (research participants) of the 

Human Anatomy class were trained regarding the transformative teaching and learning 

approach and the conditions that needed to prevail in the class to foster transformative 

learning. The ‘Outcome’ refers to the new perspectives or paradigm shift that the 

participants were exposed to and were expected to experience. The ‘Rules’ were the 

Figure 2.2: Activity Theory Triangle (Engeström, 2000:962)  
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requirements for the study as stated by the College of Education at the University of South 

Africa concerning issues like seeking consent from the participants and the institution 

where the data were collected, confidentiality, and other ethical considerations. With 

‘Division of Labour’ the researcher was required to generate and administer open-ended 

questionnaires, self-reflective report guidelines and an observation checklist. The lecturer 

was expected to provide teaching and learning resources or materials, prepare learning 

activities or lessons, while students were required to engage and participate in class and 

critically reflect on class activities. Feedback from the first cycle of activities would serve 

as the ‘Object’ to be reflected on and the lesson learnt would be the ‘Object’ for the next 

phase. This process continued in a cyclical manner until the desired outcome was 

achieved. In this manner, the Activity Theory, as illustrated in Figure 2.2, is closely related 

to action research, which forms the topic of the following section. 

2.10 ACTION RESEARCH: REVIEW OF THE LITERATURE RELEVANT TO THE STUDY 

Action research is also termed Participatory Action Research (PAR), community-based 

study, co-operative enquiry, action science and action learning (Lingard, Albert & 

Levinson, 2008; Whitehead, Taket & Smith, 2003). This type of research is a collective 

activity among colleagues looking for answers or explanations to everyday, real problems 

encountered in schools, or searching for ways to improve instruction and increase student 

achievement. Rather than focusing on theory, action research permits educational 

practitioners to investigate those issues that are closest to them, the issues over which 

they can demonstrate some influence and make a change (Ferrance, 2000). Action 

research is a process wherein participants investigate their own educational practices 

scientifically and judiciously using specific research techniques. Watts (1985) 

emphasises that teachers and principals not only work best on problems that they identify 

for themselves, but also become more effective when they are motivated to investigate 

and evaluate their own work and then think of ways in which they can work differently. He 

(ibid) further notes that teachers and principals assist one another when they work as a 

team, which in turn enables them to develop professionally.  
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While there are several kinds of research that may be conducted, action research 

explicitly refers to a disciplined inquiry carried out by a teacher or researcher with the aim 

that the research will appraise and transform his practices in the future. Action research 

occurs within the context of the teacher’s teaching and learning environment with students 

and at the school where the teacher works regarding questions or problems that are 

encountered (Ferrance, 2000). Although people who appeal for greater 

professionalisation note that teachers should continually carry out research and educate 

themselves in their disciplines, action research differs from the study of more general 

educational questions that arise from the practice of teaching. Ferrance (2000) declares 

that action research is not about conducting research on people, or exploring all the 

accessible information on a topic to look for correct answers. Rather, it comprises people 

who work to improve their skills, techniques, strategies, and discover how to transform 

their instruction to impact students. It is not problem-solving in the sense of trying to 

address what is wrong or learning why certain things are done, but instead a pursuit of 

knowledge on how to improve and how things can be done better (Ferrance, 2000:2-3). 

In this study, action research was applied to discover how students who have entered 

university straight from high school would experience transformative learning in an 

undergraduate Human Anatomy course. 

2.10.1 Types of Action Research 

Kurt Lewin (1946), a social psychologist and educator, was the first to come up with the 

procedure of carrying out research in a ‘natural’ setting to transform the way in which the 

researcher relates to that setting. Lewin, whose work on action research was developed 

throughout the 1940s in the United States “is credited with coining the term ‘action 

research’ to describe work that did not separate the investigation from the action needed 

to solve the problem” (McFarland & Stansell, 1993:14). Topics that he selected for his 

research linked directly with the context of the problem. Noffke and Stevenson (1995:2) 

assert that his process was cyclical and made up of a “non-linear pattern of planning, 

acting, observing, and reflecting on the changes in the social situations.” Corey (1953), 

who was among the first to use action research in the discipline of education, expected 
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that the scientific approach in education would result in transformation because educators 

would be included in both the research and the way in which information was applied. 

Corey summed up his belief in this novel and untried branch of inquiry when he noted 

that we are persuaded that the norm to study, as accurately as conceivable, the 

shortcomings and setbacks of our own teaching has greater potential to transform and 

develop our practices than reading about the shortfalls another person has published 

regarding his teaching (Corey, 1953). This means that Corey (1953) recognises that 

educational research founded on scientific or empirical methods has a trivial or minor 

impact on educational practice. He maintains that the value, worth or substance of action 

research lies in the transformation or change that happens in everyday practice instead 

of the generalisation to a broader audience. Borg (1965) agrees with the belief that the 

focus of action research on individual educational practitioners enables a new 

involvement or engagement in educational change. The author further upholds that action 

research highlights the participation of teachers in the complications or complexities that 

they encounter in their teaching practices in their own classrooms. The primary aim of 

action research is the in-service preparation and improvement of the teacher and not the 

acquirement of general knowledge in the discipline of education (Borg, 1965).  

The implication is that the type of action research that needs to be carried out depends 

on the participants that are involved. There are four types of action research, namely, 

individual teacher research, a group of teachers working on a common issue, and a team 

of teachers and others working on a school-wide or district-wide problem (Ferrance, 

2000). Individual teacher research generally concentrates on a single problem in the 

teacher’s classroom, such as classroom management, instructional strategies, usage of 

materials, or student learning. The teacher may seek a solution to a problem that he 

believes is evident in his classroom and may believe that it can be addressed on an 

individual basis. At this point, I would like to remind the reader that ‘he’ is used in this 

study to represent both male and female genders. The teacher collects data or involves 

students through participation. One setback is that the teacher may not share the findings 

with others unless he chooses to present the findings at a departmental meeting or 

conference. Collaborative action research may involve a minimum of two teachers or a 
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group of several teachers and others who may be interested in addressing a classroom 

or departmental problem or issue. The issue may concern one classroom or a common 

problem in many classrooms. These teachers may be supported by others outside of the 

school like parents, a university or community partner. School-wide research 

concentrates on issues common to all. A school may decide to examine their test and 

examination scores to identify areas that require improvement, and then outline a plan of 

action to increase or improve student performance. Teams of teachers work together to 

narrow the question, collect and analyse the data, and adopt a plan of action. Teamwork 

and individual participation and involvement are very important. However, a problem 

arises when the team or individuals fail to make commitments to one another in 

developing the process. District-wide research is more complicated, multidimensional and 

uses more resources, but the outcomes or rewards can be abundant. A district may 

decide to explore a problem common to several schools, which may be performance-

based, community-based or processes involved in decision-making. While there are 

major obstacles like documentation and communication requirements to keep everyone 

updated, the capacity to keep the process going, collecting data from all the participants 

and ensuring that staff meet agreed-upon deadlines for assignments, the positive effect 

is that real school improvement and transformation can occur based on common 

understanding through inquiry (Ferrance, 2000). 

While there are several definitions of action research in education, they all emphasise two 

significant points: 1) Action research is a rigorous, systematic inquiry based on scientific 

procedures; 2) It is implemented by participants who control both the process and results 

in a critical-reflective manner (McKernan, 1988). Corey (1953) defines action research 

as: “research that is undertaken by educational practitioners because they believe that by 

so doing they can make better decisions and engage in better actions” (Corey, 1953:VIII), 

and also as “the process by which practitioners attempt to study their problems 

scientifically in order to guide, correct, and evaluate their decisions and actions” (Corey, 

1953:6). Ebbutt (1985) notes that action research is the methodical study of groups of 

teachers’ efforts to transform and develop didactic practices through the enactment of 

their own practical actions and reflections on the impact of those actions. In referring to 
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the features of action research, Grundy and Kemmis (1982) note that educational action 

research is a term used to define a group of events or engagements in curriculum 

development, professional development, school enhancement programmes, and 

systems planning and policy development. The common features of these undertakings 

are to identify the strategies of planned actions that are executed and methodically 

analysed, reflected on and changed. The practitioners involved in the activities that are 

being explored are essentially involved or intertwined in these activities (Grundy & 

Kemmis, 1982).   

From a Critical Theory perspective, action research is considered as a social and political 

process that takes place in a particular historical context, which is generally meant to 

contribute to human emancipation (Kemmis & McTaggart, 1988). From this point of view, 

action research represents participatory democratic processes for social and intellectual 

transformation. Kemmis and McTaggart (1988) indicate that action research is a type of 

social self-reflective investigation that is implemented by participants in a social 

environment with the intention of developing the validity and rationalisation of a) Their 

own collective or educational practices, b) Their understanding of these practices, and c) 

The conditions in which these practices are implemented. The method is considered to 

be action research only when it is cooperative as it is significant to acknowledge that the 

action research of the group is attained through the critically scrutinised action of separate 

group members. Simmons (1984) defines action research to include matters concerning 

personal and professional growth and development. He stresses that action research is 

a method used in the analytical examination of understanding, expertise, and attitude 

improvement where classroom educators, on either a separate or collective basis, probe 

a self-identified teaching problem and make an effort to comprehend and develop the 

teaching-learning practices that occur in their classrooms (Simmons, 1984). 

Action research is also defined as an approach that is used by practitioners to improve 

practice as part of the process of change wherein the research is context-based and 

participative. It is regarded as an ongoing learning process in which the researcher learns 

and shares the newly produced or created knowledge with those who may benefit from it 
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(Koshy, Koshy & Waterman, 2010). Hopkins, Joyce and Calhoun (2002) specify that 

action research links a substantive or practical act with a research procedure, and that it 

is action disciplined by enquiry and a personal endeavour to understand, while at the 

same time, it implies being involved in a process of improvement and reform.  

While Taba and Noel (1957) refer to the action research approach as research 

undertaken by educators in order to solve their own problems, Winter and Munn-Giddings 

(2001) describe action research as an investigation of a social condition undertaken by 

those involved in that condition to develop both their practice and their understanding. To 

me, this sums up the principle or philosophy that underlies the action research approach. 

Although there are more definitions of action research in the literature (Carr & Kemmis, 

1986; Elliott, 1981; Kemmis & McTaggart, 1988; McKernan, 1988), they all consist of at 

least some of the characteristics defined above without any major incongruities or 

differences among them. McNiff (1988) provides a very brief and concise description of 

the nature of action research. He upholds that the social justification that underpins action 

research is participation, while the scholastic justification is excellence. The procedures 

require reform. The connotation of action research is the word ‘action’ itself. In other 

words, the action or activities carried out have a positive influence or significant effect on 

the organisation or structure investigated, as well as on the participants who are involved 

in the investigation (McNiff, 1988). The various definitions and views discussed in this 

section accentuate the distinctive features of action research. Koshy, Koshy and 

Waterman (2010) note that the key concepts involve an improved understanding, 

involvement, development, reform, problem finding, problem solving, systematic 

procedure, reform, and the generation of theory. Ferrance (2000) expresses a similar 

view that within the various definitions of action research, there are four fundamental 

themes, namely, the empowerment of participants, partnership through participation, 

knowledge acquisition, and social transformation. 

2.10.2 Key characteristics and components of action research 

There have been attempts to classify and categorise the characteristics that highlight the 

distinctiveness and uniqueness of action research and distinguish it from other 
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methodologies. Carr and Kemmis (1986) describe the underlying principles of the action 

research approach as follows: participatory character, democratic impulse, and 

simultaneous contribution to Social Science (knowledge) and social change (practice). 

Action research, which comprises several characteristics, has the general objective of 

improving educational practice by means of the active participation of practitioners who 

use a scientific problem-solving method in a continuous manner. The literature indicates 

that it is both flexible and inductive. It combines and results in the further development of 

theory and practice. Reflection and action, closely linked within action research, are 

conducted on a single case basis at the point where problems occur. The approach is 

methodologically eclectic and innovative (Burton, 1986; Carr & Kemmis, 1986; Corey, 

1953; Elliott, 1978; Elliott, 1991; Grundy & Kemmis, 1982; Kemmis & McTaggart, 1982; 

McKernan, 1988; Nixon, 1987; Oja & Smulyan, 1989; Smulyan, 1984).   

2.10.3 Phases in Action Research 

As articulated earlier (see Section 2.10.2), research is about creating knowledge. Action 

research generates knowledge based on enquiries implemented within precise and often 

practical contexts or situations. Ferrance (2000) states that in carrying out action 

research, we structure routines for continuous confrontation with data. Movement through 

five phases of inquiry loosely guide these routines, which are the identification of the 

problem area, the collection and organisation of the data, the interpretation of the data, 

action taken based on the data, and reflection. Figure 2.3 further illustrates these five 

phases. 



 
 
 
 

71 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

Kemmis and McTaggart (2000) maintain that the goal of action research is to learn 

through action that then results in personal or professional development. The authors 

note that action research is participatory in nature and they thus label it as participatory 

research. Action research also involves a spiral of self-reflective cycles of planning a 

change and acting and observing the process and the consequences of the change. A 

second cycle follows by reflecting on the processes and the consequences or outcome 

of the first cycle. This activates a process of re-planning, acting again, observing and 

reflecting on these effects as a basis for further planning, subsequent action, and so on, 

through a succession of cycles (Kemmis & McTaggart, 2000; Selener, 1997). These 

cyclical activities are closely connected activities that are methodically scheduled, applied 

or executed and critically assessed or evaluated.  

2.10.4 Models of Action Research 

As mentioned earlier, the term ‘action research’, first coined by Lewin (1946), is 

considered to be a spiral of steps involving planning, action, observation, reflection and 

the evaluation of the results of that action. In other words, action research has the 

Figure 2.3: Action Research Cycle (adopted from Ferrance, 2000:9) 
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implication or idea that researchers will start a cycle of questioning, gathering data, 

reflection, and deciding on a course of action through evaluating the results of that action. 

Once these decisions start to alter the situation, another set of conditions or 

circumstances emerge with different problems posed, which may involve a new 

investigation (Ferrance, 2000:1). To implement a reliable, trustworthy action research 

project, more than one cycle involving all the phases enumerated above is needed. The 

cycle must be repeated a number of times as the initial problem will tend to shift due to 

the actions performed. In this study, the activities were repeated until the student 

participants reached a consensus on the issues that they discussed. This further means 

that after researchers have taken an action, they are required to evaluate the process 

and effects thereof in order to redefine and delineate the situation. This promotes the 

enhancement of knowledgeable decisions based on practical experience, facilitates a 

better, effective assessment of the situation in general, and results in an organised 

process of learning. This can be summed up in Selener’s words that “action research is 

not a one time, ‘one sequence’ linear research activity but, rather, an iterative process 

composed of several cycles” (Selener, 1997:109). 

Various models exemplify or represent the phases, stages or cycles of action research. 

Kemmis and McTaggart (2000:564) proposed a spiral model of action research, as 

illustrated in Figure 2.4 below. The authors do not insist that their spiral model should be 

used as an inflexible or rigid structure. They uphold that in the actual implementation of 

action research, the process may not follow the spiral of self-contained cycles of planning, 

acting and observing, and reflecting as their model suggests. According to them (ibid) 

these stages may overlap, and the initial plans may quickly become outdated due to 

learning from the experience because in the actual implementation, the process is likely 

to be more fluid, open, and responsive. Koshy et al. (2010:6) note that the spiral model is 

engaging as it provides an opportunity to explore a phenomenon at a higher level each 

time and thus those involved progress to a better, more inclusive understanding. The 

authors further maintain that conducting action research with this model empowers the 

researcher and participants to understand a specific issue within a healthcare context and 

assists them in making experienced, well-informed decisions with a better and enriched 
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understanding. However, Winter and Munn-Giddings (2001) note that the spiral model 

may indicate that even the simple straightforward processes may take a longer to 

complete. In their systematic review of studies using the action research approach, 

Waterman et al. (2001) posit that the duration of a project differs significantly from the 

range of a few months to one or two years. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Another model proposed by Elliott (1991) has similar features to that of Kemmis and 

McTaggart (2000), and has originated from Lewin’s work on action research in the 1940s. 

Elliot’s model involves identifying a general idea, reconnaissance or fact-finding, planning, 

Figure 2.4: Kemmis and McTaggart’s spiral model of action research (2000:564) 
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action, evaluation, amending the plan and taking a second action step, and so on, as 

illustrated in Figure 2.5.   
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Other models, like O’Leary’s (2004:141) cycles of action research, which is illustrated in 

Figure 2.6, depict action research as a cyclic process that progresses as knowledge 

Figure 2.5: Adopted from Elliott’s action research model (Elliott, 1991:71) 
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develops. In his model, O’Leary upholds that “cycles converge towards better situation 

understanding and improved action implementation; and are based in evaluative practice 

that alters between action and critical reflection” (O’Leary, 2004:140). O’Leary considers 

action research as an experiential learning approach to transformation or change, where 

the aim is to continually hone the methods and the data and interpretation of the 

innovative understanding acquired or recognised in each earlier cycle. In this study, the 

spiral model of Kemmis and McTaggart (2000) was employed; this is further elaborated 

on in Chapter 3. 

 

 

 

Figure 2.6: O’Leary’s cycles of action research (2004: 141) 

 



 
 
 
 

77 
 

2.11 SUMMARY  

Chapter 2 has presented the literature reviewed on transformative learning as it relates 

to this study. It considered issues in the relevant literature that assisted to clarify the 

reader’s understanding of the type and meaning of the problem that I identified in my 

research. This assisted in reducing the probability of selecting irrelevant information. An 

analytical review of the research identified four areas that formed the foundation of this 

study. The four areas are: the difficulties faced in undergraduate university studies, the 

potential conflict in early adult development and education, Mezirow’s Transformative 

Learning Theory, and Freire’s studies on Emancipatory Pedagogy. This chapter also 

reviewed the teaching and learning approaches documented in the literature, where 

concepts of teaching that consider teaching as telling, transmitting knowledge or 

facilitating understanding and conceptual transformation were described. The concept of 

learning that regards learning as deep or surface approaches to learning was discussed. 

The issues probed included individual and social learning for change, the role of power in 

learning for transformation, the role of context in learning for transformation, emotion and 

cognition in learning for transformation and the Pedagogy of Emancipation. Other critical 

reviews involved action research as it relates to this study, where the types of action 

research, definitions, key characteristics and components, the phases, and the models of 

action research were considered.  

Chapter 3 addresses the theoretical framework that underpins this study. 
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CHAPTER 3 : THEORETICAL FRAMEWORK UNDERLYING 

THE STUDY 

3.1 INTRODUCTION 

There are parallels between Mezirow’s Transformation Theory and Freire’s Emancipation 

Pedagogy. This is probably because they were writing around the same historical times 

and Mezirow indicates that Freire influenced his thinking (Merriam & Cafferella, 1999). It 

is noted that the writings of both Mezirow (Newman, 1994) and Freire (Weiler, 1994) are 

extensive and therefore attract a broad audience. Merriam and Cafferella (1999) identify 

several common aspects in the writings of both Mezirow and Freire. According to them 

(Merriam & Cafferella, 1999), both Mezirow and Freire emphasise the significance of 

personal meaning, rational concepts and hypotheses used to describe the type of learning 

that takes place in adults’ lifetime. Transformation occurs through critical reflection in 

terms of the root and the kind of immersed expectations, predispositions, philosophies, 

and principles, with temporary new insights and new connotations validated through 

dialogue with others. It is also required to act on the new meanings, viewpoints and 

awareness gained.  

Clark (1993), who also mentions common characteristics in their writings, posits that both 

Mezirow and Freire uphold a humanist belief regarding the potential for humans to 

connect reflection and action, and achieve control over their experiences, together with a 

constructivist perspective that involves critical reflection by means of rational thought, 

dialogue and democratic ideas. Clark (1993) further indicates that in their descriptions of 

the learning process, both Mezirow and Freire expand on the understanding of adult 

education. He (1993) further states that Mezirow and Freire’s work on adult education 

has ushered in an understanding that considers learning as a shift in awareness, which 

brings theory to the level of innovation. Theories that deal with the life conditions and 

individualities or personalities of adult learners tend to focus on the descriptions of 

learners, their circumstances and their conditions without addressing the actual process 

of learning. Transformational learning deals directly with the process of learning. This 

means that Mezirow and Freire shift the focus away from the lecturer to the learners’ 
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experiences. Through scholarly discussion or discourse among learners, the process of 

reflection is made open or public (Clark, 1993; Merriam, 2011), which allows more 

awareness of and participation in the social process of learning, and better understanding 

of the process that individual learners experience.  

Although their writings are similar in several ways, Mezirow (1994) identifies important 

differences between the two. Mezirow (1994) maintains that it is essential to acknowledge 

the distinction between a learning theory and an educational philosophy. To Mezirow, 

Freire does not endeavour to construct an inclusive adult education theory. Freire’s 

specific emphasis is on the use of education to initiate social transformation. The notion 

of the need to conscientise people and the levels of awareness (Freire, 1970) is the 

closest he came to in the development of this. However, he deserted this idea in the 

1970s in pursuance of the development of his philosophies about education. A learning 

theory tries to define an intellectual, mental or a theoretically seamless and unified model 

where the modules and changing aspects may or may not be practical in diverse social 

and educational environments. Although an individual is capable of becoming critically 

reflective on his own or in a group, critical reflection can be considered as ethnically 

deviant. While changes in learning can happen within or outside the context of social 

action, it is race, gender and class that frequently define those who are eligible to 

participate in a dialogue (Mezirow, 1994). While Freire’s (1981) philosophy of education 

centres on collective action aimed at starting social transformation within a specific 

situation of shared oppression, Mezirow’s theory on adult education does not explore 

collective action against oppression as the form of action to use at all times. Collard and 

Law (1989) remind readers of the need to remember that Mezirow was trying to develop 

a general theory of adult learning. Brookfield (2000) confirms that Mezirow’s theory has 

provided a starting point founded on research. This theory, which was established in 

response to discussions and critiques of his theory, was to explore similar learning 

environments and revise these for other locations and circumstances.  

Brookfield (2000) further posits that a general theory is merely a framework, which does 

not provide explanatory power across locations without taking into account the context 
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involved. Broadly, a general theory will not consist of contexts, issues or matters in new 

locations or different socio-historical eras. This means that the onus falls on the users of 

the theory to provide the applicable contextual issues. McLaren and Leonard (1993) 

stress that Freire developed a philosophy of education for a specific context, which called 

others to collective action. They thus caution against using his work as transferable 

teaching approaches or unquestioned principles, and uncritically applying his work to 

other situations without considering the context. Although Mezirow begins with the 

individual learner and the transformation possible through relationships among existing 

context and assumptions that the individual learner carries from past societal 

connections, Freire starts his work in the context of collective oppression and the need 

for shared common action (Merriam & Cafferella, 1999). Weiler (1994) asserts that while 

Mezirow is questioned for not concentrating more on the collective, common experience, 

Freire has been critiqued for not adequately focusing on individual views in the shared, 

collective social action. In this matter, Weiler (1994) upholds that the two methods provide 

a counterbalance to each other in probing further into the process of transformative 

learning. Although Mezirow and Freire are not carrying out a discourse that comprises 

entirely separate, unconnected experiences, the difference between the focus and 

emphasis that each adopts highlights the impact of the aim on the process. Mezirow’s 

approach is an individual involvement, which unlocks doors and opportunities for shared 

or social change, while Freire focuses on community involvement around the specific aim 

of emancipation through social change, which results in individual change in the process. 

Clark (1993) maintains that while Mezirow’s comparative emphasis on personal instead 

of societal change is regarded as a deficit, it may also be viewed as an expansion or 

development of the transformative concepts advanced by Freire. When Mezirow 

commented on the absence of the exclusively adult role of critical reflection in the body 

of knowledge on adult learning, and included this component in his theory, he introduced 

a novel or innovative viewpoint into adult learning theory (Mezirow, 1985). Through his 

introduction of the notion of transformation into formal education, Mezirow offers an idea 

of education, which is in accordance with the manifold purposes of higher education, one 

that goes further than individual preparation for employment to integrate societal 
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consciousness or mindfulness and growth as democratic citizens. According to 

Partington, Duckworth and Tobyn (2019), this definition of transformative learning implies 

that there is an expectation of a shift or movement towards personal development and 

self-improvement of the learner. Although this does not imply shared social action as the 

focal goal, it does offer a perspective of education in accordance with Freire and Horton’s 

(1990) caution that education is not the equivalent of social action. It also concurs with 

Shor and Freire’s (1987) comment about the limitations of education concerning political 

action. They stress the need to recognise that education is not the platform, forum or 

opportunity to use to create social transformation (Shor & Freire, 1987). The broadness 

of Mezirow’s Transformation Theory has allowed those with diverse viewpoints to partake 

in the discourse and be able to validate their own perspectives. This broadness has also 

amounted to diverse readings, understandings and interpretations of his theory.  

Tennant (1993:36) maintains that the differing interpretations occur because Mezirow’s 

theory is focused on the intersection of the individual and the social. This intersection, 

according to Tennant (1993), is not understood comprehensively as Mezirow’s theory has 

not offered an adequately demarcated frame of reference that would enable researchers 

to unavoidably explore or discuss the same experience when talking about 

transformation. Taylor (2000) asserts that much of the existing research is obtuse, 

excessively academic, not easily accessible, and only sometimes has direct implications 

for classroom instruction. He further maintains that despite the focus in research on the 

outcomes of transformative learning, the issue of what warrants a perspective 

transformation is not clearly understood because research reveals very distinct responses 

to a shift in perspective. In his effort to construct a theory that considers multiple aspects 

of adult education, Mezirow generated layered definitions that involve multiple aspects 

that could be changed — an overall frame of reference or meaning perspective, specific 

meaning schemes, and more generalised habits of mind — and multiple categories for 

the process of reflection (Taylor, 2000). While these divisions arouse questions about the 

meaning of transformation and critical reflection as an inseparable part of the process, 

Taylor (2000) stresses that although there is much patronage for Mezirow’s theory, there 

is a need to reconceptualise the process of a perspective transformation. This will assist 
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in acknowledging the significance of context, relationships, and the integration of 

cognition and affect into the transformation process.  

To further consider Taylor’s (2000) idea of reconceptualising the process of a perspective 

transformation, it would be helpful to consider Brookfield’s (2000) account of Mezirow’s 

theory and his critique of the terms that Mezirow uses. Brookfield confines the meaning 

of critical reflection to one of the various aspects of Mezirow’s (1998) descriptions where 

the individual reflects on his own beliefs about the economic, educational, cultural and 

other taken-for-granted assumptions. This definition of reflection on individual 

assumptions formed through social construction refers to the significance of issue 

relevance and emotional investment in the issue for the individual or learner, instead of a 

focus on the cognitive critique of the perceived assumptions of others. When these 

socially constructed and lived assumptions are made personal, both the context of the 

experience and the way in which the experience has been understood are incorporated; 

emotional, cognitive and individual and social elements remain intertwined, instead of 

being forcibly divided as it often happens in educational experiences. Brookfield (2000) 

declares that deliberately making specific that which was previously implicit and accepted 

without questioning exposes deep-seated power dynamics and relationships. This allows 

an opportunity for ideology critique, discussions of the various interpretations and 

responses, and the probability of planning for different actions in the future. Brookfield 

(2000) further maintains that to be transformational, changes in perspective, commitment 

or action need to be radical instead of modifying what existed before.  

An emphasis or focus on reflection in Freire and Mezirow’s writings does not imply that 

cognition is the authentic opportunity or avenue of change; or that emotion is inseparable 

from the reflective process. One of the difficulties in trying to comprehend the learning 

process is to evade the process of isolating emotion and cognition. However, recognising 

the place of emotion in the change process does not mean removing cognition from the 

learning process as this kind of dichotomisation is likely to result in further division 

between the change process and the exploration of power (Brookfield, 2000). It is 

maintained (Brookfield, 2000) that if transformative change happens implicitly without 
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critical reflection, as Taylor (1998, 2000) proclaims, then how does it differ from the 

hegemonic socially assimilated assumptions that Mezirow and Freire emphasise require 

critical investigation? Transforming from one ideology to another does not constitute 

emancipation or offer the foundation for knowledgeable or informed action. Although there 

may be transformation in the guiding assumptions, which may result in shifts or 

adjustments in how a learner thinks or acts, when underlying assumptions are not 

examined the learner remains bound by that which is unknown but influential. Moreover, 

as emphasised by Freire (1981), the learner remains the object to the assumptions rather 

than the subject. Giroux (1999) further points out that what is also required by postmodern 

educators is a more precise understanding of how emotional impact and ideology 

reciprocally create knowledge, resistance, and the sense of identity that students 

negotiate as they work through hegemonic and rupturing narratives (Giroux, 1999). 

This study is not an effort to reproduce Mezirow’s Transformation Theory in a university 

undergraduate learning environment. It is applied as a launch pad to probe the initiation 

of engagement in transformative learning, a process that Mezirow does not explore but 

which is significant in the university undergraduate learning environment. Adopting 

Mezirow’s theory also does not imply that I endorse all of Mezirow’s ideas or opinions, 

but rather it means that the issues Mezirow raised in his theory constitute the background 

of the consideration of transformative learning in a university undergraduate learning 

environment. Merriam (1993) suggests that besides the subjects that stem from the 

philosophy that underpins Mezirow’s theory, it is not well understood whether perspective 

transformations are restricted to adulthood or whether they are frequent incidences that 

occur on a regular basis. The precise aspects of the cognitive and affective processes 

are not known (Merriam, 1993). Adult education theory presupposes that adults possess 

a comparatively established understanding of their experiences and interconnected 

assumptions, ideals and responses that are available for their possible review or 

reconsideration. Taylor (2000) emphasises that there has not been much research to 

substantiate this assertion because transformative learning has not been probed in 

correlation with learning and the age of the participants (2000). In this study, I maintain 

the issues that are emphasised in the literature about Freire and Mezirow’s theory that 
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are pertinent to undergraduate education, which involve the incorporation of emotion and 

cognition, individual and social learning and change, and power. The focus is on the 

starting point of engagement in the process of transformative learning instead of the 

endpoint. While it is not the aim to probe the later stages of critical reflection and action, 

it is significant to identify the endpoint of awareness in order to clarify what I consider as 

the purpose of engagement in the transformative learning process. Brookfield (2000) 

maintains that when transformative learning takes place, there will be a central 

reallocation of assumptions. Critical reflection, as applied in this study, is limited to critical 

reflection on an individual’s own assumptions relating to the economic, educational, 

linguistic, political, religious, bureaucratic or other presupposed cultural structures 

(Mezirow, 1998) within which the learning environment of the ECP Human Anatomy class 

is situated. 

3.2 DEVELOPING A THEORETICAL FRAMEWORK AS IT APPLIES TO THIS STUDY 

Shor and Freire (1987) contend that the pedagogical practices applied in learning 

situations disempower students. They maintain that being dominated, subjugated or ruled 

does not simply mean that an individual is being personally commanded around in school. 

Likewise, it is not a mere social interaction in a dialogue or conversation within a 

knowledge transmission educational or learning environment. Dominance refers to the 

actual systemic formation and realisation of the what (epistemology) and the how 

(ontology) of knowing. Within this kind of educational environment, educators teach 

concepts without relating them to reality. They do not describe concepts in analytical and 

logical ways that will provoke students to relate concepts to the way in which they live. 

Educators separate analytical and logical ways of thinking from actual life. This 

irreconcilable separation is the internal, dominant and hegemonic dynamism of education 

that incapacitates students politically and psychologically (Shor & Freire, 1987). Fostering 

or promoting the development of student power provides assurance or opportunity for 

well-versed and knowledgeable social action. Freire’s literacy programme on language 

was utilised to develop power for oppressed individuals in a third-world situation. 

Developing power about knowledge could also lead to the emancipation of students in a 
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knowledge economy. The literacy skills that Freire developed comprise powerful, 

emotional words and ideas (Freire, 1981). Equally, powerful knowledge does not concern 

ordinary, simple or artless facts, but is filled with emotion and meaning for students. Foley 

(1999) notes that like informal learning, the purpose of transformative learning is to 

acquire and use knowledge that is able to transform the lives of students. Further, as 

noted from informal learning, this process of transformation develops from inside 

individual students, generally within a group situation where personal assumptions 

associated with knowledge, its use, and its ownership are challenged (Foley, 2001). This 

is not a linear process with a method for effectively accomplishing a pre-determined aim 

(Noffke & Stevenson, 1995). Rather, it progresses according to the varying interactions 

among individual students, resources and the constraints in the immediate university and 

broader societal and cultural settings. Considering the goal of undergraduate education 

and the developmental phase of students who have just entered university straight from 

high school for the first time, I hoped that probing students’ perspectives in undergraduate 

courses could offer an opportunity for considering transformative learning within a formal 

undergraduate education environment.  

This environment also has its own limitations. Jarvis (2000) indicates that the role of 

undergraduate higher education in a swiftly changing world with the current, rapidly 

changing students’ needs is contested fiercely. When students’ development as 

individuals and responsible citizens is the goal, the courses to be included will probably 

concern a particular subject like gender, race, or class that may not appear appropriate 

or relevant and engaging for many students. This implies that instances for transformative 

learning at undergraduate level may be restricted to comparatively few courses. 

Furthermore, considering the time or period of data collection of this study, the 

expectations of transformative learning needed to be limited and focused. Although both 

Mezirow and Freire’s work on transformation concentrates on the endpoint of 

development, if transformative learning is to occur in undergraduate courses, it would 

probably be just beginning rather than reaching an endpoint. The initial stages or starting 

point of Mezirow’s theory has minor detail and there is little subsequent research about 

it; and this constitutes the focus of this study (Fleming, 2018). This theoretical framework 
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explores the influences and interactions that link the student, the classroom or learning 

environment, and the catalyst or trigger event, which has the potential to create what 

Mezirow calls a disorienting dilemma or what Cochran-Smith (1991) labels critical 

dissonance. The theoretical framework is envisioned to be the point for thinking about the 

dynamics and interactions as students begin to engage in the process of transformation 

to include the implementation of the process through the action research approach. 

3.3 CONDITIONS NURTURING TRANSFORMATIVE LEARNING 

Some lecturers and students are not predisposed to engaging in transformative learning. 

Moreover, many university learning environments and teaching methods do not lend 

themselves to a transformative learning kind of experience. To implement the conceptual 

framework that guides the study within the context of transformative learning, the 

following aspects need to be included and explained. These are the role of lecturers, role 

of the students, the challenges that the lecturers and students face in the implementation 

of transformative learning and the teaching-learning environment. First, I describe the role 

of lecturers and of students, the challenges they face and the teaching-learning 

environment.  

3.3.1 Lecturers’ role   

In transformative learning lecturers cannot propose to students what is to be changed, or 

what it might be changed to, they can only be facilitators opening up new ways of looking 

at something, and providing support while students explore and try out a new 

understanding of something. To achieve this, all lecturers or teachers engaged in 

transformative learning are encouraged to develop and practice two characteristics. 

Firstly, lecturers must possess seasoned guidance, which is the ability to serve as an 

experienced mentor reflecting on their own journey, with the intent to assist their students 

with their own transformational process. Secondly, lecturers need to value compassionate 

criticism, assisting students to question their own reality in ways that would promote the 

transformation of their worldview (Rolfe, 2002; Wong & Chiu, 2019). To achieve this, 

lecturers need to change roles from being transmitters of knowledge to students to 
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facilitators who teach students to learn, probe, explore and assess on their own with 

guidance from lecturers. However, lecturers can do this only after they have reflected on 

their existing teaching strategies, which involves content reflection, which is also known 

as instructional knowledge. Content reflection includes a reflection on why the content is 

selected for a course and why the selected delivery methods are appropriate (Mezirow, 

1997; Halupa, 2017). Kreber and Canton (2000) list a number of items that they consider 

as evidence of content reflection such as discussing materials and methods with students 

and peers, keeping a journal of methods that worked and did not work, administering 

learning style inventories to students, keeping up with educational theory, and keeping 

current with trends in higher education. The second type of reflection, process reflection, 

refers to knowledge on how to design a course structurally to improve student learning 

and to meet accreditation standards. Evidence of process reflection includes collecting 

data on students’ perception of course materials and teaching methods, asking peers to 

review course material, comparing the findings in the classroom to research results and 

gathering feedback from students on the learning process (Kreber & Canton, 2000). 

Cranton (1994) emphasises the importance of the lecturer as a role model who is willing 

to demonstrate his own willingness to learn and change. Taylor (1998) perceives the role 

of the lecturer or educator as helping students to connect the rational and affective 

aspects of their experience in the process of critical self-reflection. In order to enhance 

transformative learning, the lecturer is to assist learners to become aware and critical of 

assumptions. This includes the lecturer’s own assumptions that lead to his interpretations, 

beliefs, habits of mind, or points of view, including the assumptions of others (Taylor, 

1998). The lecturer also has to provide students practice in recognising frames of 

reference and in redefining problems from different perspectives (Mezirow, 1997). The 

purpose is to create a community of learners joined together in the collective effort of 

trying to make meaning of their life experiences (Loughlin, 1993). This implies that 

transformative learning is prompted by having learners reflect critically as a means to 

bring to conscious an awareness of the lessons learnt. 
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When transformational learning is part of a course of study, one of the roles of the lecturer 

is to establish an environment characterised by trust and care, and to facilitate sensitive 

relationships among the participants (Taylor, 1998). Students should be challenged to let 

go of old conceptualisations of self and the world. Therefore, the lecturer needs to 

structure his teaching to foster the personal development of the students rather than 

developing specific competencies (Daloz, 1986). Although transformational learning has 

the potential to enhance and accelerate students' self-actualisation process, there are 

important considerations for lecturers in such programmes. According to Baumgartner 

(2001), lecturers are advised to consider ethical questions that may arise in the planning 

and delivery of transformational learning. For example, questions may arise as to what 

authority instructors have to encourage transformational learning. (Baumgartner, 2001). 

Baumgartner also considers the dynamics and the balance of power in the classroom, 

stressing the necessity of a trusting and caring relationship between students and the 

lecturer or teacher. According to Baumgartner (2001), students who see the lecturer as 

an authority figure may have difficulty or be reluctant to challenge conventional values, 

beliefs, and interpretations of facts. It is recommended that a formal code of ethics be 

designed and implemented, and that lecturers or teachers be encouraged to create a 

learning forum in which they can form mutual support and an exploration of the dynamics 

of transformational learning (Baumgartner, 2001). 

3.3.2 Students’ role   

As stated previously (see Section 1.2), Mezirow (2000) maintains that the transformative 

learning process refers to the experience of using a prior interpretation to generate a new 

or revised interpretation of the meaning of one’s experience, lack of domination, active 

listening, reciprocity and cooperation, withholding judgment until other students’ points of 

view are understood. Transformative learning also refers to the process of implementing 

change in a frame of reference (Mezirow, 1997; Halupa, 2017). A frame of reference 

involves a student’s habit of mind and personal point of view. The habits of mind shape a 

student’s previous learning experiences and cultural values, while point of view refers to 

the student’s personal beliefs and attitudes. This means that for the young adult learner, 
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in order to affect change in his frame of reference or engage in transformative learning, 

he needs to acquire the capabilities that will allow him to understand, measure and judge 

the nature of reasons, their methods and their logic to justify the authenticity of different 

answers or explanations (King & Kitchener, 1994). Although the focus is on the student, 

it is not on student characteristics that stimulate or prevent transformation. Instead, the 

focus is on how the assumptions that students bring to the learning environment 

interrelate with the assumptions functioning or operating inside the class, and the way in 

which students examine these interactions as transformation commences (Cranton, 

1998). Moreover, the goal is not to test which particular characteristics of the learning 

environment promote transformative learning; rather, the goal is to examine the social 

process of learning. In this framework, disorientation, dilemma or dissonance includes 

incompatibility or disharmony regarding a substantial issue or perspective which is 

triggered by experiences that are not in accordance or consistent with student 

assumptions, expectations or values (Cranton, 1998). This involves interactions among 

the assumptions of the student, assumptions operating in the learning environment, and 

a catalyst experience that occurs in the learning environment, inside the broader social 

environment of the university culture and the societal culture within which the university 

is located. The interaction is constrained or manipulated by the assumptions carried into 

the interaction and the cultures surrounding it. This means that the expectations for 

individual and social transformation depend on the probability of how the interactions 

influence individual assumptions, assumptions in the classroom, university culture and, 

eventually, the broader societal norms. 

Kegan and other researchers (Kegan, 1982; 1994; 2000; Kegan & Lahey, 2001; Souvaine 

et al., 1990) focus their discourse on students. While these researchers (ibid) maintain 

that students need to be developmentally prepared to completely partake or participate 

in the process, the individual student’s level of development need not prevent his 

participation. In accordance with Vygotsky’s (1978) concept of the Zone of Proximal 

Development, social interaction in the class may motivate or incite support for the 

development of latent capacity. Vygotsky (1978) makes use of the metaphor of 

scaffolding the developing capacity, while Kegan (1994) describes building a solid bridge 
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for students to move from where they are to a new level of understanding, and Freire 

(1981) considers starting from where the learner is. Further than the level of development 

or capacity, the intersection of race, gender, class, and other significant aspects of life for 

the individual learner can only be comprehended from the perspective of the particular 

individual whose experience has been integrated. Beginning by separating that integrated 

experience, no matter how well intentioned the aim may be, will fulfill some experiences 

while other experiences may remain unfulfilled. In other words, without using their own 

perspectives as starting points, individual learners may move from one status quo 

ideology to another, but may be incapable of cultivating their own supremacy or power 

for personal emancipation and operative action with others for societal transformation. 

Briefly, it can be summed up that if students are to engage in transformative learning, 

then it is imperative that they create norms or conditions within the classroom 

environment that include civility, respect, and responsibility for helping one another learn. 

They must welcome diversity within the learning environment and aim for peer 

collaboration. They must also become critical of their own assumptions in order to 

transform their unquestioned frame of reference and must work towards critically 

reflecting on assumptions that underlie intentions, values, beliefs, and feelings. Their role 

also involves their active participation in discourse through which they are able to 

authenticate what is communicated to them. 

3.3.3 Impediments to transformative learning implementation 

Transformative learning is difficult to integrate into teaching strategies by some lecturers 

although transformational learning results in a more vigorous, significant long-term 

learning experience for learners in Higher Education Institutions (HEIs) (Halupa, 2017:5). 

She further maintains that for transformative learning to occur in universities, both 

lecturers and students need to be willing to transform (Halupa, 2017:3). However, the 

obstacle is that lecturers may not be prepared to alter their pedagogical practices to 

facilitate the change, and students may not have the capacity to engage in self-directed, 

reflective learning. If transformative learning has a meaningful, lasting impact on student 

learning experience, then why are lecturers and students not willing to use it in their 
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classrooms? In this section, I present the difficulties that lecturers encounter in attempting 

to use Transformation Theory in their classrooms, as well as the challenges that students 

face in this regard.  

Lecturers resist implementing Transformation Theory for several reasons. According to 

Armstrong (2014), change in instructional approaches is disruptive and unsurprisingly 

results in resistance. Fink (2003) maintains that while lecturers desire students to achieve 

greater levels of learning, they carry on using a predominantly lecture-based approach in 

teaching, which does not support students in cultivating critical thinking and problem-

solving skills. As mentioned earlier (see Section 1.2), learners do not recollect much 

information at the end of a lecture-based lesson or classroom presentation. Tahiri (2010) 

lists some reasons as to why lecturers do not participate in pedagogical change. This 

includes fear of loss of their jobs and fear of endorsing and making genuine change. Other 

reasons are a lack of interest, low self-efficacy, resisting changing their attitudes, and 

reliance on outdated teaching methods. They prefer an authoritarian teaching 

environment and resist attending in-service or professional courses on pedagogy. Tagg 

(2012) and Kitchenham (2015) suggest that lecturers resist change because the teaching 

practices in traditional HEIs are in conflict with human cognition and the way in which 

human beings learn. There is a lack of variety in assessment practices as lecturers are 

stuck on what they have used in the past for the last twenty years without examining what 

content has changed and how students have changed. Moreover, many lecturers 

associate promotion with research rather than quality teaching. 

Brownell and Tanner (2012) indicate that lecturers resist pedagogical changes due to a 

lack of time, training, resources, and incentives. They explain that institutional change 

and pedagogical change are demanding mainly because lecturers consider this as a 

signal that they have been doing something wrong for the past several decades in their 

teaching. Brownell and Tanner (2012) indicate that lecturers may truthfully feel that 

emergent pedagogies are not verified and may not be authentically effective. They also 

note that the challenge of making time to investigate new types of assessments while 

trying to manage teaching loads, research, and community service lead lecturers to resist 
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change. It is also noted that in universities, lecturers “teach the way they were taught” 

(Oleson & Hora, 2013:2; Baran, Correia & Thompson, 2011; Kreber & Kanuka, 2006). 

Halupa (2017:8) notes that lecturers who teach in the higher education environment are 

often not taught how to teach. This is the situation in the institution where this study took 

place. As mentioned earlier (see Section 1.1), the institution where this study occurred is 

a health science university and although all the lecturers teach, their personal identity is 

tied to their discipline as health professionals and scientists for those in the School of 

Science. Brownell and Tanner (2012) recommend that incentives be given to lecturers to 

change their pedagogical methods to include overload pay, course releases, lecturer 

recognition and additional monies for scholarship. They also propose that pedagogy 

education be incorporated into discipline-specific programmes at doctoral level to improve 

teaching skill and reduce resistance to pedagogical change.  

Lecturers are not the only ones who resist pedagogical change. Students also show 

resistance to pedagogical change. According to Halupa (2017), a module that is lecture-

based requires much less from students than one that contains authentic assessments. 

In transformative learning, authentic assessments include problem-based learning and 

reflective assignments, which may take a great deal of students’ time and planning. Peer 

learning is also an important aspect of authentic assessment as it requires students to 

collaborate in the real world on the job (Halupa, 2017). However, many students do not 

want to engage with group work for various reasons, with the main one being that not all 

group members participate fully in the group assessment process. Blaise and Eisden-

Clifton (2007) found that changes made that transformed a course into one that enhanced 

critical thinking and was more student-centred, students could rebel, especially with group 

work. Some students left campus when they were supposed to be working in groups and 

others were reluctant to meet outside of class time. This situation is similar to that of the 

institution where I conducted this study. Many students live outside the campus in 

premises or flats (residences) that the institution has rented, while others have rented 

their own accommodation outside campus. Many students leave the campus for their 

residences outside campus when they do not have any lessons to attend. This causes 

difficulties for students to meet outside their lecture timetables. This study was limited to 
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classroom learning activities and interaction between the lecturer and students and 

among students because my role as a researcher participant or observer participant was 

critical to the data collection process. I attended all of the Human Anatomy lectures or 

lessons over the duration that the participants (lecturer and students) applied 

transformative teaching and learning strategies in the Human Anatomy classroom 

because it formed an integral part of the data collection process plan (see Figure 4.1). 

Blaise and Eisden-Clifton (2007) further note that students complained that the methods 

of assessments they used would prevent them from performing well in the course. This 

confirms the premise that students in universities are more interested in grades than 

learning. Halupa (2017:10) contends that while students expect that better grades would 

enable them to get jobs, the truth is that authentic learning of the required knowledge in 

their disciplines will not only get them jobs, but also enable them to keep these jobs, 

progress and succeed. Christensen, Horn and Johnson (2008) postulate that 

implementing transformative learning is an innovative pedagogy that is disruptive for both 

students and lecturers. They clarify that because a great number of assessment in 

secondary schools in the United States is predominantly standard objective-type testing, 

like multiple choice and true or false questions, it may be difficult for students to adapt to 

completing assignments that require them to apply and evaluate, instead of just memorise 

and understand. This may also lead to fear in students concerning their performance in 

class and their overall grade. A similar situation prevails in South Africa. The majority of 

assessments in secondary education are also largely standard objective-type testing like 

multiple choice and true or false questions. This was one of the reasons that motivated 

me to explore whether it would be possible for first-year MBChB ECP undergraduate 

students, who have entered university straight from secondary school for the first time, to 

experience transformative learning.   

Duarte (2010) stresses that student scepticism could be addressed with transformative 

learning. Scepticism, which is also student resistance in many cases, has the potential to 

provoke students to search for authenticity in a particular issue. This search or journey is 

transformative learning because it demands students to explore, evaluate and reflect on 
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their beliefs about an issue. This search may end in a change in beliefs or even a 

reinforcement of previous beliefs. Duarte (2010) maintains that this process can be 

emancipatory. While resistance may occur in both lecturers and students, Halupa (2017) 

contends that the benefits of transformative learning far outweigh the risks because the 

benefits are both long- and short-term. 

3.3.4 Teaching-learning environment  

Transformational learning requires a reassuring and supportive learning environment for 

engagement in the transformative teaching and learning process. While the features of 

such a learning environment have not been well demarcated, several researchers and 

authors on transformative learning (Kegan, 2000; Hooks, 1994; Mezirow, 2000; 

Newmann, Wehlage & Lamborn, 1992; Smith, Butler-Kisber, LaRocque, Portelli, Shields, 

Sparkes & Vibert, 1998; Taylor, 2000; Wentzel, 1997) maintain that there is a need for 

such a thought-provoking and caring learning environment. Conditions that are required 

or favourable for such a learning environment involve a feeling of safety, openness, trust, 

a learner-centred approach, participation and collaboration, and exploration of alternative 

perspectives (Taylor, 2000). While Mezirow (2000) refers to desirable environments like 

active listening, reciprocity and cooperation, lack of dominance, withholding judgment 

until others’ points of view are understood, Kegan (2000) stresses the idea of challenge 

and support as necessary conditions for participation in transformative learning. A 

supportive leadership that provides both attention to students as individuals and the 

required arrangement of new tasks or activities enable students to feel supported when 

a challenge to their former assumptions takes place.  

 

Similarly, research on participation and engagement in learning also highlights the value 

of caring, support, relevance and challenging activities or tasks (Hooks, 1994; Newmann 

et al., 1992; Smith et al., 1998; Wentzel, 1997). This supportive environment also mirrors 

its own values, beliefs and assumptions about the process of learning and specific content 

assumptions such as race, gender, class or course topics. All these assumptions connect 

or come into the interactions with student assumptions by means of course materials and 
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presentations. Each course may involve multiple content assumptions according to the 

course, discipline and subject. In addition, other students in the course may bring their 

own assumptions to the interaction in accordance with their experiences (Mezirow, 2000) 

and multiple perspectives about issues like gender, race, and class (Weiler, 2001). A 

sense of disorientation or discomfort may happen about content assumptions, 

assumptions carried by other students into the learning environment, or about course 

processes. This requires a supportive environment to consider or probe the disorientation 

and the assumptions, values and the beliefs that underlie the disorientation. 

 

The trigger event or cause of the disorientation may be a particular circumstance, 

experience or understanding that emphasises discrepancies, a novel or renewed feelings 

of distress, or an observed need for transformation. This disorientation can be an event 

that happened far away from the classroom (Foley, 1999) or one created in the immediate 

learning environment by the lecturer to provoke thought and action on an issue. The 

trigger event or catalyst experience enthuses feelings of uneasiness or anxiety and 

confusion (Brookfield, 1987; Dewey, 1933). Safran and Greenberg, (1991) maintain that 

taking advantage of such a conflict or differences of opinion is a significant step in 

assisting and supporting meaningful transformation in behaviour and core self-concept. 

The disharmony or disorientation that happens may be in the cognitive, affective or 

behavioural domains. To illustrate this, students may observe differences between the 

way they speak about an issue and how others speak about it in the classroom, or 

between how they think and talk about the issue in class and in other situations, or how 

they think about the issue currently and how they have thought about it previously. There 

can be inconsistencies between speech and action about the issue, conflict or dissonance 

between seemingly contrasting feelings about the issue inside the individual student or 

the group. Taylor (1998) notes that the reaction to decrease the dissonance or incongruity 

leads to critical reflection and probing the issue more deeply. Foley (1999) stresses that 

it is through the tension, struggle and confusion of critical reflection that there is a 

meaningful transformation or shift in individual learners’ worldview.  
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3.4 BURBULES’ CONCEPT OF POWER RELATIONS IN THE TEACHING-LEARNING 

ENVIRONMENT  

In referring to a more justifiable and equitable classroom, Burbules (1986) cites three 

areas of possible challenge and the first two are challenge to authority and challenge to 

organisation. In the teaching-learning environment or classroom, challenging authority is 

about who or what is considered as an authorised voice in the course. Instead of the 

lecturer being the final or only legitimate voice in the learning situation, Burbules (1986) 

asserts that applicable authority includes agreed upon voices such as research articles 

and other published works, internet sources, and individual and group perspectives of the 

participants that are engaged in the learning process. The purpose is to serve social 

interest through the exchange and sharing of information to promote knowledgeable 

dialogue within an environment of mutual respect and trust among the participants. 

Relating this idea or notion of authority to the learning environment means changing from 

a lecture format in which facts are transmitted to a structure that considers listening to 

multiple perspectives, discussing ideas, and exploring the source of information 

(Burbules, 1986). Re-delineating or reallocating power relationships in the learning 

environment requires the technique of classroom organisation that highlights participation 

rather than hierarchical decision-making. It also involves collective and cooperative tasks 

rather than specialised ones, as well as decentralised responsibility instead of 

responsibility dedicated and promoted by authorisation (Burbules, 1986).  

Although Burbules (1986) raised awareness on the probability of challenging power 

relationships in the classroom, he offered little detail about how his concepts could be 

applied in the classroom or the learning environment. Burbules’ description of the first two 

components of his concept of challenging power refers to who or what is granted status 

and organisation. The way in which power relations are implemented has similarities to 

the descriptions of a supportive learning environment that many authors and researchers 

(Kegan, 2000; Hooks, 1994; Mezirow, 2000; Newmann et al., 1992; Taylor, 2000) on 

transformative learning have emphasised in the previous sections (see Section 3.2.2.4). 
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These conditions involve a feeling of safety, openness, and trust, a learner-centred 

approach, participation and collaboration, active listening, reciprocity and cooperation, a 

lack of domination, challenge and support, and others. These descriptions not only seem 

suitable in terms of Burbules’ (1986) concepts of challenging power in the classroom for 

a supportive learning environment, but also engender the realisation that power 

relationships are notionally needed for these conditions. However, this does not mean 

that the classroom conditions described in the literature are to be applied insistently to 

support challenging power relationships in the classroom. Nonetheless, exploring these 

options might assist in clarifying why such supportive features are key and fundamental 

for engagement in transformative learning.  

For this theoretical framework, which attempts to link Burbules’ (1986) concepts and the 

conditions described in the literature on the teaching-learning environment, the supportive 

environment is considered in relation to a different classroom experience of power 

relationships. Exploring multiple perspectives, which provides an opportunity to consider 

challenges to authority and the organisation of course materials or activities, allows 

students to bring to the table their own different individual viewpoints and experiences, 

including a range of resources for discussion, and this subsequently motivates students 

to explore issues more deeply. Burbules’ (1986:108) third power element, which concerns 

“challenging ideology”, concerns “challenging and questioning the root assumptions of a 

status quo”. This component of power fits with the literature on transformative learning 

that outlined this theoretical framework. In this theoretical framework, the process 

includes three aspects, which are perceiving personal relevance of issues, identifying 

tensions among perspectives related to content issues or learning processes, and probing 

the assumptions more fully by pursuing and examining the context, connecting emotions 

and ideas or perspectives related to the assumptions, and interrogating why these 

personal and social assumptions control power. A supportive environment should be 

provided that offers students a different experience of power by challenging who or what 

has authority, challenging how the course or activities are organized, and creating or 

developing relationships. In such environments, students are more likely to challenge 
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formerly unexamined, but dominant assumptions to which they subscribe, that exist or 

are present in the learning environment. 

In this envisioned theoretical framework, it is by perceiving personal relevance in issues 

that encourage students to bring their experiences to learning and develop their capacity 

or skill to share their opinions or perspectives with others. By beginning with students’ 

experiences (Freire, 1981), a solid bridge is built to enable students to travel from where 

they are to a new level of understanding (Kegan, 1994). Perceiving relevance not only 

assists to sustain student interest and participation or engagement in learning, but it also 

provides scaffolding to develop and foster student ability (Vygotsky, 1978) in order to keep 

new power relationships by maintaining student experience as an integral part of the 

learning process. With their own views and ideas as starting points, individual students 

may improve and advance their own power for self and social change, instead of simply 

accepting a new ideology. Marton and Booth’s (1997) study emphasises the significance 

of relevance through involving the student and through offering a connection between the 

student’s past understanding and probable new understanding through linking individual 

students’ personal experiences to other multiple perspectives. The theoretical framework 

also expands the idea of tension among multiple perspectives and exploring assumptions 

(Foley, 1999; Mezirow, 2000; Taylor, 1998) to integrate the issue of power into learning. 

By challenging traditional power relationships in the classroom, students perceive a 

different experience of power in which they become more active and interactive 

participants. Instead of a particular trigger or catalyst experience that opens students’ 

eyes to particular assumption differences for individual students, the experience of new 

power relationships provides students access to a number of personally relevant issues. 

It further exposes tension among perspectives, and gives the opportunity to explore 

underlying, powerful and influential assumptions within a supportive, shared environment.  

The issues and perspectives relevant to students include experiences involving both 

cognition and emotion. Moving beyond the practice of transmitting information, sharing 

relevant perspectives with other students comprises thoughts combined with emotions. 

In this theoretical framework, tension among perspectives refers to cognitive-emotional 
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responses experienced by individual students and as groups, instead of disagreement 

about which information is more correct or a sense of discomfort that results from such 

information. 

Through challenging ideology, a different experience of power offers space for students 

to more fully probe underlying assumptions that preserve the existing state of affairs or 

the status quo. When courses, tasks or activities relate to students’ experiences, these 

underlying assumptions are not limited to only the content of the course, tasks or 

activities, but assumptions in the classroom and university, and broader society is also 

opened up for discussion. New power relationships bring into conscious awareness not 

only content issues in the course, but also assumptions that underlie traditional methods 

of classroom teaching and learning, and generally unexamined assumptions of the 

meaning and purpose of university. Presupposed social assumptions that dominate and 

influence students in university and classroom practices, as well as other areas of their 

daily lives are also brought out into the open. In this theoretical framework, I maintain that 

these taken-for-granted assumptions are dominant and authoritative, partly because they 

are not simply cognitive, but grounded in experience and social learning and, instead of 

a mere cognitive learning of cultural rules, they include emotions. Probing these 

underlying assumptions consists of exploring why we think, feel, and act the way we do 

and what former emotional cognitive experiences hold power (Mezirow, 2000). In other 

words, challenging dominant ideology includes experiencing new power relationships in 

which students become creators and active participants in a new process of social-

cognitive-emotional-learning. Marton and Booth (1997) indicate that learning that involves 

relevance and considers multiple perspectives is able to stimulate or inspire 

transformation in the individual student-world relationship, which, according to Marton and 

Booth (1997), is not individual learning and transformation but transformation in 

relationship with one’s social world. 

In the theoretical framework, the three elements of ideology challenge, which are 

perceiving personal relevance of issues, identifying tensions among perspectives and 

probing assumptions more fully, do not form a linear prescription for challenging ideology. 
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Although Marton and Booth (1997) consider relevance as a primary stimulus in the 

learning process, I think the likelihood is that the process is dynamic with interaction 

among personal relevance, identifying tensions, and probing assumptions more fully as 

classroom relations and understanding of the issues develop. Likewise, I do not 

contemplate that there is only one possible starting point, for while personal relevance 

may be the initiator for some students, identifying tensions may be the starting point for 

other students as alluded to by Mezirow (2000) and Foley (1999). The outcome of this 

kind of exploration can be considered as what Brookfield (2000:139) calls a “fundamental 

reordering of assumptions...” a shift in the tectonic plates of one’s assumption clusters.”  

3.5 THEORETICAL FRAMEWORK  

The theoretical framework that informed this study is underpinned by Mezirow’s 

Transformative Learning Theory (1975, 1978, 1991, 2000), the action research process 

approach (see Section 2.10), Freire’s (1970, 1981) Pedagogy of Social Transformation 

(see Section 2.8-2.8.6) and Burbules’ (1986) concept of challenging power in the 

classroom (see Section 3.2.2.4.2). It is also worth mentioning that Kemmis and 

McTaggart’s model (2000:564) of spiral action research (see Figure 2.4) was adopted to 

implement this theoretical framework in this study. For this theoretical framework, Gravett 

(2004) encapsulates my working definition of transformative learning. She notes that 

transformational learning involves learners becoming conscious of their existing habits of 

mind and resulting points of views, which include a critique of the causal and pivotal 

assumptions and premises.  

It also requires learners to evaluate other viewpoints and resolve to relinquish the old 

viewpoints for the new ones, or amalgamate the old and new to arrive at improved 

knowledge and beliefs that are more trustworthy and justifiable to guide action. In other 

words, transformative learning is envisioned to have both action and outcome where the 

outcome is evaluated or assessed through critical reflection until a better and well-

informed knowledge or understanding is arrived at. While there are differences in 

Mezirow’s Transformational Theory, Freire’s Emancipatory Pedagogy, Burbules’ idea of 

power relations in the learning environment, and action research, all highlight two 
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important aspects of action and critical reflection. These not only form the core of the 

research design and methodology of this study, but also run reiteratively throughout the 

study as illustrated in Figure 4.1. It is also imperative to present the main features, 

characteristics or requirements of the theory, processes or concepts used to structure this 

theoretical framework. According to Mezirow (1975, 1978, 2000), the main participants in 

the teaching-learning process, the lecturer, students and the classroom environment, 

need to fulfill certain conditions to enable individuals to fully engage in transformative 

learning (see Section 3.3). Specifically, for students to participate fully in transformational 

learning, they are required to have the capacity to engage in reflection, dialogue and 

action. To achieve this, students have to go through the ten phases of transformative 

learning (Mezirow, 2000) such as a disorienting dilemma, self-examination and trying out 

new roles, as detailed in Section 3.3.   

The iterative cycle of reflection, dialogue and action featured in Mezirow’s phases of 

transformative learning is comparable to action research, which is considered as having 

a unique compatibility with transformative learning because it offers a pedagogical 

framework to stimulate change and improvement or the enhancement of teaching beliefs 

and practices (Lange, 2004; Percy, 2005; Taylor, 2007). This approach in the 

transformation process or phases is experimental because an issue is first reflected on 

as an object of interest instead of being regarded as an important aspect or part of the 

individual. The separation of the self and the issue, which permits more critical reflection 

than would otherwise happen, allows the individual to try new methods of addressing the 

issue and reflecting on the outcome. Through this process, the individual gains 

confidence in the methods that are effective in a continuous manner, as  demonstrated in 

the spiral, cyclical model of Kemmis and McTaggart (2000: 564 – see Figure 2.4).  

Noffke and Stevenson (1995) consider action research as involving a systematic process 

of non-linear, cyclical pattern of planning, acting, observing, and reflecting on an outcome. 

It involves five phases of enquiry as restated below: 

1. Identification of a problem area;  

2. Collection and organisation of data;  
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3. Interpretation of data;  

4. Action based on data; and  

5. Reflection-evaluation of results (Figure 2.3, Section 2.10.4).   

In this study, the working definition of action research is summarised by Ferrance (2000), 

who defines action research as involving four fundamental themes of empowering 

participants: collaboration through participation, and to attain knowledge and social 

change (see Section 2.10.1). For me, this encapsulates the tenet or philosophical 

assumption that underpinned my selection and adoption of Mezirow’s (1975, 1978, 1991, 

2000) Transformative Learning Theory, action research process approach,  Freire’s 

(1970, 1981) Pedagogy of Social Transformation, and Burbules’ (1986) concept of 

challenging power in the classroom as stated at the beginning of this section. It also 

underpinned my selection of the research design and the methodology as it fitted well 

with the data collection process plan (Figure 4.1) which guided the whole study. The study 

was aimed at exploring how undergraduate students who have entered university straight 

from high school would experience transformative learning in a Human Anatomy class.  

Kemmis and McTaggart’s (2000: 564) model of spiral action research (Figure 2.4) was 

adopted for the implementation of the theoretical framework. It acted as a vehicle or 

strategy that combined, interconnected and facilitated the interrelationship between 

Mezirow’s Transformative Learning Theory (1975, 1978, 2000), Freire’s (1970, 1981) 

Pedagogy of Social Transformation and Burbules’ (1986) concept of challenging power 

in the Human Anatomy class (see Section 3.4). This fitted well with Ferrance’s (2000) 

definition of action research as enabling participants to collaborate through participation 

to acquire knowledge and achieve social change. I practically applied and implemented 

this in the Human Anatomy class (see Section 4.7.4.3). The data collection process plan 

(Figure 4.1), which I conceptualised and constructed from my understanding of the 

literature, related to the theoretical framework of this study. It demonstrates the manner 

in which the entire data collection procedure and the methodology of the study occurred. 

The study explored the experiences of transformative learning among first-year Human 

Anatomy students who had entered university for the first time from high school and were 
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in an undergraduate Human Anatomy class. Kemmis and McTaggart’s model of spiral, 

cyclical action research (2000: 564) in Figure 2.4, illustrates the working definition of this 

theoretical framework, which underpins this study.   

 

 

 

Figure 3.1 was constructed based on Freire’s (1970, 1981) notion of praxis-reflection and 

action in order to explore assumption reordering. Students in this study were expected to 

experience or not to experience the above aspects. The reordering process included 

reflection as cognitive-affective when assumptions were reordered. For instance, if 

students were to begin to open up to new ideas and feelings, perceive more links or 

interrelations among ideas and issues, understand issues more fully, or expand individual 

students’ self-social concept, then it could be suggested that the reordering of 

Figure 3.1: The Working Framework             
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assumptions has occurred. The reordering process could also involve action as cognitive-

behavioural when assumptions are reordered. This was expected to include students’ 

discussions of issues and feelings with others, actively searching for more information to 

increase their understanding, or making life transformations. A changed experience of 

power relations in the class would permit students to see themselves differently from their 

previous perceptions of themselves. Rather than just assimilating new ideas or actions in 

their lives as they previously did, now they would see themselves as having the ability to 

share or contribute to knowledge creation in the Human Anatomy class. This is because 

their own individual experiences would be used as one of the sources of information that 

formed the context for class discussions. Thus, instead of the indoctrination or inculcation 

of different ways of thinking or doing things, the reordering of assumptions had the 

potential to cause changes in students’ self-concept, which involves shifts or changes in 

students’ sense of self-social efficacy. Bandura (1997:53) describes this as “beliefs 

concerning their agentic power of self-change” and social influence. 

3.6 SUMMARY  

Chapter 3 has provided the theoretical framework that underpinned this study. It 

deliberated on the need to integrate emotion; cognition, individual and social learning; 

and change. I used Mezirow’s Transformative Learning Theory, Kemmis and McTaggart’s 

model of spiral action research, Freire’s Pedagogy of Social Transformation and Burbules 

concept of challenging power in the classroom to frame and implement the theoretical 

framework, labeled “The Working Framework” that was developed for this study. It (The 

Working Framework) considered the student participants’ involvement in probing the 

personal relevance of issues, detecting tensions among perspectives and considering 

assumptions more deeply in a changed experience of power relations in the Human 

Anatomy class in the institutional culture and the broader societal culture within which 

Unniv University operates. Kemmis and McTaggart’s model of spiral action research 

acted as a vehicle that integrated and facilitated the interrelationship between Mezirow’s 

Transformative Learning Theory, Freire’s Pedagogy of Social Transformation and 
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Burbules’ concept of challenging power in the Human Anatomy class. The research 

design and methodology are discussed in the next chapter.  



 

106 
 

CHAPTER 4 : RESEARCH DESIGN AND METHODOLOGY 

4.1 INTRODUCTION 

I conducted a qualitative study of the learning experiences of 44 students who studied 

Human Anatomy in the first, foundation year of the Extended Curriculum Programme 

(ECP), a seven-year degree programme This is one of the subjects offered to 

undergraduate students who are admitted to the Bachelor of Medicine and Surgery 

programme (MBChB: six-year programme) at a tertiary institution in South Africa. A brief 

background and orientation to the study and its objectives were provided in Chapter 1. 

Chapter 2 reviewed the literature related to the study where specific areas like difficulties 

faced in undergraduate university studies, Mezirow’s Transformative Learning Theory 

and Freire’s studies on Emancipatory Pedagogy were highlighted. Chapter 3 presented 

the theoretical framework for the study. This chapter examines, among others, the 

research design, the research methods, population sampling, data collection methods, 

data analysis and the measures taken to ensure the trustworthiness and authenticity of 

the study. Additionally, the chapter also presents an overview of the study together with 

the rationale, goals, and the focus of the study, which are summarised in the following 

section. 

4.2 RATIONALE, GOALS AND FOCUS OF STUDY 

As pointed out in the previous chapter, although much research has been conducted in 

the area of transformative learning about adult learning, few researchers have directed 

their attention towards transformative learning in university undergraduate learning. This 

is a gap in the body of knowledge that this study attempted to address. The expectation 

was to determine whether transformative learning would respond to change in the study 

of Human Anatomy by the students, particularly where students’ lives might show a 

conflict between unexamined assumptions about what they believed and how they lived. 

Considering the gap in the body of knowledge, I sought to determine whether the use of 

transformative learning strategies could empower the students to develop new 

perspectives, not only towards their study of Human Anatomy, but also in their study of 
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medicine, their own lives, and the world in general. Furthermore, there is abundant 

literature on the ideals and the prescriptive directions and approaches to transformative 

learning practices. However, there are a few empirical studies concerning the actual 

learning experiences of the individuals who are subjected to such transformative learning 

practices (Branch, 1998a, 1998b; Merriam & Ntseane, 2008; Moriarty, McKinlay & Tanne, 

2006– see Section 1.2). Consequently, there is an increasing vacuum between the 

rhetoric on what transformative learning practices could and should be and how students 

who have entered university straight from high school would actually experience and be 

impacted by transformative learning in their undergraduate courses, like Human 

Anatomy, at the field or experimental level. 

I sought to fill this gap by conducting a comprehensive exploration of the learning 

experiences of the 44 MBChB ECP students to determine how these experiences would 

raise the students’ awareness and commitment towards a number of social (particularly 

medical) issues. The aim was further to strengthen or develop their commitment to 

address or redress those issues and encourage and support them to translate their 

commitment into action. The main research question and the five research sub-questions 

that guided and shaped the study are listed in Section 1.3. I hoped that this exploratory 

study would add to the existing body of knowledge about the roles that university 

education could play in the social transformation of the lives of students. It was further 

expected that this research could illuminate the potential and challenges of 

transformational learning of university students in their undergraduate courses or studies. 

Finally, it became my expectation that this study would contribute to furthering good 

teaching and learning practices in education that promote social transformation in higher 

education curricula, and serve to counter the current environment of pessimism 

surrounding transformative teaching and learning practices. 

4.3 RESEARCH DESIGN  

Mouton (2003:8) asserts that a research design is a blueprint that needs to be followed 

to achieve the research objectives. Burns and Grove (2003; Gray, Grove & Sutherland, 

2017) also explain that a research design is a blueprint for conducting a study to maximise 
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control over factors that could interfere with the validity of the findings. The control 

provided by the design increases the probability that the study results would be an 

accurate reflection of reality. Therefore, the researcher must select the most appropriate 

design to meet the aims and objectives of the study (Parahoo, 1997; Parahoo, 2014). In 

the study, the most applicable design that was considered most suitable to capture the 

participants’ experiences of transformative learning is qualitative research. 

4.3.1 Qualitative research 

According to Creswell (2007, 2014, 2017), qualitative research involves a process of 

analysis founded on a distinctive methodological convention of analysis that probes a 

social or human phenomenon. The researcher puts together many-sided, comprehensive 

descriptions, scrutinises words, thoroughly interprets the opinions and observations of the 

participants, and implements the research at a site or location where the phenomenon 

being investigated normally takes place. Creswell (2009) further expounds that qualitative 

research uses varied philosophical beliefs; approaches of analysis; and procedures of 

data gathering, investigation and clarification. While the processes are analogous, 

qualitative methods depend on text or manuscript and image data, have distinctive stages 

in data analysis, and employ different approaches of analysis (2009). 

This means that qualitative research procedures involve a number of different 

perspectives, which, according to Creswell (2009, 2014), range from social justice 

perspectives (Denzin & Lincoln, 2005) to socio-political perspectives (Lather, 1991), 

through philosophical viewpoints (Schwandt, 2000) to methodical procedural guidelines 

(Creswell, 2007; Corbin & Strauss, 2007). Quantitative research on the other hand is an 

approach for testing objective theories by examining the relationship among variables. 

These variables, in turn, can be measured, typically on instruments, so that numbered 

data can be analysed using statistical procedures (Creswell, 2014). In other words 

quantitative research is a research in which data are collected or coded into numerical 

forms, and to which statistical analyses may be applied to determine the significance of 

the findings. 
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In this study, the researcher needed to consider all these perspectives in order to select 

the most appropriate procedure that was suitable for the study. Strauss and Corbin (1998; 

Gravetter & Forzano, 2018) define qualitative research as the type of research that 

produces findings that cannot be arrived at by statistical procedures or other means of 

quantification. Bryman (2001) concurs and clarifies that qualitative research is a research 

approach that typically highlights words or descriptions instead of calculations, 

measurements and computations. 

Considering this, Creswell (2009) mentions the characteristics of qualitative enquiry 

wherein qualitative researchers carry out procedures at the normal site where the 

phenomenon under investigation takes place. The researchers find it appropriate to 

gather data in the field at the location where the participants actually meet or encounter 

the problem or phenomenon they want to investigate. At the site of investigation, 

researchers have direct contact and collaboration with one another over the period of the 

investigation. Researchers are the main tools or implementers of data gathering as they 

collect the data themselves by inspecting documents, observing behaviour, or conduct 

interviews with participants without using or depending on questionnaires or instruments 

prepared by other researchers. They collect multiple sources of data like interviews, 

observations, and documents without depending on a sole or single data source alone. 

Then the researchers analyse, decode and organise all the data into categories or themes 

that extend or spread out over all the data sources.  

Inductive data analysis generates patterns, categories and themes from the bottom up by 

amalgamating the data into gradually more abstract units of information. Researchers 

work back and forth between the themes and the databank until they establish a 

comprehensive set of themes. In the entire qualitative research process, the researcher 

maintains an emphasis on the knowledge and understanding that researchers have about 

the phenomenon, but not the knowledge and understanding that researchers bring to the 

study. The research process for qualitative researchers is emergent, which implies that 

the researchers cannot securely prescribe the original plan for the research and some or 

all of the steps of the process may alter or move after the researchers enter the field and 
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start to gather data. The theoretical lens that researchers frequently employ to view their 

research, like the notion of culture, which is crucial in ethnography, gender, race, or class 

differences may be structured around recognising the social, political or historical 

framework of the phenomenon under investigation. Creswell (2009) further notes that 

qualitative research is a type of interpretive inquiry where researchers create an 

interpretation of what they perceive, hear, and comprehend. They cannot alienate their 

interpretations from their own backgrounds, history, perspectives, and previous 

understandings. Researchers attempt to create an all-inclusive, general description of a 

complex representation of the problem or subject for the research. This includes reporting 

complex viewpoints, recognising the various factors included in a situation, and normally 

outlining the broader picture that emerges (Creswell, 2009). 

Likewise, Cohen, Manion and Morrison (2000), referring to Lincoln and Guba (1985) and 

Bogdan and Biklen (1992), explain that in a qualitative analysis, the normal situation in 

which the subject or issue under investigation occurs forms the prime basis of the data, 

which are descriptive. There is an emphasis on processes rather than mere outcomes. 

The data are analysed inductively instead of using prior categories, and are presented in 

terms of the participants’ views instead of those of the researchers. The researchers see 

and report the situation through the eyes of the participants as their validation is very 

important. This means that qualitative research or enquiry refers to a non-mathematical 

process of interpretation of the data whereby the researchers are required to ensure that 

the above-listed guidelines are followed, and processes carried out.  

In this study, the researcher adhered to these guidelines. Firstly, the study took place in 

the ‘natural setting’ of the phenomenon under study, which was the Human Anatomy 

classroom or lecture hall where the Human Anatomy lessons were held. This study 

explored how students experienced transformative learning in a Human Anatomy class 

where they were guided to interrogate, discuss and critically self-reflect on taken-for-

granted presuppositions and practices in their learning of Human Anatomy. Clearly, as 

pointed out by Strauss and Corbin (1998), the responses given by the participants could 

not be measured or quantified through statistical and mathematical procedures. 
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Moreover, Patton (1990) asserts that qualitative questions enable readers to enter into 

the other person’s point of view. Secondly, Kvale (1996) considers qualitative questions 

as a determination to comprehend the world from the perspectives of interviewees in 

order to describe their sense of understanding, and to determine their understanding of 

the world before a scientific justification. For these reasons, it was decided that the most 

appropriate design suitable for this study was qualitative research, which was supported 

by action research.  

4.4 POPULATION OF THE STUDY    

Creswell (2007) states that an important step leading to data collection is to find the 

people or place of the study and to gain access to it. This is essential as it helps the 

researcher to establish a rapport with the participants in order to assist them not to feel 

threatened when providing the required data. A study population consists of all the 

elements from which a researcher can select a sample for his study (Babbie, 2006). In 

this study, the population comprised first-year foundation medical students at a tertiary 

institution in a South African university who were studying Human Anatomy in 2017. In 

2017, 44 students registered for the course. Welman and Kruger (2005:182) emphasise 

that qualitative research explores the attitude, behaviour and motives of people in more 

depth and usually involves small numbers. However, as this study sought to explore the 

in-depth experiences of transformative teaching and learning strategies in an 

undergraduate course in a university, all 44 students participated in the study 

4.4.1 Selecting participants 

In the current study, I used the term participants to refer to the research participants as it 

is used in qualitative research; and because the participants were involved in the 

collection of the data. I selected the 2017 MBChB ECP students because it was their first 

year of studying in a higher education institution and it was also their first year and their 

first time studying Human Anatomy. Human Anatomy is not a subject that is studied in 

high school; the subjects that are closest to Human Anatomy are biology and Integrated 

Science. In the MBChB degree programme, Human Anatomy is studied in the second 
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year and again in the fourth year in Anatomical Pathology and Chemical Pathology. In 

accessing the participants, I wrote a letter to seek permission from the Research Ethics 

Committee (REC) of the institution where the study was conducted. I also requested the 

participants’ consent in writing before they were assigned or recruited as participants (see 

the section on Ethics). 

4.4.2 Sample and sampling technique 

The sample for this study comprised undergraduate students who were studying Human 

Anatomy in the foundation programme of the Bachelor of Medicine and Surgery (MBChB) 

degree at a university in the Gauteng Province of South Africa. The students selected for 

the sample were all in the first year of the foundation programme, referred to as the 

Extended Curriculum Programme, a seven-year programme to obtain access to the six-

year MBChB degree programme. In 2017, 44 students who registered for the foundation 

programme constituted the total sampled study participants 

4.4.2.1 Purposive sampling 

Creswell (2007) discusses the importance of selecting the appropriate candidates for 

interviews. He asserts that the researcher should utilise one of the various types of 

sampling strategies, such as criterion-based sampling or critical case sampling (among 

many others) in order to obtain qualified candidates that will provide the most credible 

information to the study. Creswell also suggests the importance of acquiring participants 

who will be willing to openly and honestly share information or “their story” (Creswell, 

2007:133). Moreover, Turner (2010) asserts that it might be more stress-free to carry out 

the interviews with participants in relaxed surroundings where the participants do not feel 

limited and constrained or edgy when providing information. Purposive sampling is 

conducted to raise the value of the data obtained from the participants facing the research 

problem(s) the researcher is interested in exploring. Patton (1990; 2002) refers to 

purposive sampling as selecting information-rich cases to study in-depth. Patton 

(2002:40–41) further emphasises that purposive sampling is aimed to obtain insight into 
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a phenomenon, such as the exploration of undergraduate students’ experiences of 

transformative learning in an undergraduate course. 

4.4.2.2 Selection of the Human Anatomy module 

My idea for selecting Human Anatomy and not any other subject was based more on 

inspiration because I thought that Human Anatomy had some qualities that would make 

it a desirable subject of research in the study of medicine for social transformation.  One 

characteristic that sets Human Anatomy apart from other similar subjects in the study of 

medicine to be used for social transformation is that Human Anatomy has been part of 

medical studies in a university setting for over 50 years. Therefore, I thought that Human 

Anatomy would provide a rare opportunity to gain some perspectives on learning 

experiences in medical studies to be used for social transformation in a higher education 

setting. It is this unique characteristic of Human Anatomy that led to my decision to focus 

on the students’ learning experiences in Human Anatomy and not their academic 

achievement or performances, or other aspects of the teaching and learning practices in 

the Human Anatomy class.  

While comparing students’ learning experiences across a number of subjects would lead 

to greater variations, and therefore, more generalisable data (Merriam, 1998), such a 

multi-case study could take the focus away from Human Anatomy. It is for this reason 

that I decided to conduct an in-depth exploration of the students’ learning experiences in 

Human Anatomy. Furthermore, as a person working in the unit of teaching and learning 

in one of the HEIs in South Africa, I hoped that the study would add to the body of 

knowledge on the importance of promoting education for social transformation in higher 

education settings. While I believe that education for social transformation should be 

available to individuals and students at various stages in their lives, I reiterate that it is 

particularly critical that these practices for social transformation be promoted at the higher 

education level as it is at that point that most students make major decisions about their 

future occupations and lifestyles.  
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4.5 DATA COLLECTION INSTRUMENTS   

It is indicated (De Vos et al., 2005; Whitley, 2002) that data can be collected using six 

methods, namely, computer-administered questionnaires, questionnaires administered to 

a group of people (focus group), individual interviews, interviews administered via emails 

or telephonically. While these methods have their own merits, circumstances or 

conditions also determine the appropriate method to be used. I elected to use interviews 

(Whitley, 2002; De Vos et al, 2005) as the research instrument to obtain data from the 

participants. In addition to personal interviews, I have made use of a self-reflection 

questionnaire to which the students had to respond (in writing) after they had used 

transformative learning strategies in the Human Anatomy class. The purpose of this 

questionnaire was to provide the opportunity for students to reflect on their use of 

transformational learning activities in the Human Anatomy class. These two instruments 

are discussed in the subsequent two sections. I also used an observation checklist that 

guided me to observe and evaluate/assess the way in which the lecturer and students 

applied transformative learning methods in the Human Anatomy class. 

4.5.1 Open-ended Questions   

Probably the most significant step in the data collection process is the preparation of 

questions, which assist the researcher to stay focused during the creation of questions 

and to circumvent any problems that might occur (Turner, 2010). McNamara (2009) 

recommends that the creation of questions should be done in such a way that there would 

not be any ambiguities in the responses that participants would provide to the questions. 

In addition, aspects such as the purpose and format of the questions, confidentiality, 

duration, contact details of the researcher and any questions from the participants should 

be addressed before participants respond to the questions. In this study, I used Open-

ended Questionnaires for the qualitative data gathered. Creswell (2007:131) notes that 

“for a phenomenological study, the process of collecting information involves…as many 

as 10 individuals. The important point is to describe the meaning of the phenomenon for 

a small number of individuals who have experienced it.” Open-ended Questions is one of 

the modes of information or data gathering, particularly in qualitative research. In this 
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study, Open-ended Questionnaires were used because I was interested in the stories of 

the participants and wanted to find out whether there would be any similarities or 

differences in the way they had experienced the phenomenon, which is transformative 

teaching and learning strategies in the Human Anatomy class. Stories are a way of 

knowing and De Vos and others describe narrating, and perhaps writing stories, as 

essentially a meaning-making process (De Vos et. al., 2005). This means that all open-

ended questions are interactive in that open-ended questions are deeply and inevitably 

implicated in creating meanings that supposedly reside within participants (Manning, 

1967). Open-ended Questionnaires were used in this study to allow the researcher to 

obtain an in-depth description of the way in which the participants experienced 

transformational theory in the Human Anatomy class. 

Four open-ended questionnaires were developed. The questions, asked in two phases, 

consisted of Open-ended Questionnaire 1 (see Appendix O) for the lecturer, and Open-

ended Questionnaire 3 (see Appendix Q) for students. These questions were asked 

before the participants (lecturer and students) were introduced to transformative teaching 

and learning methods. The purpose was to establish the teaching and learning methods 

or practices of the lecturer and students in the ECP Human Anatomy class before they 

were introduced to Transformative Learning Theory. The second set of open-ended 

questions, which involved Open-ended Questionnaire 2 (see Appendix P) for the lecturer 

and Open-ended Questionnaire 4 (see Appendix R) for the students, were responded to 

after the participants had used or applied transformative teaching and learning strategies 

in the Human Anatomy class. The Human Anatomy lessons or lectures throughout the 

data gathering period were carried out over four hours and ten minutes (4h10min) per 

week for ten weeks. The purpose was to determine and assess the experiences of both 

the lecturer and the students after they had applied transformative teaching and learning 

strategies in the Human Anatomy class. The fifth research instrument was the self-

reflective report that students were guided to write after they had applied transformative 

teaching and learning strategies in their class. The purpose was to guide the students to 

critically self-reflect on the way in which the transformational theory was applied in the 

teaching and learning practices in the Human Anatomy class. The Open-ended 
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Questionnaires were answered at the premises of the study site, which was the lecture 

hall where the Human Anatomy lectures or lessons took place. In other words, the 

collection of data took place in the ‘natural setting’ of the Human Anatomy lecture hall. 

The questions for both Open-ended Questionnaire 4 (Appendix R) and the self-reflective 

report that students were guided to write (Appendix S) took about 30 to 60 minutes to be 

completed. When the participants could provide no new information after the second or 

third cycle, the data collection process was considered as complete as a point of 

theoretical saturation was achieved (see Chapters 5 and 6). 

4.5.2 Open-ended questionnaire 

An open-ended questionnaire is essentially a list consisting of a set of structured 

questions that have been created to function as a guide for participants, researchers and 

investigators in gathering information or data around a specific topic or issue. According 

to Creswell (2007), an open-ended questionnaire is a form that contains all the questions 

the researcher wants to ask. In the present study, five open-ended questionnaires were 

used, three for students and two for the lecturer. Open-ended Questionnaire 1 (see 

Appendix O), which was answered by the lecturer before he was introduced to 

Transformational Theory, contained nine open-ended questions. The purpose was to 

establish the teaching methods that existed or that the lecturer used in the Human 

Anatomy class before he was introduced to transformative teaching methods. Open-

ended Questionnaire 2 (see Appendix P), which the lecturer responded to after he had 

applied transformative teaching methods in the Human Anatomy class consisted of six 

open-ended questions that aimed to determine how the lecturer experienced 

transformative teaching in the class. The students answered the third instrument, Open-

ended Questionnaire 3 (see Appendix Q) before they were introduced to transformative  

learning. It included six open-ended questions, the purpose of which was to obtain a base 

understanding of the learning strategies the students used in the Human Anatomy class 

prior to the implementation of Transformation Theory. Open-ended Questionnaire 4 (see 

Appendix R) contained five open-ended questions and three questions where students 

were to select the appropriate option from provided options. They could select more than 
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one option. The aim was to elicit how the students experienced transformative teaching 

and learning strategies in the Human Anatomy class. The final instrument, the self-

reflective report (see Appendix S) that students were guided to write, is discussed in the 

next section.  

All the open-ended questionnaires and the self-reflective report included follow-up 

questions, which were anticipated and included in the main questions to guide the 

participants to provide responses that were focused on the study in order to avoid 

responses that could be too general and unrelated to the study. The participants 

responded to all the questions in writing. The participants wrote their own responses 

themselves. Each participant completed the forms individually at the ‘natural site’ of the 

study, which was the Human Anatomy classroom. The results of Open-ended 

Questionnaire 1 (Appendix O) for the lecturer and Open-ended Questionnaire 3 

(Appendix Q) for the students, which were conducted before the participants were 

introduced to transformative teaching and learning methods are presented in Chapter 5. 

The results of Open-ended Questionnaire 2 (Appendix P) for the lecturer, Open-ended 

Questionnaire 4 (Appendix R) for the students and the self-reflective report (Appendix S) 

for the students, which the participants responded to after they had used Transformative 

Learning Theory in the Human Anatomy class are offered in Chapter 6.   

4.5.3 Student Self-reflective Report  

The fifth research instrument was the Student Self-reflective Report, which the researcher 

requested the students to write after providing them with guidelines. The students wrote 

the Self-reflective Report after they had applied transformative teaching and learning 

strategies in the class. The purpose was to guide students to engage in critical self-

reflection about the way in which Transformational Theory was applied in the teaching-

learning practices of Human Anatomy in the class. It consisted of seven open-ended 

questions, which were aimed at guiding the students to self-reflect critically on their 

experiences after they had used transformative teaching and learning strategies in the 

Human Anatomy class.  
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4.5.4 Follow-up questions 

Creswell (2007) notes that researchers are required to be flexible when constructing 

questions. He asserts that participants in answering questions would not essentially 

answer the question being asked by the researcher and might, in fact, answer a question 

that was asked in another question later in the open-ended questionnaire. To assist the 

participants to provide responses that focus on and are directly relevant to the questions 

being asked, I (in my role as the researcher) anticipated follow-up questions which I wrote 

down to probe and ensure that relevant answers were written down by the participants. 

In this respect, Creswell (2007) urges researchers to construct questions in a manner that 

will keep the participants on focus with their responses. In this study, the researcher 

anticipated follow-up questions, which he wrote down to, ensure that the participants 

provided responses that focused on the questions being asked and provided specificity. 

This was to ascertain that responses that could be too general and unconnected to the 

study were avoided in order to ensure that optimal responses were obtained from the 

participants (see Appendices O-R).  

4.5.5 Observation 

Creswell (2007:134-135), who refers to observation as one of the forms of data collection 

in qualitative research lists seven steps that he considers as essential: “Design[ing] an 

observational protocol as a method for recording notes in the field” (2007:134). An 

observation checklist (see Appendix N) guided me to observe and evaluate the way in 

which transformative teaching-learning strategies were applied in the Human Anatomy 

class, including the interaction between lecturer and students and among students. I also 

used the observation checklist to monitor students’ viewpoints or perceptions, which 

provided a better understanding of the  students’ thoughts or what Patton describes as 

“how people organized the world and the meaning they attach to what goes on in the 

world” (Patton, 1990:196), which otherwise  would not have been observable. The field 

observation further provided me with valuable data, which helped to deepen my 

understanding of the results that emerged from the interviews.  
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I also observed the Human Anatomy class as a researcher participant. This afforded me 

the opportunity to acquire an insider’s knowledge of the activities, events and interactions 

within the class. Likewise, I observed the levels of participation of the students and the 

general group dynamics in the class. Records of my own observations as a researcher 

participant, also referred to as field notes, were also kept. Glesne (1999) presents a 

continuum of the researcher participant’s role, which ranges from observer to observer 

as participant, to participant as observer, to full participant. Along this continuum, my role 

closely resembled that of an observer participant. As an observer participant in the class, 

I observed all the activities taking place in the classroom. However, I was not involved 

and did not observe projects that were conducted outside class hours. Participant 

observation, through observing classes and student interaction, provided me a more 

nuanced insight into the teaching and learning activities of the participants in the Human 

Anatomy class, which assisted me to have a deeper understanding of the themes that 

emerged.   

4.5.6 The researcher's role 

As qualitative research is interpretative, the researcher is naturally involved in a continued 

and intensive experience with the participants. This brings a number of strategic, ethical, 

and personal issues into the qualitative research process (Locke et al., 2007). As 

mentioned in the previous section, I had the advantage of working in the same institution 

where the study was situated. However, I followed all the requirements of gaining access 

to the institution, the Human Anatomy Department and the Human Anatomy classroom, 

requesting permission and consent from the appropriate offices and persons concerned. 

As stated in Chapter 1 (Section 1.1), I was employed by this institution to teach English 

Language to the MBChB ECP and BSc ECP students and this information made the 

students feel comfortable in my presence as some of them considered me as one of their 

lecturers. As stated earlier in this section, the study focused on students’ experiences and 

not on their academic performance. Hence, it would not benefit students to please me. 

Besides, I was no longer a lecturer as I left teaching English Language at the beginning 

of 2012 and joined the Teaching and Learning Department of the same institution. 
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Moreover, I stressed the significance of the confidentiality agreement, which assisted in 

creating a relaxed atmosphere in the class. Further, one of my roles as the researcher 

was to assure the participants of confidentiality. First, the participants were required not 

to write any names (either their own names or others) on the research instruments or any 

documents that were handed over to me. Their anonymity was ensured because the 

open-ended questionnaires to which they responded had numbers, but they were not 

aware that those numbers were the same as the numbers on their class list. Only the 

researcher knew this, but even the researcher could identify the students only when 

referring to the class list. Secondly, the pronoun ‘he’ was used to refer to both male and 

female participants, the researcher, lecturer and students (see Chapters 5, 6 and 7).    

4.6 DATA COLLECTION METHOD  

McNiff (2002) maintains that numerous data collection sources exist. He further indicates 

that it is significant to apply the method that is most suitable for the data collection of a 

specific study. This means that the purpose of gathering data needs to be guided by the 

fact that the collected data will assist to develop and enhance practice. In this study, the 

data were collected to develop a thick description of students’ personal experiences and 

critical self-reflections on how they were making meaning of the topics explored in their 

Human Anatomy class. Qualitative interviews were the main tool or instrument for 

gathering data. As stated earlier, the purpose of this study was to explore how students 

perceived and made meaning of their learning experiences in Human Anatomy. Patton 

(1990) asserts that a qualitative interview enables readers to understand the other 

person’s viewpoint. Semi-structured interviews were conducted as both the base and the 

post data gathering instruments because the researcher expected the responses of the 

participants to provide a broad understanding of the participants’ perspective in the area 

of participants’ epistemological and personal assumptions before and after they had been 

introduced to Transformation Learning Theory. 
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4.6.1 Data collection process  

The important issue was to ensure that the main research question, together with its five 

research sub-questions, linked or aligned with the data collection and the data analysis 

strategies used. I drew a table where the main research question and each research sub-

question was linked to the data collection strategy and the data analysis strategy, as 

illustrated in Table 4.1 below. 
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Table 4.1: The links between the main research question and sub-questions with the data collection and data analysis 

strategies  

Main Research Question Data Collection Strategies Data Analysis Strategies 

How can the introduction of 

transformative learning in a first-

year Human Anatomy module 

improve students’ understanding of 

the subject? 

1. Open-ended Questionnaire 1 & 2: 

Lecturer. 

2. Open-ended Questionnaire 3 & 4: 

Students.  

3. Student Self-reflective Report  

4. Observation checklist used during the 

    intervention phase. 

 

Logical Analysis through coding and 

classification (Braun & Clarke, 2006; 

Creswell, 2007; Maddison, 2005; 

Miles & Huberman, 1994; Wolcott, 

1994; 2014; Atlas.ti program 

[www.atlasti.com]). The main steps of 

coding the data (i.e. decreasing the 

data into meaningful parts and 

sections and allocating labels or 

names for the different parts and 

sections), merging the codes into 

broader categories or themes, and 

showing and making comparisons in 

the data, graphs, tables, and charts 

(Creswell, 2007, 2014; Braun & 

Clarke, 2006; Atlas.ti program 

[www.atlasti.com]). 

 

http://www.atlasti.com/
http://www.atlasti.com/
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Research sub-questions   

1. How can transformative learning 

strategies improve acquisition of in-

depth understanding of Human 

Anatomy? 

Open-ended Questionnaire 2: Lecturer- 

To be administered after the intervention.  

Open-ended Questionnaire 4: Students - 

After intervention. 

Student Self-reflective Report - After 

intervention. 

Observation checklist  

Logical Analysis through coding and 

classification (Maddison, 2005; Miles 

& Huberman, 1994; Wolcott, 1994). 

The main steps of coding the data (i.e. 

decreasing the data into meaningful 

parts and sections and allocating 

labels or names for the different parts 

and sections), merging the codes into 

broader categories or themes, and 

showing and making comparisons in 

the data, graphs, tables, and charts    

 (Braun & Clarke, 2006; Creswell, 

2007, 2014; Atlas.ti program 

[www.atlasti.com]). 

 

 

 

 

2. What are the design implications 

of transformative learning for a 

Human Anatomy class? 

Open-ended Questionnaire 2: Lecturer- 

To be administered after the intervention. 

Open-ended Questionnaire 4: Students - 

After intervention. 

Student Self-reflective Report - After 

intervention. 

Observation checklist  

 

3. What are students’ experiences 

with transformative learning in a 

Human Anatomy class? 

Open-ended Questionnaire 4: Students - 

After intervention. 

http://www.atlasti.com/
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Student Self-reflective Report - After 

intervention. 

Open-ended Questionnaire 2: Lecturer - 

After intervention. 

Observation checklist  

 

 

 

 

 

 

 

 

 

 

 

4. What are the experiences of the 

lecturer with transformative learning 

in a Human Anatomy class? 

Open-ended Questionnaire 2: Lecturer – 

After intervention. 

Observation checklist  

 

   

5. How should teaching strategies 

and learning experiences change to 

allow transformative learning?  

Observation checklist   

Open-ended Questionnaire 1 and 2: 

Lecturer- Before and after intervention. 

Open-ended Questionnaire 3 and 4: 

Students- Before and after intervention. 

Student Self-reflective Report  
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Table 4.1 maps out how the main research question and the research sub-questions are 

linked to the data collection instruments, data collection method and data analysis 

strategies and how these are related to one another. The next section explicates the 

process plan through which the data was collected. 

4.6.2 Data collection process plan   

This section elaborates on the plan through which the actual process of data collection 

occurred. The data collected, as listed in Figure 4.1, was done through the six steps 

below: 

Step 1:  Entry to the site and issues of consent. 

Step 2:  Administer Open-ended Questionnaire 1 and Open-ended Questionnaire 3: 

Establish existing teaching and learning practices of participants (lecturer 

and students) in the Human Anatomy class prior to intervention. 

Step 3:  Intervention: Coach participants about Transformation Theory. Participants 

apply or use transformative teaching and learning methods in ECP Human 

Anatomy class. Researcher uses observation checklist (see Appendix N) to 

observe and evaluate lessons in accordance with transformative teaching 

and learning methods in the Human Anatomy class.  

Decision making stage: Is the intervention successful?  If YES, continue to Step 4 but 

if NO go back to Step 3. I applied the Working Framework (see Figure 3.1), Kemmis and 

McTaggart’s (2000:564) cyclical, spiral model of action research (see Figure 2.4), a data 

collection process plan (see Figure 4.1) and the observation checklist (see Appendix N) 

until the intervention was successful or a point of saturation was achieved, whichever 

came first, and then I moved on to Step 4. 

Step 4:  Evaluation of how the participants experienced transformative teaching and 

learning strategies in the Human Anatomy class through administering 

Open-ended Questionnaire 2, Open-ended Questionnaire 4 and the 

Student Self-reflective Report to the participants.  
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Step 5:  Results and analysis of the data collected from all five research 

    instruments.  

Step 6:  Discussion, reflection, recommendations and conclusion. These steps,  

                     which are illustrated in Figure 4.1 below, are described in detail in the  

                     following paragraphs.  
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STEP 1

ENTRY INTO THE SITE

STEP 2

ESTABLISH EXISTING 
TEACHING AND LEARNING 

PRACTICES OF LECTURER AND 
STUDENTS 

STEP 3

INTERVENTION : APPLYING 
TRANSFORMATIVE TEACHING 
AND LEARNING METHODS IN 

ECP HUMAN ANATOMY 
CLASS

STEP 4

EVALUATION OF OUTCOMES/ 
EXPEREIENCE OF APPLICATION 

OF TRANSFORMATIVE 
TEACHING AND LEARNING 
METHODS IN ECP HUMAN 

ANATOMY CLASS

STEP 5

RESULTS AND ANALYSIS OF 
DATA COLLECTED

STEP 6

DISSCUSION , REFLECTION 
AND CONCLUSION

1.Request  Permission from the University Research 
Ethics Committee
2. Request permission from Acting Executive Dean
3.Request permission form HOD Human Anatomy 
Department 
4.Request consent from ECP Human Anatomy 
lecturer
5. Request consent from ECP Human Anatomy 
students

Administer interview schedule 1 : Lecturer

Administer Interview schedule 3: students

1.  .Researcher participant establishes :
1ecturers existing teaching methods  
(Interview schedule 1)
2. Students existing learning practices ( 
interview schedule3)
3. Students perception about admission 
into MBChB-ECP instead of main stream 
MBChB. 

2. Apply transformative teaching/learning 
methods in class

1.Coach Lecturer  and students about 
conditions that need to prevail or exist in 
the class

3. Researcher uses Observation Checklist 
in class; note down important 

observations  

1. Administer and evaluate  interview schedule 
2: Lecturer

3.Evaluate  Self – Reflective Report fOr  
students

1. Analyse responses from interview 
schedulen1&2:Lecturer ; before and after

2.  Analyse responses from interview 
schedule 2&4 and self-reflective response 
before and after intervention

              

Successful ?

YES

NO

2. Administer and evaluate  interview Schedule 
4: Students

3. All responses are coded and common 
theams identified
4. Researcher -participants observation 
check-list including notes taken are used 
tko support analysis

1.Discusssion of results and analysis

 

 Figure 4.1: Data collection process plan 
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4.6.3 Step 1: Entry to the site  

For entry to the site, the lecturer of the Human Anatomy at foundation level introduced 

me to the class, and I gave a short oral presentation of my study to outline the purpose 

of the study and what their participation meant. I also explained clearly that I had no 

intention of evaluating students, the lecturer, their class or programme, but rather that I 

aimed to explore the complex process of learning, particularly in the subject of Human 

Anatomy, from the undergraduate students’ perspective. I had already made copies of 

the consent forms that had been approved by the College of Education Research Ethics 

Committee (CEDUREC) with the Ethical Clearance Number from the institution where 

this study was registered. Firstly, I gave the lecturer copies of the Request Consent Form 

(see Appendix J: Request Consent Form to Lecturer) and the Response/Return Consent 

Form from the Lecturer (see Appendix K - Response/Return Consent Form from 

Lecturer). I also gave students copies of the Request Consent Form to Student (see 

Appendix L: Request Consent Form to Student) and the Response/Return Consent Form 

from the Student (see Appendix M: Response/Return Consent Form from Student).  

Secondly, I explained to the participants what the consent forms meant and what their 

implications were, and the fact that they could decide to take part in the study on their 

own without being compelled to do so. The researcher informed them that they could pull 

out at any time without providing any reasons. In order to assure the participants of their 

anonymity and confidentiality, they were not required to write their names on any of the 

research instruments. Rather, the researcher numbered all the research instruments from 

one to 44, including the consent and confidentiality agreement forms, according to the 

class list. The class list indicated the number of students that were registered for the 2017 

MBChB ECP Human Anatomy course, which differed from the student registration 

numbers (see Sections 5.2.1 and 6.2.1). After some of the participants (the lecturer and 

students) asked some questions and required clarifications, they voluntarily signed the 

Response/Return Consent Forms and returned these to me. They also returned the 

Request Consent Forms with the understanding that they could ask the researcher to 

give them a copy if there was a need for it. The issue of confidentiality was emphasised. 
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The need to keep all class discussions during learning activities or tasks confidential was 

key to the participants’ voluntary participation. All of the participants, namely, the 

students, the lecturer and the researcher, signed the Semi-Structured Interviews/Group 

Discussions Consent/Assent and Confidentiality Agreement Form (see Appendix T). The 

CEDUREC Ethical Clearance Number written on all the forms signed by the participants 

and the researcher. I also explained the fact that I would observe the class as a participant 

observer or participant researcher. At the beginning of the data collection, I spent some 

time with the students to establish a rapport with them so that they would not feel 

threatened and could participate freely in their class activities or provide the required 

responses in my presence.  

4.6.4 Step 2: Establishing the existing teaching and learning strategies in Human 

Anatomy class 

This phase of the data collection process involved the establishment of the existing 

teaching and learning practices of the lecturer and the students in the Human Anatomy 

classroom. To gather this information, the researcher administered Open-ended 

Questionnaire 1 for the lecturer and Open-ended Questionnaire 3 for the students before 

the participants were introduced to the Transformative Learning Theory in the Human 

Anatomy class. The purpose was to enable the researcher to ascertain or determine from 

the participants’ responses whether the participants applied transformative teaching and 

learning strategies in the Human Anatomy class prior to the implementation of 

Transformative Learning Theory in the Human Anatomy class. Secondly, the way in which 

the students’ perceived the fact that they were admitted into MBChB-ECP rather than the 

mainstream MBChB programme would also be identified from their responses to Open-

ended Questionnaire 3. The results are described further in Chapter 5.   

4.6.5 Step 3: Intervention: Applying transformative teaching and learning methods 

in the ECP Human Anatomy class 

This was the third step that involved the intervention phase of the data collection process 

plan (see Figure 4.1) where the researcher coached or introduced the participants (both 
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the lecturer and the students) to Transformative Learning Theory. First, the researcher 

facilitated a lesson on transformative learning which involved the whole class in a 

discussion, group discussion and individual reflection. The topics considered 

concentrated on an introduction, summary of teacher-centered and student-centered 

methods of teaching, deep, and surface approaches to learning (see section 2.5), 

definitions of transformative learning; and the conditions conducive to fostering 

transformative learning, including the roles of the lecturer or teacher, students and the 

teaching-learning environment. There were many interactions among the researcher, 

lecturer and students, as well conversations among students about the lesson during a 

two-hour session. I based the lesson on Apps’ (1994) contention that change cannot be 

commanded because it has more implications than just a simple change.  

Changing normal habits or practices of thinking and doing things requires people to be 

persuaded that change is really important (Apps, 1994). Transformation also includes 

some unlearning where previous or old knowledge needs to be scrutinised in view of the 

existing conditions or demands, and this scrutiny or examination should include both 

analytical reasoning and emotion (Gravette, 2004). The implication is that developmental 

processes that focus on accomplishing considerable change in previous or current ways 

of thinking and doing things need to concentrate purposefully on developing and 

cultivating change or transformation. This means that “developmental processes should 

not merely present the new or desired way of thinking and doing, but should involve 

participants in examining, enhancing and converting their personal reality” (Gravette, 

2004:260). Bearing this in mind, the researcher provided examples of the use of 

transformational learning in postgraduate and in-service programmes, and also with 

undergraduate medical students in their clinical training that had yielded positive results 

(see Section 1.2).  

At this juncture, I reiterated and emphasised that the aim of the study was not to examine 

the way in which the students or the lecturer performed, but to explore how the 

participants would experience transformational learning in the teaching and learning 

practices of Human Anatomy in the classroom situation. By using Kemmis and 
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McTaggart’s (2000:564) model of cyclical, spiral action research process (see Figure 2.4) 

and the data collection process plan (see Figure 4.1) to facilitate the teaching and learning 

process during the period of the intervention, the researcher hoped that the specific focus 

or concentration on fostering transformative learning in the Human Anatomy class would 

increase the probability or potential of enduring transformation in teaching and learning 

(Cranton, 1996). The lesson was facilitated through learning activities that required critical 

interrogation (Brookfield, 1990) while I, as the observer participant, played the role of 

‘compassionate critic’ (Boyd & Myers, 1988:268). 

4.6.5.1 Actual intervention applied in the study  

The second phase of step 3 was the intervention process itself, which involved the 

application and implementation of transformative teaching and learning strategies in the 

Human Anatomy class. The working framework (see Figure 3.1), Kemmis and 

McTaggart’s (2000:564) model of cyclical, spiral action research process (see Figure 2.4), 

the data collection process plan (Figure 4.1) and the first research instrument, the 

observation checklist (see Appendix N) were specifically and intentionally used to apply 

transformative teaching and learning methods in the Human Anatomy classroom. I 

regarded this specific and deliberate consideration or exploration of students’ 

assumptions, expectations and feelings as significant and crucial for four reasons. Firstly, 

it was fundamental for the fostering of transformative learning in the class. Secondly, I 

agree with Duckworth (1972) who maintains that if we fail to provide students with the 

opportunity to discover their own ideas and become aware of their own weaknesses and 

shortcomings, we will not assist them to interrogate their beliefs, but rather provide them 

with the language to conceal such beliefs. Thirdly, I expected that the process of critical 

reflection and discussion in which the students engaged would allow them to become 

conscious and mindful of their own beliefs and feelings, and open them up to discussion, 

reconsideration, evaluation and eventually to incorporating the newly appropriated 

meanings into an informed, integrated and conscious way of practice (Jarvis, 1999). 

Finally, I also believed that teachers’ concepts of learning and knowledge have an 

absolute and solid influence on their teaching practices (Prosser & Trigwell, 1999). 
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Likewise, students’ concepts of learning influence their approaches to learning (see 

Section 2.4). Therefore, a well-versed knowledgeable theory of practice needs a flawless 

and integrated understanding of these concepts to assist the participants in their practise 

of transformational learning in the Human Anatomy class.  

4.6.5.2 Working framework applied during the intervention 

The working framework (Figure 3.1) explored the way in which the assumptions that the 

students brought with them to the learning environment interrelated or interacted with the 

assumptions functioning within the classroom and how the students considered such 

interactions as they engaged in transformational learning. As stated earlier (see Chapter 

3), in this working framework, disorientation or dissonance referred to inconsistencies 

about a catalyst or trigger event, which is an important issue or perspective that 

emphasises the expectations, beliefs or assumptions that students bring to the learning 

environment or classroom. The working framework also 1) Considered the social 

influences and interactions in the class, the broader university culture, and the general 

societal culture in which the university is located that link the student, the classroom 

situation and the trigger event or catalyst; 2) Considered the assumptions or perspectives 

that students brought to class were considered crucial and fundamental as students 

engaged in the process of associating and relating their own assumptions or perspectives 

with those of other students; 3) Considered the social element of the learning process 

and its effects beyond the classroom, university and social contextual factors; 4) Assisted 

in the exploration of Mezirow’s Transformation Theory and the critiques about it; 5) 

Provided an exploration of elements (e.g. emotion) in the literature integrated into 

Mezirow’s Transformation Theory; 6) Explored assumptions and perspectives as part of 

the transformative experience, and integrated discussions about both individual students’ 

assumptions and a number of assumptions present in the topic/subject of the lesson or 

issue in the Human Anatomy course; 7) Allowed for a discussion of trigger events or 

feelings of discomfort in groups; and 8) Explored Burbules’ concept of power relations in 

the teaching-learning environment. Although I have numbered these eight steps 

separately, they are embedded in the teaching and learning activities in the class. In other 
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words, all eight steps simultaneously influenced the way in which the lecturer presented 

or taught any topic in the Human Anatomy class. For example, one cannot separate the 

social influences and interactions in the class, the broader university culture, and the 

general societal culture in which the university is located that connect the student, the 

classroom situation and the trigger event or catalyst (step 1) from the assumptions or 

perspectives that the students bring with them to class (step 2).   

My focus was to be more conscious and to try to integrate emotional and social aspects 

and power more fully into understanding transformative learning. The working framework, 

as applied during the intervention, broadened the notion of tension among multiple 

perspectives and the consideration of assumptions (Foley, 1999; Mezirow, 2000; Taylor, 

1998) to more fully integrate the issue of power in learning. This was achieved when the 

lecturer stimulated and encouraged students to challenge power, authority and ideology 

in learning through considering multiple perspectives and multiple sources of information 

and context, including their own experiences. Because the lecturer assisted and 

encouraged the students to challenge traditional power relationships in the Human 

Anatomy class, the students had a different experience of power that allowed them to be 

more active and interactive participants. They were further empowered as creators and 

contributors of knowledge generation in the class. Instead of a specific feeling of 

discomfort that draws attention to particular assumption differences among individual 

students, the experience of new power relationships in the class provided students 

access to a number of personally relevant issues, tension among perspectives, and an 

opportunity to explore underlying and powerful assumptions in a supportive, shared 

environment.   

4.6.5.3 Observation checklist and cyclical, spiral action research applied during intervention 

In addition, the working framework (Figure 3.1), Kemmis and McTaggart’s (2000:564) 

cyclical, spiral model of action research (see Figure 2.4), the data collection process plan 

(Figure 4.1) and the observation checklist (see Appendix N) assisted me to monitor and 

assess how transformative learning was applied in the Human Anatomy class.  
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The purpose of the observation checklist was to observe students’ participation in class, 

their interaction with one another, their in-depth understanding of Human Anatomy, the 

way in which the lecturer encouraged students to challenge power and ideology, and how 

he applied transformative teaching strategies in the Human Anatomy class. The lesson 

observation checklist had the following rating: 3 - Strongly evident, 2 - Somewhat evident 

and 1 - Not evident. The observation and rating were indicated in spaces provided by 

selecting 3, 2 or 1 as appropriately observed.  

Table 4.2: An example of Observation checklist applied during intervention 

 

A rating of 1 or 2 meant that a transformative teaching and learning strategy or strategies 

were not applied as expected, which means that the activity or activities had to be 

repeated where the facilitator (i.e. lecturer) had to use prompts, questioning, association 

or other ways to stimulate student understanding. A rating of 3 meant that transformative 

teaching and learning strategy or strategies were applied as expected, which would lead 

to new understanding or new knowledge, which was further discussed and critically 

reflected upon. This means that one cycle of planning, action and reflection had been 

completed. This changed the situation and another condition or set of conditions 

emerged, which required students to dig deeper or more fully into the issue and to arrive 

at a tentative best answer or answers. This also changed the second situation, which 

required other condition(s) for further discussions. This also required a revised plan, 

action and reflection until the students, who worked in groups, arrived at an answer or 

Example - The lecturer: 

Re-established the context (conclusion) for the lesson ___ 

Had students share what they learned __ 

Asked students why it was important __ 

Had students indicate how it related to them and could be applied in other 

modules/subjects and situations __ 

Had students show how the new learning added to what they already knew and would 

add to future learning __ 
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answers that were acceptable to all the members in the group. The groups shared their 

ideas/answers with the whole class before each lesson ended. Again, the different 

perspectives that emerged from the various groups were discussed and answer/answers 

or perspectives were arrived at. The discussions involved the issue or topic of the lesson, 

individual students’ ideas or perspectives, and other information that students searched 

for from books or the internet. Students used their mobile phones to browse the internet 

via Wi-Fi during their group discussions (see Chapters 2 and 3). This iterative cycle of 

activities (see Figure 2.4) was used for all tasks or activities in the Human Anatomy class 

throughout the period of intervention. When the intervention was checked as successful 

according to the observation checklist then the process moved to the next phase, which 

is step 4 (Figure 4.1). 

4.6.6 Step 4: Evaluation of experiences in applying transformative                     

teaching and learning strategies in a Human Anatomy class 

 
This fourth phase of the data collection process plan followed when the intervention was 

considered as successful, which means that the respondents were empowered to apply 

the transformative learning strategies that they had been introduced to for engaging in 

class activities or tasks. In the first week, students took more time to complete their 

activities, but this improved as they became more used to the transformative learning 

method. To discover the participants’ experiences with transformative learning, the third 

research instrument, Open-ended Questionnaire 2 (see Appendix P) for the lecturer and 

the fifth research instrument, Open-ended Questionnaire 4 (see Appendix R) for students 

were administered. This was after the intervention period, which consisted of the lecture 

periods of Human Anatomy during the data collection period of four hours and ten minutes 

(4h10min) per week for ten weeks. The purpose of Open-ended Questionnaire 2 was to 

determine the lecturer’s experience after using transformative teaching strategies in the 

Human Anatomy class. Similarly, Open-ended Questionnaire 4 was administered to 

establish the students’ experiences after they had used or applied transformative learning 

strategies in the Human Anatomy class. The sixth research instrument was the Student 

Self-reflective Report (see Appendix S), which was administered to the students after they 
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had applied transformative teaching and learning strategies in the class. The purpose 

was to guide students to critically self-reflect on the whole process of the way in which 

transformative learning was applied in the teaching and learning practices of Human 

Anatomy in the class. The results for Open-ended Questionnaire 2, Open-ended 

Questionnaire 4 and the Student Self-reflective Report are presented in Chapter 6. 

4.6.7 Step 5: Results and analysis of the data collected 

Coffey and Atkins (1996) suggest that coding should be considered essentially, as a 

heuristic way of exploring different ways of intermingling with and thinking about data.  

This guided me in terms of the overall process of data sorting. As I engaged in ‘dialogue’ 

with the raw data, any thoughts and insights that emerged were recorded. This provided 

me with a basic framework for the analysis. Generally, the analysis of data in qualitative 

research involves three main stages: i) Coding; ii) Categorising; and iii) Making sense of 

the essential meanings of the phenomenon (Creswell, 2007). Patterns and themes were 

generated, the main themes were identified, and possible relationships were traced. 

Some broad categories of themes were noted to serve as the basis for discussion. 

Transcripts were coded using Wolcott’s (1994) methods of analysis (see Table 4.1). The 

data analysis was conducted throughout the data collection period and beyond. The 

analyses consisted of several steps. I read each open-ended questionnaire several times, 

noting and coding similar broad categories and reducing them to main categories, codes 

and, finally, to themes. After familiarising myself with the open-ended questionnaires, I 

proceeded to coding the data. Moreover, I used open-ended questionnaires because I 

wanted to get every single Human Anatomy student’s opinions about how they 

experienced transformative learning and it would have been impractical to conduct 

interviews with all 44 of them. This was a time-consuming process since the major and 

minor codes were revised repeatedly. 
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4.6.7.1 Data analysis 

The analysis was based on thematic analysis, as expounded by Braun and Clarke (2006) 

and Creswell (2009, 2014).  Braun and Clarke (2006) have suggested a six-phase guide 

or a step-by-step guide for conducting or carrying out a thematic analysis as: 

1. Phase 1: familiarising yourself with the data; 

2. Phase 2: generating initial codes; 

3. Phase 3: searching for themes; 

4. Phase 4: reviewing themes; 

5. Phase 5: defining and naming themes; and 

6. Phase 6: producing the report. 

Similarly, Creswell (2009, 2014) has also proposed a six-step approach to data analysis 

as follows: 

1. Organise and prepare the data for analysis;  

2. Read through all the data, obtain a general sense of the information and reflect on 

its overall meaning; 

3. Code data by segmenting and labelling the text; 

4. Use codes to generate categories and themes by aggregating similar codes 

together;  

5. Connect and interrelate themes; and finally  

6. Construct a narrative. 

An inductive approach was used in analysing the data. An inductive approach means that 

the themes identified are strongly connected to the data themselves (Patton, 1990). In 

this study, the themes emerged from the responses provided by the participants (see 

Section 5.2.1). I also acknowledged Braun and Clarke’s (2006:12) assertion that 

“researchers cannot free themselves of their theoretical and epistemological 
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commitments, and [that] data are not coded in an epistemological vacuum.” According to 

the two authors, a theme “captures something important about the data in relation to the 

research question, which represents some level of patterned response or meaning within 

the data set” (Braun & Clarke, 2006:10). They further note that “the ‘keyness’ of a theme 

is not necessarily dependent on quantifiable measures - but in terms of whether it 

captures something important in relation to the overall research question” (2006:10). I 

followed all the phases or steps and suggestions as indicated in ongoing discussions. In 

the study, the themes identified were linked to the research questions, as well as to 

related literature and the theoretical framework (see Chapters 2, 3, 5 and 6). I used the 

Atlas.ti program (www.atlasti.com), a computer-based/ program (Creswell, 2009, 2014) 

to do the final analysis. 

According to Creswell (2014), the Atlas.ti program (www.atlasti.com) is one of the 

computer software programs used in analysing data. He explains that hand coding is a 

back breaking and time-consuming process, even with data from few individuals. The 

Atlas.ti program has the capacity to organise, sort, and search for information in text or 

image databases. It has the search capability to locate all text associated with specific 

codes, interrelated codes and the relationship among codes. For Creswell (2014), the use 

of a computer software program is an efficient method of storing and locating qualitative 

data, although the researcher still needs to read each text/transcription and assign codes, 

the process is faster and more proficient than hand coding. Moreover, with big databases, 

the researcher is quickly able to locate all manuscripts or text sections coded the same, 

and is able to establish whether participants are responding to a code idea in the same 

or a different manner. Forty-four students participated in this study, which caused me to 

select the Atlas.ti program as an efficient method not only for analysing the data, but also 

for storing and locating interrelated codes and relationships among codes. Further, the 

Atlas.ti program also assisted me to locate the transcripts of the students’ responses that 

were coded the same. It also assisted me determine whether the students were 

responding to a code idea in similar or different ways. Descriptions of the results are 

presented in Chapters 5 and 6. 

http://www.atlasti.com/
http://www.atlasti.com/
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4.6.8 Step 6: Discussion, reflection, recommendations and conclusion  

This was the final step of the data process plan (see Figure 4.1) that was used in the 

actual method of data collection and analysis. The findings were discussed, reflected 

upon and recommendations and conclusions were drawn (see Chapters 7 and 8). 

.   

4.7 TRUSTWORTHINESS 

Oates (2008) states that trustworthiness concerns the trust that can be kept and 

maintained in a study. A study is dependable or trustworthy when the methodologies 

employed are suitable to provide a true report of the views and opinions of the 

respondents. A study is further considered trustworthy when the study is impartial and 

unbiased, and when it benefits respondents and similar groups to comprehend their 

situations and to improve them (Holloway & Wheeler, 2002). In this study, authenticity 

was attained as the researcher was fair to all the respondents. Moreover, the researcher 

was impartial and unbiased, and consequently gained the acceptance of the respondents 

throughout the study. Holloway and Wheeler (2002) further indicate that trustworthiness 

in qualitative research implies methodological dependability and appropriateness. The 

research instruments of the study consisted of open-ended questionnaires and self-

reflective report guidelines for the participants, and an observation checklist for the 

researcher. In terms of the soundness and adequacy of these research instruments, I 

drafted the open-ended questionnaires, self-reflective report guidelines and the 

observation checklist and presented them to my supervisor, who scrutinised them to 

determine the extent to which they adequately and accurately reflected the ideas they 

were intended to explore (Creswell, 2009). My supervisor assisted me to rework the 

questions and added prompts or follow-up questions that were meant to guide the 

participants to provide responses that would not be too general but would focus on the 

questions directly. I prepared the final questions for the open-ended questionnaires, self-

reflective report guidelines and the observation checklist. I checked for the accuracy of 
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the findings by reading through each of the participants’ responses to the open-ended 

questionnaires several times to ensure that there were no mistakes. 

Oates (2008) goes on to state that trustworthiness relates to the way that trust can be 

maintained in a study. Judgment of trustworthiness was made possible by increasing 

consistency, relevance, dependability and credibility. Credibility relates to the idea of 

internal validity (Oates 2008). In this study, the participants understood and 

acknowledged the meaning that they gave to situations and the fairness and accuracy of 

the findings in their own shared setting and environment. The researcher ensured that 

the findings concurred with the views and opinions of the participants (Holloway & 

Wheeler, 2002). Credibility was also confirmed through the repeated actions of class 

activities, as postulated in the action research model by Kemmis and McTaggart (2000: 

564), the data collection process plan (see Figure 4.1) and also by doing prolonged and 

varied field work through effective discourse among the participants and critical self-

reflections. Relevance is defined as “being pertinent [and] having direct bearing” (Oates 

2008:295). The understanding and awareness acquired in the study will be applicable to 

other situations, and those who conduct similar research in other settings will be able to 

use the ideas that have been developed in this study (Holloway & Wheeler, 2002).  

Oates (2008) defines dependability as how well a research procedure and the data are 

documented. For the findings or results of a study to be trustworthy, they should be 

dependable and accurate. Oates (2008) further declares that confirmability answers the 

question: Have the audience been told enough about the study to judge whether the 

findings do flow from the data and the experiences in the setting? In the study, the themes, 

findings, and their interpretations were clearly linked (see Chapter 5, 6 and 7). An 

independent professional decoder also reviewed the data analysis; and the researcher, 

through member checking, read each open-ended questionnaire to ensure that 

information had been accurately captured. Detailed rich, thick descriptions of the findings 

were provided through presenting direct statements from a number of participants 

(Creswell, 2009). Braun and Clarke (2006) refers to this as “prevalence” which they 

maintain “work rhetorically to suggest a theme really existed in the data, and to convince 
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us they are reporting truthfully about the data” (Braun & Clarke, 2006:11). In this study, 

the responses from the students showed that a similar theme had emerged from the 

responses of many students. I have indicated this or shown the “prevalence” by writing 

the number of students whose responses reflected a similar theme. For example, in 

Section 6.2.3 I indicate that seven students mentioned that transformative teaching and 

learning methods had permitted them to participate and be involved in class activities and 

they had shown interest in the topics presented in class. According to Braun and Clarke 

(2006), the “prevalence” - seven students - suggests that a theme really existed in the 

data and that the students were reporting truthfully. 

Moreover, the researcher spent prolonged time in the Human Anatomy class. I think it is 

appropriate to reiterate that I was (and still am at the time of writing this report) working 

at the same institution where the study was conducted and therefore attended all the 

Human Anatomy lectures throughout the data gathering period for four hours and ten 

minutes (4h10min) per week for ten weeks. I need to explain that although I was doing 

the research at my own institution and attended all the Human Anatomy lectures/lessons, 

neither this nor my presence in the class influenced the research results. Firstly, the study 

focused on the experiences and not the impact on the students of transformative teaching 

and learning. Secondly, the research was not conducted to investigate the teaching and 

learning practices of the participants. The researcher was interested in the experiences 

of the participants, be it positive or negative. Therefore, it would not have benefited the 

results of the research nor the researcher to influence the participants during the 

intervention. Conversely, it would not have benefited the participants to please the 

researcher since the results of the study would not influence the academic performance 

of the students nor the lecturer. Creswell (2009) upholds that, 

The researcher develops an in-depth understanding of the phenomenon under study and 

can convey detail [information] about the site and the people that lends credibility to the 

narrative account. The more experience that a researcher has with participants in their 

actual setting, the more accurate or valid will be the findings” (Creswell, 2009:192).  

Accordingly, I ensured that the selected participants were in their actual setting or natural 

site through: 
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 Selecting the relevant course and year of study, participants, and the instruments 

of data collection and data analysis; 

 Ensuring a good rapport between the researcher and the participants; and 

 Using structured questions for the open-ended questionnaires (Oppenheim, 1992). 

Therefore, it is the researcher’s view that if the same instruments were to be administered 

to the same participants, within the same situation and analysing with the same method, 

the findings of that study would still be consistent with the findings of this study. 

4.8 ETHICAL CONSIDERATIONS   

Wisker (2008; Wisker & Robinson, 2014) asserts that all research should be ethical. 

Further, Welman and Kruger (2005) expound that ethical considerations occur at three 

stages of a research project: 

 When participants are recruited;  

 During the intervention or measurement procedure to which they are subjected; 

and  

 In the release of the results. 

In this study, the ethical issues were considered according to the three stages identified 

above 

4.8.1 Ethical considerations when the participants were recruited 

Olivier (2004) asserts that a study that requires human involvement needs to be 

appraised by an ethics committee to decide whether the study should be certified to 

continue or not. As this study involved human participation, it was reviewed and certified 

by the College of Education Research Ethics Committee (CEDUREC) at the University of 

South Africa (UNISA) where this study was registered. The CEDUREC further required 

that the study should also be reviewed and approved by the Research Ethics Committee 

at the institution where the research was to be conducted. Since this study was conducted 

in the natural setting of the university classroom with participants (both lecturer and 
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students) who were listed members of the university, it was required that I should seek 

permission and consent from the university where the study occurred. The first office or 

authority in the institution that I needed to request permission from was the Research 

Ethics Committee (REC) of the institution. I submitted a letter requesting permission to 

conduct the study using the CEDU at Unisa letterhead, which was approved and signed 

by my promoter, Prof Emeritus WJ Fraser (see Appendix I). The REC at the institution 

granted me permission in writing. With that letter, I requested permission from the 

Executive Dean (that position no longer exist in that institution), and informed the Dean 

of the School where the Human Anatomy course was housed, as well as the Head of 

Department of Human Anatomy. Furthermore, individual respondents gave their consent 

to participate in the study after the researcher had explained the informed consent form 

to them. The individual participants comprised the lecturer and students of the ECP 

Human Anatomy course of 2017 (see Appendices I-M). Their consent covered their 

participation in the study and the release or publication of the thesis at scientific 

conferences. Before the fieldwork commenced, I requested consent from both the lecturer 

and the students to allow me to observe the class as a participant researcher, I also 

emphasised that their involvement was not compulsory and that any of them could pull 

out at any point without having to provide any reasons for their withdrawal.  

To assure the participants of the confidentiality of any information they provided either in 

their written responses to the open-ended questionnaires and the Student Self-reflective 

Report, or orally in answering questions in class and making contributions during class 

activities; all the individual participants (lecturer, students and myself as the researcher 

participant) were requested to sign a confidentiality agreement form (see Appendix T). 

Prior to signing the confidentiality agreement form, I explained thoroughly what the 

confidentiality agreement meant and emphasised the need to keep everything that was 

said or done in the Human Anatomy class during the intervention period confidential and 

to maintain secrecy about the intervention. To ensure anonymity, they were informed not 

to write their names on any of the forms that they completed. The students were allocated 

numbers on their class list to conceal their identity. The data were gathered in a manner 

that did not hinder the standard class activities of the participants and the routine activities 
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of the institution. According to Creswell (2014), the researcher is required to inform 

participants of their right to confidentiality and anonymity and the fact that they can 

withdraw from the research at any time without giving any reasons. Anonymity and 

confidentiality includes addresses, email and telephone contacts. In this study, 

confidentiality and anonymity of participants were ensured because their names, 

addresses, email and telephone contacts did not appear on any of the research 

instruments.    

4.8.2 Ethical considerations during the intervention or measurement procedure 

Researchers carrying out a qualitative study face the challenge of their incapability to 

detach their personal understanding from the study during analysis. In this study, the 

precautions taken to prevent this were: 

 First, the collected data research instruments (open-ended questionnaires & Self-

reflective Report guidelines) were edited to detect and eradicate the errors 

exposed (Cohen, Manion & Morrison 2000). 

 Second, anonymity, confidentiality and the privacy of the participants enabled the 

researcher to distance her personal opinions from the study during analysis (see 

Chapter 7). 

 Third, as the participants agreed to participate in the study, the researcher was 

obligated to treat them with respect and courtesy because they did not receive any 

monetary compensation or any reward for their participation. This was a kind 

gesture that the researcher needed to respond to with humility and civility in the 

way in which the researcher associated with the participants.   

4.8.3 Ethical considerations during the release of the results 

It remained my obligation to debrief or report back to the participants after the successful 

completion of the data collection. According to Whitley (2002), debriefing mainly involves 

the researcher conducting a post-research interview with the intention of informing the 

participants about the benefits of the study; and to clarify whether any deception was 
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used. In this study, there was no deception. Finally, it was an opportunity to express my 

appreciation to the participants for taking part in the study. 

4.9 SUMMARY 

In this chapter, the research design and methodology, as well as the data analysis 

process used for the study were expatiated. Moreover, the ethical considerations, which 

concerned the process of the study, were also mentioned. The next chapter deals with 

the results of the existing methods of teaching and learning in the ECP Human Anatomy 

class.  
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CHAPTER 5 : RESULTS OF EXISTING METHODS OF 

TEACHING AND LEARNING IN ECP HUMAN ANATOMY 

CLASS PRIOR TO INTERVENTION 

5.1 INTRODUCTION 

This chapter addresses research sub-question 1: How can transformative learning 

strategies improve the acquisition of in-depth understanding of Human Anatomy? In 

responding to this research sub-question, Open-ended Questionnaire 1 (attached as 

Appendix O) and Open-ended Questionnaire 3 (attached as Appendix Q) were used. The 

purpose was to delineate the teaching methods of the lecturer and the learning strategies 

of the students that existed in the ECP Human Anatomy class before transformative 

teaching and learning methods were introduced. This was important as the chapter 

focused on the key aspect that the study aimed to investigate, namely, the responses of 

first-year Anatomy class to transformative learning in an extended curriculum programme 

in an undergraduate Human Anatomy class. It is worth noting that the Observation 

checklist was not applied at this initial stage (section 4.6.5.3) where the existing teaching 

and learning strategies of the participants were established before transformative learning 

theory was applied in the class. According to the data collection process plan (Figure 4.1), 

the data analysed in this chapter were collected before the intervention, and therefore, 

the Observation checklist was not applicable.  

It was critical to determine the learning methods that these traditionally aged 

undergraduate university students used to study Human Anatomy, as well as the teaching 

methods that the lecturer utilised in teaching these students prior to the implementation 

of Transformative Learning Theory in the ECP Human Anatomy class. This served as a 

baseline against which the introduction of Transformative Learning Theory could be 

evaluated or assessed. To achieve this, Open-ended Questionnaire 3 for students 

(Appendix Q) and Open-ended Questionnaire 1 for the lecturer (Appendix O) were 

administered before the participants were exposed to Transformative Learning Theory. 

The themes that emerged reflected the answers that the participants provided to the 
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questions from the above-mentioned questionnaires. This is expounded on in Sections 

5.2 and 5.3. The first section (5.2) of the chapter presents the results from the data 

collected from Open-ended Questionnaire 3 (Appendix Q), which described the learning 

methods of the students. The second section (5.3) gathered data from Open-ended 

Questionnaire 1 (Appendix O) on the teaching methods of the lecturer. The next section 

presents the results from the data analysis of Open-ended Questionnaire 3 (Appendix Q) 

for students. 

5.2 RESULTS REGARDING THE LEARNING STRATEGIES OF THE STUDENTS IN ECP 

HUMAN ANATOMY CLASS PRIOR TO INTERVENTION 

In this section, I provide short descriptions of the results depicting the students’ 

description of the methods that they used to study Human Anatomy. This was based on 

the responses they provided to the questions from Open-ended Questionnaire 3 

(Appendix Q), which was based on research sub-question 1: How can transformative 

learning strategies improve the acquisition of in-depth understanding of Human Anatomy? 

Seven main themes and their sub-themes or categories emerged. These are: students’ 

selection of this university for their undergraduate degree studies, students’ choice of the 

Bachelor of Medicine and Surgery degree programme, students’ feelings about ECP, how 

the students studied Human Anatomy, what the students expected from the university, 

students’ background or previous knowledge in the Human Anatomy module and 

students’ experiences or perceptions of the possible influences of the Human Anatomy 

class on themselves (behaviour, attitude and perceptions).  

In recording the results, the identified elements were both quantified and qualified in order 

to demonstrate the effect or impact thereof. In other words, a theme or category identified 

was substantiated by the number or quantity (i.e. a roman figure) of students who had 

expressed the same idea or sentiment. In addition, the participants provided some 

quotations as proof to qualify what they had said. By quantifying and qualifying the themes 

or categories, I do not mean to imply a linear process, discrete separation of the themes 

found, or a particular prescribed order. I acknowledge that any division into the elements 
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of the learning approaches of students is artificial and that some of the uniqueness of the 

learning strategies for individual students could be lost in the process. However, because 

my intention in this study was to focus on students’ experiences of transformative 

learning, I describe the themes because they help in exploring the similarities and 

differences among students.  

Furthermore, the quantification of the elements assisted in highlighting the fact that the 

learning strategies of individual students not only demonstrate an in-depth or deeper 

understanding of the phenomenon of student learning strategies, but also authenticate or 

confirm the extent to which such phenomena were widespread among students in the 

ECP Human Anatomy class before the implementation of transformative learning in the 

class (Braun & Clarke, 2006). This was thought to be critical because it provided the basis 

upon which transformative learning among these students was measured after it had 

been implemented in the ECP Human Anatomy class. It is also important to the study as 

a whole because the study aimed to determine the responses of first-year Human 

Anatomy students to transformative learning in an extended curriculum programme in an 

undergraduate Human Anatomy class. Therefore, the baseline data from Open-ended 

Questionnaire 3 (Appendix Q) for the students assisted me to compare the data prior and 

post intervention.  

Forty-four (44) students were registered for the ECP programme in 2017 and they were 

listed or numbered as one to 44 according to the student who was first registered until the 

last student who was registered as number forty-four. This was a mere numerical listing 

to show the number of students registered for the 2017 ECP programme and this is 

referred to as the class list. This means that number 10 or 25 on the class list was the 

learner who was registered as the 10th or 25th student in the 2017 ECP group of students. 

It should also be mentioned that the students were allocated registered numbers that 

identified them as students or members of the University community and this is referred 

to as a student registration number, which is different from the number on the class list. 

In this study, the students are referred to by the numbers on the class list and not their 

registration numbers. A number of copies of Open-ended Questionnaire 3 (Appendix Q) 
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were printed and numbered from one to 44 based on the class list. These were distributed 

to students according to the class list. In other words, student number two on the class 

list received Open-ended Questionnaire 3 (Appendix Q) that was also numbered ‘two’. 

This was done for confidentiality and anonymity purposes because only the researcher 

had access to this information (see Section 4.9.1).  

In recording the results, some quotations were cited to substantiate the statements that 

the students wrote. The Atlas.ti software program was used for the analysis of the data. 

In each of the quotations that was cited, the number after the letter Q was the number of 

the particular Open-ended Questionnaire 3 (Appendix Q) that a student of that particular 

number on the class list answered. For example: Quotation 1 - PD: Q 2_1 docx - [25: 

25] where the figure 2 refers to number 2 of Open-ended Questionnaire 3 (Appendix Q) 

which student number 2 on the class list answered and underscore_1 refers to before 

or pre-intervention. For Open-ended Questionnaire 4 (Appendix R), the above example 

would be written as follows: Quotation 1 - PD: Q 2_2 docx - [25: 25] where the figure 2 

refers to number 2 of Open-ended Questionnaire 4 (Appendix R) which student number 

2 on the class list answered and underscore_2 means post-intervention. Regarding 

the Student Self-reflective Report (attached as Appendix S), the example above would 

be recorded as follows: Quotation 1 - PD: Q 2_3 docx - [25: 25] where the figure 2 refers 

to number 2 of the Student Self-reflective Report (Appendix S) which student number 2 

on the class list answered and underscore_3 refers to the Student Self-reflective Report 

(Appendix S), which was the 3rd research instrument to which students responded. In 

the present study, the students are referred to as participants and therefore, the 

quotations cited are numbered as follows: ‘p. 2_1’ (participant 2 before intervention), ‘p. 

2_2’ (participant 2 after intervention), and ‘p. 2_3’ (participant 2 for the 3rd research 

instrument) as utilised in the subsequent sections and chapters. For the purposes of 

consistency and confidentiality, all the students, or rather participants are referred to as 

‘he’. Here, the pronoun ‘he’ is used to refer to both males and females in this study. As 

stated earlier, seven main themes and their sub-themes or categories were identified from 

the results from Open-ended Questionnaire 3 (Appendix Q) for students. Each of the main 

themes that emerged from the questions from Open-ended Questionnaire 3 (Appendix 
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Q) that were based on research sub-question 1, which is stated in the first paragraph 

above, are expounded on in the following paragraphs, commencing with the first theme 

identified from the results of the data analysis of Open-ended Questionnaire 3 (Appendix 

Q). This means that everything that is presented in this section (Section 5.2) refers to 

students only and not the lecturer.  

5.2.1 Selection of university for undergraduate degree studies  

5.2.1.1 Sub-theme 1.1: Acceptance from the university to pursue the Bachelor of Medicine and              

Surgery degree programme  

The first major theme that emanated from the results from Open-ended Questionnaire 3 

(Appendix Q), which was constructed from research sub-question 1, concerns the 

reasons that inspired students to choose to pursue their undergraduate studies at this 

particular university where this study was conducted. Several (12) students (p. 2_1, p. 

4_1, p. 5_1, p. 11_1, p. 15_1, p. 22_1, p. 24_1, p. 25_1, p. 29_1, p. 33_1, p. 34_1 and p. 

42_1) indicated that they elected to study at this institution because they were accepted 

by the university to study a Bachelor of Medicine and Surgery (MBChB) degree 

programme while other institutions turned their applications down.  

One of the students explained, “I had no choice because I hadn’t been accepted for this 

course at other institutions and since that I applied to almost every institution, this is the 

only one that has accepted me for MBCHB” (p. 24_1). Another participant (p. 15_1) 

concurred with the first respondent, stating, “Well I wanted to study medicine and this was 

the only institution that accepted me for my first option”; while a third student (participant 

5_1) agreed, pointing out that, “It is the only university that took me for medicine”. For 

another participant (p. 33_1), medicine had always been his first choice and he chose this 

institution because “it is the only university to let me study medicine”. The fifth student 

expressed similar sentiments, writing, “This is the only one that accepted me for the 

course which truly lies close to my heart” (p. 11_1). 

One student (p. 4_1) indicated that his decision to study at this university was because 

the institution had a high acceptance rate, while another student (p.29_1) emphasised 
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the fact that the institution had a comparatively or reasonably high tendency of accepting 

Black students into their curriculum. He wrote, “This university has relatively high 

acceptance rate for black students into their curriculum” (p. 29_1), and “[Unniv] University 

has a high acceptance rate. To be honest, it was my last option, but I am truly grateful 

that I actually got the call from the university offering me a place and opportunity” (p.4_1). 

For another participant (p. 39_1) the decision to pursue undergraduate medical education 

at the institution was influenced by the fact that the admission criteria for medicine were 

reasonable or lower than other universities, he stated: “The requirements for MBCHB at 

this university are reasonable or lower than the other universities.” For two other students 

(p. 9_1 and p.23_1), the decision to study at this university was based on affordability. 

These students were motivated by the fact that it was less expensive to study here than 

at other universities. They wrote, “Moreover it is more affordable than the other 

universities,” (p. 23_1) and, “While as an advantage it offers cheaper fees” (p. 9_1). 

Two other students (participant 7_1 and participant 41_1) noted that the motive for 

choosing to pursue their medical education at the institution was because the university 

cared about students. One of the students (p. 7_1) explained that the university did not 

exclude students when they failed to meet their financial obligations, and this student 

considered this as caring on the part of the institution; while the second student (p. 41_1) 

based his decision regarding his attendance on the university’s open day event, which 

made him realise that the institution cared about students. Here is what the students 

further wrote:  

“I choose it because there is no financial exclusion and they take care of their students. 

They make sure that you have a place where you live and also the behaviour of the 

students at the university is too good” (p.7_1). 

 
“I practically wanted to come here to do my undergraduate education, because of the open 

day event. Their open day event was wonderful and it made me realise that they are 

caretakers, and one of the graduates from here strongly recommend it” (p.41_1). 

Another element that emerged from the results, which alluded to the reasons that 

encouraged students to choose to study at this institution, was geographical 
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considerations. For four students (p. 11_1, p. 20_1, p. 37_1 and p. 38_1), the proximity 

of the institution to their homes made it a preferred university as reflected in these 

quotations: “I have always wanted to study my medical degree at a medical school that 

is situated close to my home” (p. 37_1); “Only university that was convenient for me and 

it was closer” (p. 20_1), and “It is also closer to home” (p.11_1). 

The final component that emerged from the results relating to the reasons that influenced 

students to select this institution as their preferred university was because it is a health 

related institution. One student (p. 3_1) wrote, “I chose this university because it is a 

health science university and I believe it will equip me with the required knowledge to 

become competent in the health sector.” Several (18) other students (p. 44_1, p. 3_1, p. 

5_1, p. 37_1, p. 32_1, p. 6_1, p.  8_1, p. 9_1, p. 11_1, p. 17_1, p. 18_1, p. 19_1, p. 26_1, 

p. 28_1, p. 35_1, p. 36_1, p. 40_1 and p. 43_1) corroborated participant 3_1’s answer 

because their decision to study at this university for their undergraduate medical 

education was due to the fact that it is a health-related institution. They emphasised that 

they preferred to associate with a health-related institution because to them, it would 

prepare or equip them with the knowledge they required to develop and enhance the 

competencies that are needed in the health sector. At this point, it is worth noting that the 

ECP students were already disadvantaged because of their poor academic performance. 

This means that by choosing a health-related university, these students hoped to receive 

the type of education that would empower them to become efficient and competent 

medical officers. Here are some examples of what they wrote: 

“I chose it because it deals purely of health sciences so that means it is good at what it 

does” (p. 44_1). 

 
“I chose to do my undergraduate education at this university because I made a research 

and found out that [Unniv] is one of the best medical universities in SA” (p. 9_1). 

  
“Basically I think the fact that this is a health university motivation comes in abundance as 

you always see people who study courses that are related to your field of study” (p. 32_1).  

  
“My mentor is a very good specialist who graduated from SMU” (p 11_1). 
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“Because my family doctor have given me advice and explained to me about all the 

universities and which ones are the best universities in medicine so that’s why I just end 

up choosing this university for my degree” (p. 8_1). 

The next section presents the second major theme that emerged from the results.  

 

5.2.2 Second Theme:  Choice of Bachelor of Medicine and Surgery programme  

5.2.2.1 Sub-theme 2.1: Service to society  

The second main theme that emerged from the results relates to the reasons that 

motivated students to opt for the Bachelor of Medicine and Surgery (MBChB) degree as 

their programme of study. Eighteen students (p. 3_1, p. 4_1, p. 5_1, p. 8_1, p. 9_1, p. 

15_1, p. 18_1, p. 20_1, p. 22_1, p. 23_1, p. 28_1, p. 32_1, p. 33_1, p, 34_1, p. 35_1, p. 

36_1, p. 37_1 and p. 41_1) stated that they decided on the Bachelor of Medicine and 

Surgery degree option because they wanted to serve others and save their lives. Here 

are some of their reflections: “Because I have always wanted to help people to find 

solutions to their health problems. I spent most of my life in hospital and seeing other 

doctors help me relief my pain inspired me to also help others. I know the pain of being 

sick and feeling helpless and my ultimate goal is to restore people’s lives and to give them 

a chance to live happily and free from pain” (p. 5_1). Another student (participant 36_1) 

supported the previous response as follows “I chose this program because I have a 

genuine desire to help the sick. I do not love to see people suffer and be in pain. I want 

to be the one who will help reduce or finish their pain.”  

The third participant (p. 33_1), who could relate to helping others as well, wrote as follows: 

“I have always loved looking after people, sick people to be specific, for studying MBCHB 

will help me fulfil that.” One participant (p. 9_1) not only wished to help other people but 

also desired to learn more about the human body, “I have a passion for the human body. 

I love being helpful to other people and MBCHB offers me the chance to help people and 

to be a crucial factor in people’s lives.”  
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5.2.2.2 Sub-theme 2.2: Reason for choosing Medicine as professional career 

Participant 23_1 wrote, “My goal is to become a doctor or a medical practitioner and help 

save lives”. Nine other students (p. 2_1, p. 6_1, p. 8_1, p. 11_1, p. 13_1, p. 25_1, p. 26_1, 

p. 34_1 and p. 37_1) also alluded to the fact that they aspired to pursue a career in 

medicine, which caused them to choose the MBChB option. The following comments from 

the participants illustrate this. Participant 8_1 indicated how he had focused on medicine 

from an early age to help people with their health: “From a young age I was wishing to be 

a doctor. Wear those white coats and help people with their health”. Medicine had also 

been the passion of two other participants (p. 13_1 and p. 37_1) from an early age; they 

wrote that, “Studying Bachelor of Medicine and Surgery has always been my passion and 

a very intense desire,” and “I chose this course because I have always wanted to be a 

doctor from my early age.” 

For many students, being accepted into medicine was a dream come true, “I pursue my 

dream of becoming a doctor” wrote participant 25_1. Another participant (p. 8_1) stressed 

his choice to build his own private practice and wrote, “love this program because I will 

be able to extend by having my own healthcare place.”  

Four (4) others (p. 4_1, p. 29_1, p. 39_1 and p. 43_1) were inspired by the fact that this 

option is internationally recognised and that it has more job opportunities because a 

student is guaranteed a job after studying more than other programmes that are offered 

by the University. According to them, the title of the Bachelor of Medicine and Surgery 

degree option is prestigious and the salary is good. One of the students (p.39_1) wrote 

that, “It’s good saving people’s lives when a great thing, you are guaranteed a job after 

studying other than other programs and it’s paying,” while another (p. 4_1) linked global 

recognition and career opportunities to the programme as follows: “Medicine is not only 

globally recognised but it also has a lot of career opportunities” (p. 4_1). “The title 

(prestige) and job opportunities from this program are heavenly” (p. 29_1). “The pay 

(salary) is good” (p. 43_1). One student specified that the decision to select this option 

was “a calling” and not a choice: “For me personally medicine has always been a passion 
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and calling cause we always grown with a burning desire in me from within. It’s not much 

of a choice but I’d say a calling” (p. 42_1).  

The fourth motivation for students to select the MBChB programme was the lack of 

doctors in the students’ own communities. Six participants (p. 2_1, p. 7_1, p. 23_1, p. 

29_1, p. 40_1 and p. 44_1) acknowledged that the lack of medical doctors in their 

communities was the motive for their choice of the MBChB programme for their 

undergraduate education, as illustrated in the quotations below: 

“Back in my hometown we have very few doctors and lots of sick people so I want to be a 

doctor to help my fellow beings both physically and emotionally” (p. 2_1). 

  
“In my district there is only one hospital, which is far away from my community and there 

are no specialists in the hospital. When my uncle was ill, he was transferred to a hospital 

in Pretoria. He did not have a family member to take care of him and his condition was 

bad. He missed his family so much and he was always bored. I realised how patients 

suffer from long distance hospitals. So I am passionate to overcome this situation in my 

district” (p. 7_1).  

 
 “My home village does not have enough doctors, so I want to increase the number and 

help my community” (p. 23_1). 

 
“Helping in the black community was a prime motive” (p. 29_1). 

 
“Due to lack of doctors & clinics or hospitals around my place I felt the need to be the 

solution to the village’s problems. Someone had to be the solution to the lack of doctors 

in the village and when I got the chance I just had to take it” (p. 40_1). 

 
“I noticed that there is a lack of doctors in my community” (p. 44_1). 

5.2.2.3 Sub-theme 2.3: Parents’ influence and students’ interest in the science of the body  

The third sub-theme identified by the results as to why the students chose to study the 

MBChB degree option was the students’ interest in health sciences. Five students (p. 

17_1, p. 23_1, p. 24_1, p. 38_1 and p. 44_1) cited that they were interested in health 

sciences and that was what motivated them to study medicine. For example, the reason 
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that encouraged participant p. 23_1 to decide to study Medicine captures the sentiments 

of the other participants. He cited as follows: 

“The passion I have for the human body and its composition exteriorly and internally. I 

have the passion to know the causes and treatment of those common chronic diseases 

spreading in our country and the whole world” (p. 23_1). 

The next section reports on the third main theme that originated from the results of the 

analysis of Open-ended Questionnaire 3 (Appendix Q) for students. 

5.2.3 Third Theme: Students’ feelings about the ECP programme  

The third main category that originated from the results concerns the feelings that the 

students expressed about the ECP programme. Students expressed both positive and 

negative feelings, which are explicated in the sections that follow.  

5.2.3.1 Sub-theme 3.1: Positive feelings about the ECP programme  

The students voiced their appreciation for the fact that they were given the opportunity to 

pursue the programme they wanted to pursue. To these students, they would never have 

had the opportunity to study medicine at any university if this institution had not admitted 

them into the ECP programme. Several (18) students (p. 2_1, p. 4_1, p. 5_1, p. 7_1, p. 

8_1, p. 9_1, p. 17_1, p. 18_1, p. 24_1, p. 25_1, p. 29_1, p. 33_1, p. 35_1, p. 36_1, p. 

40_1, p. 41_1, p. 42_1 and p. 44_1) stressed that they were grateful for the opportunity 

they had been given to pursue the career of their choice even though they had been 

placed in the ECP option. Two participants (p. 44_1 and p. 41_1) acknowledged the fact 

that they were blessed to have been given the opportunity to undertake the ECP option 

at this institution. One (p. 44_1) of them stated, “I feel blessed because I still get an 

opportunity to do MBCHB. If I was not admitted here, I would probably never get the 

opportunity to do MBCHB anywhere.” The other participant (p. 41_1) not only felt blessed, 

but also considered being admitted into the ECP option as a dream come true. He wrote, 

“As time goes by, I realised I am truly blessed with the programme because it gives us a 

chance to make our dream come true.”  
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For three other students (p. 2_1, p. 40_1 and p. 42_1), the ECP option was perceived as 

a second chance and a privilege that the institution had given them to pursue a career in 

medicine: 

“I realised how fortunate and privileged I am to be given a second chance of doing 

something that I really love” (p. 42_1). 

 
“I may not feel as proud as people in mainstream, but at least I will get a chance to be a 

medical practitioner, that’s what matters at the end of the day” (p. 40_1). 

“I have come to a realisation to be thankful for being given this opportunity, and […] to see 

my potential. So I have come to be thankful and grateful for this opportunity” (p. 2_1). 

5.2.3.2 Sub-theme 3.2: Feelings of inferiority 

One student (p.9_1) explained, “At the beginning of the year I felt like I was inferior to the 

other students. As though I was not or will never be good enough to be a medical student.” 

Four other students (p. 4_1, p. 22_1, p. 24_1 and p. 43_1) concurred with the previous 

respondent’s response by emphasising the fact that their admission into the ECP option 

made them feel inferior, incompetent and labelled ‘ECP’ as if they were not good enough 

to be admitted into the mainstream MBChB programme. One of the students (p. 43_1) 

stated, “I feel like I’m not good enough” and another (p. 24_1) wrote, “I thought my marks 

were not good enough.” The third student (p. 22_1) noted, “I feel bad and incomplete” (p. 

22_1). The fourth participant (p. 4_1) stressed the fact that it was good at the beginning 

but it became irritating when they were being constantly reminded that they were ECP 

students, “It was all good in the beginning but it gets irritating when we get reminded time 

and time again that we are ECP students.”  

The above descriptions have presented the third major theme that emerged from the 

results of the analysis of the responses that were provided to questions from Open-ended 

Questionnaire 3 (Appendix Q). This questionnaire was based on research sub-question 

1, as indicated at the beginning of this chapter. The next section is focused on the fourth 

main theme that emanated from the results.  



 
 
 
 

158 
 

5.2.4 Fourth Theme: How students study Human Anatomy  

The fourth major theme that emerged from the results from Open-ended Questionnaire 3 

(Appendix Q), which was based on research sub-question1, related to how the students 

studied Human Anatomy. 

5.2.4.1 Sub-theme 4.1: Repetition and rote learning  

The results revealed that several (14) students (p. 2_1, p. 3_1, p. 4_1, p. 9_1, p. 17_1, p. 

18_1, p. 19_1, p. 22_1, p. 23_1, p.25_1, p. 33_1, p. 34_1, p. 41_1 and p. 43_1) learned 

or studied Human Anatomy through repetition and rote learning. One student (p. 9_1) 

noted that he learned through memorising information: “I cram some terms and force 

myself to remember them daily by reciting them regularly” (p 9_1). Another (5) five 

participants who could relate to rote learning, stated the following: 

“You have to repeat the information you received for the very first time as many as you 

can so to keep it in mind and prevent forgetting easy” (p. 23_1). 

 
“I realised that anatomy requires a lot of repetition and I acquired a new skill of reciting 

things to help me better understand what I am studying” (p. 4_1). 

 
“Repetition of the work so that it remains in my brain (p. 17_1). 
  
“You learn how to adapt repeating/recording over and over a chapter until the information 

is captured in the mind” (p. 18_1). 

 
“Repetition - I always believe that repetition helps you to know your work very well” 

(p.33_1). 

5.2.4.2 Sub-theme 4.2: Peer group discussions 

Peer group discussions emerged as one of the ways in which the ECP students studied 

Human Anatomy. Participant 23_1 wrote, “Discussing human anatomy with others help 

you get what you missed when studying, help you correct your misunderstanding and 

misinterpretation of information I had when studying. It helps me recalls things easier.” 

Quite a number (24) of other students (p. 2_1, p. 4_1, p. 5_1, p. 6_1, p. 7_1, p. 8_1, p. 
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11_1, p. 15_1, p. 18_1, p. 19_1, 20_1, p. 22_1, p. 24_1, p. 28_1, p. 33_1, p. 34_1, p. 

35_1, p. 38_1, p. 39_1, p. 40_1, p. 41_1, p. 42_1, p. 43_1 and p. 44_1) also specified 

that they learned Human Anatomy by having peer group discussions about topics that 

were dealt with in class. Here are some of the reflections, “We form groups where we can 

discuss about what we have learnt in class” (p. 24_1). One student (p. 35_1) explained 

that they agreed to read certain chapters first and thereafter came together to share ideas 

about what they had read, “It is more like a group wherein we decide on certain chapters 

to study first on our own; after that we tell each other what we learnt and taking 

exchanging information to one another’ (p. 35_1). According to the third learner, peer 

group discussions helped them to learn from one another as reflected in his writing, “It 

helps me to know some information that I didn’t know and let other people know what I 

know” (p. 33_1). Three other students studied Human Anatomy as stated in the following 

quotations, “It’s a good thing that I share a room with one of my classmates. This makes 

it easier to consult and ask her to explain something to me whenever I do not understand 

something” (p. 4_1). “I usually discuss with some of my classmates after going through 

the theory” (p. 11_1). “I first study the chapters then I discuss them with my friends or ask 

someone I know for clarification” (p. 44_1). 

5.2.4.3 Sub-theme 4.3: Consultation with the lecturer  

The third element that the results revealed about how the students studied Human 

Anatomy was consultation with their lecturer. Four (4) students (p. 11_1, p. 24_1, p. 28_1 

and p. 32_1) indicated that they consulted their lecturer if they encountered difficulties 

when they studied. “I have appointments with my lecturer if I am facing difficulties,” wrote 

participant 11_1. Another participant (p. 28_1) concurred with the previous response 

when he stated, “And we also ask questions to our lecturer about questions we don’t 

understand” (p. 28_1). The third participant (p. 24_1) noted that he asked his peers or the 

lecturer questions about aspects or topics that he did not understand, “And if we 

encounter a problem, we ask others or sometimes our lecturer in class” (p. 24_1). 
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5.2.4.4 Sub-theme 4.4: Consultation with senior students 

Another component that emerged from the results concerning how the students studied 

Human Anatomy in the ECP class was consultation with senior students. Six students (p. 

3_1, p. 7_1, p. 17_1, p. 23_1, p. 25_1 and p. 41_1) pointed out that they consulted senior 

MBChB students to explain to them things that they did not understand, as illustrated in 

the following quotations, “I ask students who are in higher levels of MBCHB to explain to 

me what I do not understand” (p. 23_1). The other one wrote: “I ask previous ECP 1 

students to explain to me everything that I do not understand” (p.  25_1). The third student 

consulted his mentor whenever he encountered any difficulties in Human Anatomy: “With 

anatomy I talk to my mentor whenever there is something I don’t understand” (p. 41_1); 

while another student talked to his classmates and senior students to assist him: “I usually 

asks questions on topics I don’t understand to my fellow classmates, not only my 

classmates but also other medical students” (p. 17_1). 

5.2.4.5 Sub-theme 4.5: Self-study 

The fifth aspect that emerged from the results was self-study. Several (10) students (p. 

4_1, p. 6_1, p. 7_1, p. 8_1, p. 9_1, p. 29_1, p. 32_1, p. 36_1, p. 42_1 and p. 43_1) cited 

that their preference to learn Human Anatomy was through self-study where they used 

various strategies to learn. One student (p.8_1) preferred to read textbooks and thereafter 

explain the information to himself: “I study by just first reading the whole slide or textbook. 

When it get too much, I start explaining the information I studied to myself.” Participant 

43_1 could relate to the previous response, and stated, “I study the textbook and lecture 

notes and think about what I was studying.” For the third student (p. 42_1), another 

method of studying was adopted wherein he wrote down key words and phrases and 

studied as well as revised them for examination, “I use a new method of writing where I 

write keywords or phrases on a blank paper, recall them after a study session and revise 

them prior to examination” (p. 42_1). Two other participants (p. 4_1 and p. 29_1) stated 

that they preferred to study alone and consulted the internet when they did not understand 

something. They wrote as follows, “I have always preferred to study alone and consulting 

the internet whenever I need to” (p. 4_1), and “I rarely discuss my studies with people as 
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I am the kind of learner who study alone. I have always preferred to study alone and 

consulting the internet when I need to” (p. 29_1). 

5.2.4.6 Sub-theme 4.6: Variety or mixed learning strategies 

The sixth element that emerged from the results concerning how the students studied 

Human Anatomy was a variety of or mixed learning strategies. It was identified that (16) 

students (p. 5_1, p. 9_1, p. 11_1, p. 17_1, p. 22_1, p. 23_1, p. 24_1, p. 26_1, p. 28_1, p. 

34_1, p. 35_1, p. 36_1, p. 38_1, p. 40_1, p. 41_1 and p. 44_1) used diverse learning 

strategies such as making use of textbooks, video clips, articles and assignments to study 

Human Anatomy. Participant 5_1 not only used textbooks, slides, videos, YouTube and 

summaries to study and understand Human Anatomy, but also maintained that this 

assisted him to read and understand journal articles which, in turn, has enabled him to 

understand Human Anatomy better. This is what he wrote:  

“I study the textbook and make use of the slides. Drawing up summaries and watching 

videos on YouTube helps me understand the subject better. This has also enabled me to 

further understand the subject of the human body when I read articles in journals” (p. 5_1).  

Fifteen other students alluded to the fact that their use of videos, the internet, textbooks 

and assignments in studying Human Anatomy had enabled them to grasp or understand 

Human Anatomy. This is illustrated in the quotations below: 

“I usually watch anatomy and physiology-related videos to enhance my knowledge. That 

greatly has an impact on me because it helps me grasp easier” (p. 11_1). 

 
“I watch videos of anatomists explaining some chapters and also look up terms which I 

don’t understand on the internet” (p. 22_1). 

 
“I read my books and I watch videos online about Human Anatomy Then I study the slides 

of the lecturer” (p. 23_1). 

 
“Through the internet and textbooks. Also, assignments that we are given help us to do 

more research about a certain topic” (p. 24_1). 
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“I usually watch videos and medical related shows then discuss any new information with 

my mentor” (p. 40_1). 

 

5.2.4.7 Sub-theme 4.7: Learning skills by applying the information that the students learn 

Another element that the results registered relating to how students learned Human 

Anatomy was the fact that students learned skills through application. Several (8) 

students (p. 5_1, p. 22_1, p. 26_1, p. 32_1, p. 35_1, p. 42_1, p. 43_1 and p. 17_1) 

mentioned that they learned Human Anatomy skills through applying and putting the 

information they learned into practice. For participant 5_1, applying and putting the 

information he learned into practice enabled him to learn better as he wrote, “The textbook 

does give some information on how to apply the content we learn. By putting the content 

into practice, we learn better.” Another participant (p. 32_1) emphasised his preference 

to learn new skills by watching someone performing the action. He explained, “Regarding 

learning new skills, I prefer to watch someone applying the skill, in the meantime I pay 

great attention so that when I’m applying the same skills on my own so that I don’t make 

mistakes.” One other student (p. 26_1) said that he learnt new skills by doing or 

performing the action himself, “New skills we learnt are to locate different structures and 

organs in the body simply by palpation.” The fourth participant (p. 42_1) noted that he 

used his body as a model to study as he indicated, “I use my body as a model which 

makes it easier for me to study since I can see and feel them.” Participant 17_1 expressed 

similar sentiments when he wrote, “I study using my body as an example as it is easier 

for me to understand by physically seeing something.” 

For another five students (p. 9_1, p. 11_1, p. 23_1, p. 35_1 and p. 40_1), being able to 

communicate with others such as peers, senior students, their lecturer and other medical 

experts enabled them to learn skills in Human Anatomy. To these students, 

communicating or interacting with people they believed had already acquired such 

knowledge enhanced their learning of the necessary skills in Human Anatomy. This is 

exemplified in the following quotations: “I am taught by a medical doctor who also invites 

other medical professionals for certain lectures to enhance our understanding” (p. 11_1). 
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“Ask previous students on how to learn new things which I don’t know,” (p. 23_1) and “I 

communicate with a number of senior students” (p. 9_1).  

5.2.4.8 Sub-theme 4.8: Learning through their senses 

The ninth element that was discovered regarding the various ways in which the students 

learned skills in Human Anatomy was learning through the senses (visual, tactile, 

auditive). Students have different learning styles or preferred ways that enable them to 

learn effectively. For example, visual students learn better when the information is 

projected through pictures; tactile students learn effectively by doing or performing the 

information physically, while auditory students learn best by listening to the information 

that is being taught. The implication is that the lecturer needs to include all three types of 

learning styles or preferences in his teaching to provide equal opportunities for all 

students to learn optimally. A number (5) of students (p. 7_1, p. 8_1, p. 11_1, p. 24_1 and 

p. 37_1) noted that they optimised their learning by seeing what was being taught through 

pictures or other visual aids, by touching, doing or performing what is being taught; while 

others learned effectively by listening to the lecturer. For one student (p. 37_1), these 

physical senses helped him to understand better than using his imagination. He said, 

“Anatomy is really an interactive subject to study, because it requires you to relate what 

you’re studying with the things around you. So for me basically it is more effective when 

I tell people about what I’ve studied, and in that way I think physical things are easier to 

relate to than just imagination.” For another two (2) participants (p. 8_1 and p. 11_1), 

seeing pictures or visual aids enhanced their understanding and enabled them to learn 

better as he explained as follows, “When the slides they contain pictures, I can understand 

and be able to participate,” (p. 8_1) and “I would like to be exposed to more visual aids of 

the part of the human body. This will greatly help me grasp more” (p. 11_1).  

5.2.4.9 Sub-theme 4.9: Employing study skills 

Four students (p. 3_1, p. 25_1, p. 29_1 and p. 36_1) stated that the use of study skills 

such as note taking, mnemonics, terminology, acronyms and acrostics assisted them to 
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learn optimally. As one participant noted, mnemonics and songs were used for optimal 

learning:  

“We make mnemonics to know the types of body parts and functions. On our way to res 

in the bus we make songs that help us to never forget Human Anatomy. We use 

anatomical languages for us to get used to the Human Anatomy terminology.”  

In supporting the previous respondent’s answer, participant 40_1 confirmed that, “My 

peers and I joke around using anatomical terms that’s how I learn new skills of studying 

anatomy.” The third student used note taking skills to learn: “I use note taking skills from 

the study skills” (p. 3_1).For yet another participant (p. 29_1), the use of acronyms and 

acrostics enabled him to learn skills in Human Anatomy, “The use of acronyms and 

acrostics have proved to be effective for my studies in anatomy”. Here are some examples 

of acronyms and acrostics respectively: 

BUN - Blood Urea Nitrogen 

AKI - Acute Kidney (renal) injury  

UTI  - Urinary Tract Infection 

CAT - Computerized axial tomography 

Acrostics: Never let monkey eat banana, where: 

N - neutrophils 

L - lymphocytes 

M - monocytes 

E - Eosinophils 

B - Basophils   

The final aspect concerning the various ways used by the students to study Human 

Anatomy involved unique skills. Three participants (p. 20_1, p. 37_1 and p. 39_1) 

indicated that learning Human Anatomy required exceptional skills because it did not 

merely need students to study, but to understand in order to be able to apply what was 

learnt. Participant 37_1 wrote, “Learning anatomy requires a really unique skill, cause it’s 

not just about studying but understanding and being able to relate is more crucial.” The 
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second participant (p. 39_1) agreed as he wrote, “Learning anatomy really requires a 

unique skill cause it’s not just about studying but understanding” (p. 39); while the third 

student (p. 20_1) added that “Learning anatomy requires time and passion.” Unique skills 

in Human Anatomy refer to the ability to transfer theoretical knowledge (in Human 

Anatomy) into practical skills that are required when medical students do clinical or 

practical sessions, such as dissection in the second year (third year for ECP students) of 

the MBChB programme. The next section presents the results from the fifth main theme. 

5.2.5 Fifth Theme: What students expected from the university 

5.2.5.1 Sub-theme 5.1: Quality education and quality resources 

Quality education emerged as the fifth main theme that related to what the students 

expected to gain or benefit from the present institution on entering the university. A 

number (10) of students (p. 2_1, p. 4_1, p. 5_1, p. 7_1, p. 11_1, p. 22_1, p. 25_1, p. 26_1, 

p. 32_1 and p. 36_1) expected the institution to provide them with good quality resources, 

lecturers and facilities that would enable them to learn optimally. Five participants (p. 2_1, 

p. 4_1, p. 5_1, p. 11_1 and p. 26_1) expected very good facilities and resources such as 

good buildings and equipment. Participant 4_1 noted, “I expected things to be the best. 

From the buildings to the equipment, I expected perfection.” Another participant (p. 2_1) 

agreed when he wrote, “Good buildings.” Another participant (p. 5_1) expected better 

facilities since many of the courses offered by the institution are health related. The 

respondent wrote, “Honestly I had also expected better facilities because most of the 

courses are quite sensitive and need clean equipment” (p. 5_1). To the fourth participant 

(p. 11_1), the availability of space for lodging was what he expected, “I expected the 

university to have a lot of space available at the residence.”  

Four other students (p. 2_1, p. 7_1, p. 22_1, p. 26) thought that they would receive quality 

education from lecturers in a conducive learning environment. Three of the participants 

expected good lecturers and quality healthcare education. Participant 22_1 responded: 

“To get quality healthcare education.” Good lecturers and education were also expected 

by two other participants who wrote, “Good education” (p. 19_1 and p. 20_1), and “Good 
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lecturers” (p. 2_1). Another student (p. 7_1) wanted lecturers who are thoughtful and 

would treat students fairly. He said, “I expected to be treated fairly, serious lecturers.” The 

fifth participant (p. 26_1) pointed out that since the institution is a medical university, he 

expected professionalism in everything. He specified, “Since it is a medical university, I 

expected professionalism in every aspect” (p. 26_1). Two other participants wanted an 

environment that is conducive to learning. One of the participants (p. 26_1) noted: “I 

expected a healthy learning environment” while a participant (p. 15_1) wrote: “Really I 

knew I couldn’t know anyone since I’m from the Eastern Cape and the University is out 

of town so I knew it would be a conducive environment for learning.” 

5.2.5.2 Sub-theme 5.2: Academic success  

Another element that was revealed concerning what the students expected to gain from 

the university was the prospect or hope of achieving academic success. The majority (16) 

of the students (p. 3_1, p. 13_1, p. 15_1, p. 18_1, p. 22_1, p. 23_1, p. 2_1, p. 4_1, p. 7_1, 

p. 9_1, p. 32_1, p. 37_1, p. 38_1, p. 42_1, p. 43_1 and p. 44_1) hoped to acquire 

knowledge and skills that would enable them to obtain their degree in medicine. One 

student (p. 9_1) expressed the hope to complete the MBChB programme and qualify as 

a medical doctor. He stated, “I hope to get my MBCHB degree and leave here as a 

qualified doctor.” Another student (p.4_1), who shared a similar sentiment as the previous 

respondent, wrote, “I hope to achieve the success I have come here for.” For participant 

3_1, being able to acquire medical know-how and a degree in Medicine was the 

achievement or academic success he aspired to in studying at the university. He stated, 

“I had expectations of gaining medical knowledge and a medical degree” (p. 3). Two other 

participants (p. 2_1 and p. 7_1), who could relate to participant 3 in aspiring to achieve 

medical know-how and a medical degree, stated, “The obvious thing is to finish my degree 

within this 7 years period,” and “Out of my studies I hope to achieve my undergraduate 

degree in academic record”. Another student (p. 22_1) hoped to gain skills and acquire 

knowledge from his lecturers and professors. He wrote, “Acquire more skills and 

knowledge and learn a lot from lectures and professors.” Others who also expected 

academic success expressed themselves as follows:  
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“Very good grades and graduate cum laude” (p. 42_1). 
 
“The first thing I’m hoping to get is my MBCHB degree” (p. 28_1).  
 
“Most of all I expected to perform best as I will be focusing on my career” (p. 23_1). 
 
“And also, excellence marks in every module I do in my program” (p. 7_1). 

Twenty-three other students (p. 3_1, p. 4_1, p. 5_1, p. 6_1, p. 7_1, p. 8_1, p. 11_1, p. 

13_1, p. 17_1, p. 18_1, p. 23_1, p. 24_1, p. 25_1, p. 26_1, p. 28_1, p. 33_1, p. 34_1, p. 

35_1, p. 36_1, p. 37_1, p. 39_1, p. 40_1 and p. 41_1) expressed that they hoped to gain 

experience from their university education that would enable them to have a successful 

career in medicine. One respondent (p. 41_1) not only wished to have a successful career 

in medicine, but also hoped to be prepared or trained to be a good medical doctor. To this 

student, there is a difference between a medical doctor and a good medical doctor. He 

expressed himself as follows: “I hope that my degree helps me to become what I want to 

be. I truly hope that does groom me to be a doctor, not just a doctor, but a good doctor. I 

really find the difference between the two” (p. 41_1). Another student (p. 28_1) supported 

the previous response as follows: “And also all the experience I need in order to become 

a successful and good doctor”. Two other students (p. 33_1 and p. 34_1) voiced their 

aspiration of gaining experience that would assist them in their medical career as stated, 

“I hope to learn how to be understanding towards patients and to abide by the work 

ethics,” (p. 33_1) and “I hope to end up as a medical doctor that is full of knowledge and 

insight. One that can think on her feet” (p. 34_1). 

5.2.5.3 Sub-theme 5.3: Personal success and life skills 

To many other students, personal success was regarded as an important aspect of their 

university education. Several (10) students (p. 9_1, p. 20_1, p. 23_1, p. 24_1, p. 32_1, p. 

35_1, p. 40_1, p. 41_1, p. 42_1 and p. 44_1) emphasised that one of their expectations 

in coming to the university was to gain life experience that would assist them to achieve 

personal success by taking responsibility for their own lives as they were studying away 

from home. One student (p. 9_1) hoped to learn more than just Human Anatomy or 

physiology. He hoped to acquire life skills: “I hope to learn more than my anatomy or 
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physiology. I hope to acquire life skills. Where I can relate them with life experiences” (p. 

9). For participant 44_1, coming to university was an opportunity for him to learn more 

about himself, new cultures and meet new people. He wrote, “Getting to learn about new 

cultures, ways of life and meeting new people. I also expected to learn more about myself 

as I grow.” Other participants emphasised the fact that they not only expected to obtain 

an MBChB degree from their university education, but also aspired to acquire the 

knowledge and experience that would enable them to achieve personal success and 

improvement in every aspect of life. This is exemplified in these quotations: “Good 

personal skills,” (p. 19_1 and p. 20_1) “And I am also hoping to improve in every aspect 

of life,” (p. 41_1) and, “Basically, I like the fact that I will be an independent woman who 

relies on nobody” (p. 32_1). Others who shared a similar sentiment wrote as follows, “I 

also expected a place where I have to be responsible for the choices I make,” (p. 35_1), 

“And learning to be responsible since I am away from home,” (p. 24_1), “To grow and 

mature into a young independent woman,” (p. 42_1), “I expected to get new friends and 

start a new life on my own,” (p. 23_1) and, “Lots of morals and meeting new faces” (p. 

20_1). 

5.2.5.4 Sub-theme 5.4: Expectations not being met  

Another component that emerged from the results concerning what students expected 

from the university was undesirable conditions like large class numbers, as well as 

uncaring lecturers and students. It was clear from the responses of some students that 

they had negative expectations of the university such as unfavourable conditions like 

having 500 students in a class or lecturers who did not care about their students. 

However, when they arrived at the university, they did not experience such negative 

expectations, which means that these expectations were not met. Rather, what they 

experienced was contrary to their negative expectations. The following comments from 

the participants illustrate this. Many (7) students (p. 7_1, p. 8_1, p. 23_1, p. 32_1, p. 36_1, 

p. 39_1 and p. 41_1) anticipated that they would attend classes or lectures with large 

numbers of students, as mentioned in the following quotations: “I expected to attend 

lectures with many students of about 500,” (p. 39_1) and, “I only expected classroom and 
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lecture, because I have already been told about varsity life by those who are already in 

varsity” (p. 41_1). Participant 8_1 agreed with the responses as he commented: “Other 

expectations are that lecturers will be ruder, they do their job and be out of your way.” In 

contrast, three of the students (p. 36_1, p. 23_1 and p. 7_1) noted that what they found 

upon coming to the university was contrary to the undesirable conditions that they had 

anticipated. Two students (p. 36_1 and p. 23_1) found that the lecturers were kind and 

compassionate and were concerned about the well-being of the students, which was 

contrary to what they had expected. They wrote as follows:  “I have expected to have 

more strict lecturers who won’t have time for us, but I was wrong, a lecturer is more like 

a teacher,” (p. 36_1) and, “I expected lecturers not to care about us but ECP lecturers 

care and are always on our case” (p. 23_1). To the third student (p. 23_1), there were 

only 44 students in the ECP class instead of the hundreds of students he had expected. 

He wrote, “I expected to attend class with hundreds of students, but in ECP we attend as 

44 students.” Participant 7_1 also noted that the students were not abusive, which he had 

anticipated, “I expected students to be abusive, not caring about what they do” (p. 7_1). 

Finally, one student (p. 32_1) expected that there would be a lot of competition about 

clothes and cars among students but there was nothing like that as cited: “Such as in 

every university I expected it to be of a high class where there would be so much 

competition i.e. clothes and cars. But in this university, there is no such, you just enjoy 

studying” (p. 32_1). 

The final element that the results elicited, which related to what the students expected in 

coming to the university was work overload. However, the comments of 10 students (p. 

4_1, p. 6_1, p. 7-1, p. 8_1, p. 9_1, 17_1, p. 19_1, p. 24_1, p. 25_1 and p. 43_1) indicated 

that the quantity of work that the students encountered was more than they had 

anticipated. Two participants expressed surprise at the amount of work they faced: “I 

knew it was going to be a lot of work, but not this much,” (p. 4_1) and, “That I was never 

going to have time to myself. Also getting a 50% should make me jump up to the sky” (p. 

34_1). Two students’ comments about the workload are quoted as follows, “I expected 

the workload to be a piece of cake. I expected to cruise through university” (p. 9_1), and 

“Like it would be a walk in the park” (p. 43_1). Two others expected to have more free 
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time and fun. They wrote, “Not too much workload, freedom and fun,” (p. 6_1) and, “And 

more free time than high school” (p. 7_1). 

Section 5.2.6 presents the sixth main theme that emerged from the results.  

5.2.6 Sixth Theme: Students’ background knowledge in the Human Anatomy 

course 

5.2.6.1 Sub-theme 6.1: Related subjects and laboratory practicals  

The sixth main theme that emerged from the results concerns the background or previous 

knowledge of related subjects and laboratory practicals that students brought with them 

into the Human Anatomy course. The majority (25) of the students (p. 3_1, p. 5_1, p. 6_1, 

p. 7_1, p. 8_1, p. 9_1, p. 13_1, p. 17_1, p. 18_1, p. 19_1, p. 20_1, p. 22_1, p. 23_1, p. 

24_1, p. 25_1, p. 28_1, p. 29_1, p. 32_1, p. 35_1, p. 36_1, p. 37_1, p. 39_1, p. 41_1, p. 

42_1 and p. 44_1), indicated that the learning experience they had before entering the 

Human Anatomy course was related to subjects like Life Sciences, biology or laboratory 

(lab) practicals that they did in their high school education. One student stated, “I only 

brought the knowledge I obtained from the life sciences I learned throughout my high 

school life. There were sections I had ideas of, but I heard certain things for the first time 

this year” (p. 5_1). Another student noted that having Life Sciences knowledge from high 

school served as a foundation for the Human Anatomy course. He wrote, “I can say I 

come with a lot from Grade 12 Life Sciences because most of the things we do is what 

we did in Life Sciences. Even though is a bit advanced, having the foundation from 

secondary Life Sciences made a big difference” (p. 41_1). For a third student, his previous 

knowledge in Life Sciences and mathematics enabled him to solve problems in Human 

Anatomy. He said, “I have Life Sciences. I have maths which helps me to critically analyse 

any anatomy problem question” (p. 9_1).  

To another student, the previous knowledge and experience of how to behave in a 

laboratory assisted him in the Human Anatomy class: “I brought information that I got from 

my previous grades that are related to my studies and experience of how to act in a lab” 

(p. 8_1). For yet another student, his background knowledge in Life Sciences and biology 
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assisted him: “The understanding I came with is that at high school I studied Life Sciences 

(biology) and it contains most of the stuff in anatomy” (p. 28_1). Other students further 

indicated as follows: “The experience and understanding I brought with me are from Life 

Sciences that I did in high school,” (p. 44_1), “In high school, I had Life Sciences which 

was like anatomy,” (p. 17_1) and, “Since I studied life sciences in high school so it’s more 

like Human Anatomy” (p. 24_1). 

One student (p. 29_1) pointed out that he had studied an occupational therapy course at 

another university the previous year, which assisted him in the Human Anatomy class, “I 

was a student a previous year doing occupational therapy at University of the Western 

Cape, therefor I came across Human Anatomy with an advantage” (p. 29_1). For 

participant 36_1, the voluntary work he used to do at a certain hospital was the experience 

that he brought with him into the Human Anatomy class. The student indicated that 

doctors encouraged him to conduct research on disorders and diseases with their 

explanations, causes, signs and symptoms, and to that student, this and the knowledge 

he gained from high school constituted the background learning and understanding that 

assisted him in his study of Human Anatomy, “I used to volunteer at a certain hospital 

and doctors advised me to always research disorders and diseases together with their 

explanations (causes, signs, symptoms etc.). So, the point I’ve mentioned and the 

knowledge I have from high school relates to Human Anatomy” (p. 36_1).  

Five other students (p. 2_1, p. 15_1, p. 23_1, p. 37_1 and p. 43_1) stressed that their 

interpersonal and intrapersonal experiences helped them to relate to the study of Human 

Anatomy. One student wrote, “I think it’s because medicine has always been my choice. 

So my interest and passion for life sciences has really assisted me in the foundation of 

human anatomy because I’m able to relate” (p. 37_1). Another student said, “I can relate 

with people” (p. 23_1), while a third student noted that the ability to take care of other 

people was the experience that assisted him in his study of Human Anatomy, “Medicine 

requires a people person, and that is what I think I brought, the care for my fellow mates, 

teachers and patients” (p. 2_1). 
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It is apparent from the ongoing description of the themes that emerged from this section 

(sixth theme) that even before transformative teaching and learning methods were 

introduced in the ECP Human Anatomy class, the responses from some of the students 

revealed that transformative learning existed to some extent in the class. This will be 

discussed in detail in Chapter 7. The following section describes the seventh main theme 

that were identified from the results.  

5.2.7 Seventh Theme: Students’ experiences of the possible influences of the 

Human Anatomy class on themselves (behaviour, attitude and perceptions) 

5.2.7.1 Sub-theme 7.1: Human Anatomy class as motivation to learn  

The final major theme or category that emerged from the results relates to the fact that 

the students believed that the Human Anatomy class had had possible influences on their 

behaviour, attitude and perceptions. Several (5) students (p. 5_1, p. 7_1, p. 11_1, p. 26_1 

and p. 36_1) alluded to the fact that the Human Anatomy class had served as a motivation 

for them to learn and to know more. According to the students, the Human Anatomy class 

caused them to realise the need to study all the time and to read beyond their textbooks 

and syllabus. For one student (p. 11_1), it motivated him to be conversant with the theory 

in Human Anatomy because to him, the theory not only concerned his future work, but 

also would help him in diagnosing and treating his future patients.  He stated, “It motivates 

me to know my theory, because it is related to what and how I will be working in future. 

To know anatomy well will help me greatly in diagnosing and treating my patients” (p. 

11_1). Another participant (p. 36_1) mentioned that the Human Anatomy class had 

motivated him to study everyday instead of waiting until a test or examination was to be 

written. He expressed himself as follows, “I use to study the day before a test so Human 

Anatomy class has made me to study everyday even though I am not writing” (p. 36_1). 

Two other participants further explained, “I can now read medical related books and also 

watch medically related movies,” (p. 5_1) and, “It influence me to follow up doctor’s show, 

new articles, to follow the MEC of Gauteng updates and medical related movies” (p. 7_1). 
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5.2.7.2 Sub-theme 7.2: Human Anatomy class and change of behaviour 

The second element that the results identified relating to students’ experiences of the 

possible influences of the Human Anatomy class on their behaviour was perceived 

change in their attitude and actions. Seven students (p. 2_1, p. 13_1, p. 20_1, p. 22_1, 

p. 36_1, p. 37_1 and p. 39_1) noted that the Human Anatomy class had had possible 

influences on them in a way that had changed their attitude and actions. These students 

began to look at life with a new perspective and acted in ways that reflected their changed 

attitude. Here are some of their reflections.  

"I used to be a rough person, but knowing how uniquely strong yet fragile our bodies are, 

I no longer treat people in a rough way (punching them)” (p. 9_1). Another participant also 

referred to a change in his behaviour as follows, “I’m normally a noisy person so in my 

Anatomy class noise is not allowed so my behaviour now is a different one as I am 

obedient to my senior colleagues and I don’t make unnecessary noise” (p. 32_1). Another 

student (p. 25_1) supported the above responses as follows, “I know too much about the 

body, everything that happens in your system, so this changed my behaviour and the way 

I treat my body” (p. 25_1). Two other students wrote: “It influenced me in a mature way, I 

now look at life in a different perspective,” (p. 13_1) and, “I look into life with a new 

perspective” (p. 20_1). Participant 2_1 stated, “Your actions reflect your attitude. Thus, if 

your actions are full of positivity and a clear picture of the future it makes work very easy” 

(p. 2_1). For another participant (p. 36_1), the Human Anatomy class had made him 

realise that he needed discipline to succeed in life. He wrote, “The discipline in Human 

Anatomy class has shown me that in life I need discipline in order to make it in life and 

without it I am not going anywhere in life” (p. 36_1). Moreover, the Human Anatomy class 

had enabled participant 37_1 to mature in a way that made him realise the need to behave 

professionally. He said, “Anatomy has really influenced me in a mature manner. So, 

professionalism is more of a lifestyle for me” (p. 37_1). 
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5.2.7.3 Sub-theme 7.3: The role of the lecturer in changing their behaviour 

The influence of the lecturer on the students also came up as one of the results that 

emerged from the analysed data. Four students (P. 4_1, p. 29_1, p. 35_1 and p. 42_1) 

acknowledged that their lecturer had influenced their actions as illustrated in the following 

quotations, “We have a very strict lecturer. She always gives us a session of life lessons 

before our actual lecture. Each lesson she gives us I execute them into my everyday life 

and put them into action,” (p. 42_1), “My actions and behaviour have been influenced by 

my lecturer in a number of ways. She gives me great insight about living the life of a 

doctor,” (p. 4_1) and, “My actions have been influenced through my way of thinking. This 

was influenced by my lecturer which further resulted in a change in my actions” (p. 29_1). 

5.2.7.4 Sub-theme 7.4: The students acted with caution and care  

The fourth component that emerged from the results was the fact that the students acted 

with caution and cared because of their belief in the possible influence that the Human 

Anatomy class had had on their behaviour. Quite a number (18) of students (p. 3_1, p. 

5_1, p. 7_1, p. 9_1, p. 13_1, p. 17_1, p. 18_1, p. 19_1, p. 20_1, p. 23_1, p. 25_1, p. 32_1, 

p. 33_1, p. 34_1, p. 37_1, p. 39_1, p. 40_1 and p. 43_1) highlighted the fact that the 

Human Anatomy class had made them mindful about the way in which they behaved. The 

students had begun to realise that they needed to act with more caution and care than 

they did before they entered the Human Anatomy class. Here are some examples of what 

they wrote: “As we learnt more and more of the systems in our body, it made me more 

cautious about the things that I do,” (p. 34_1) and, “I am now more careful of my actions 

instead of doing things with no thought. I think about what I’m about to do as anatomy 

has taught me there are consequences to every action” (p. 17_1). The third participant 

explained, “I behave in a more cautious manner,” (p. 39_1) while participant 18 supported 

the above respondents in writing that, “Actions and behaviour changes and you realise 

through this subject that you had to be responsible and always be careful and on the 

lookout” (p. 18_1). 
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5.2.7.5 Sub-theme 7.5: Influence of the Human Anatomy class on student behaviour  

The fifth aspect that was derived from the results relating to the students’ comments on 

how the Human Anatomy class had influenced their behaviour was to act with increased 

awareness. Four students (p. 17_1, p. 26_1, p. 34_1 and p. 38_1) indicated that the 

Human Anatomy class has influenced the way in which they behaved because they 

began to act with increased awareness, more so than previously, as illustrated in the 

following examples: “I pay attention to everything no matter how petty it is” (p. 38_1). Two 

other students indicted, “I am much more aware of the human body and conditions others 

are physically faced with around me,” (p. 26_1) and, “I am more aware of my surroundings 

and I have learnt to behave differently around different people” (p. 17_1). Participant 34_1 

articulated the need for a person to be more cautious and act with increased awareness. 

He wrote, “The way in which little infections can affect our lives” (p. 34_1). 

The preceding section on how the Human Anatomy class had changed the way they in 

which these students behaved clearly shows that transformative learning had taken place 

or existed in the 2017 ECP Human Anatomy class before this study was conducted. 

Transformative learning can occur or happen unconsciously, instinctively, automatically 

and/or mechanically. In this instance, I think transformative learning occurred 

unconsciously among some of the students because as I (the researcher/observer 

participant) introduced the Theory of Transformative Learning during the coaching phase 

of the research process, it became clear that it was a novel idea to both the lecturer and 

students. This will be discussed in detail in Chapter 6, which is focused on the 

interpretation and discussion of the results from the data analysis of Open-ended 

Questionnaire 3 (Appendix Q) for students.  

5.2.7.6 Sub-theme 7.6: Responsibility towards sustaining life  

The sixth element that emerged from the results was responsibility towards sustaining 

life. Several (7) students (p. 7_1, p. 11_1, p. 23_1, p. 35_1, p. 36_1, p. 37_1 and p. 42_1) 

communicated that the Human Anatomy class had made them become mindful of their 

responsibility towards sustaining life. To the students, it was through the Human Anatomy 
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class that they became aware of their responsibility, as future doctors, of saving the lives 

of their future patients. It also made them realise the need to be precise and careful in 

treating their patients. The following comments from the participants demonstrate this. 

One participant (p. 42_1) mentioned that death should not be taken for granted. The 

respondent wrote, “Death is something that should not be taken lightly and as a doctor 

you should always treat your patients with precision and caution” (p. 42_1). Another  

student stated, “It is vital to take people’s lives seriously because the knowledge we have 

is the one we will use to treat patients” (p. 35_1). The third participant commented that he 

would try to sustain the life of his future patients, “You can get use to see someone die. 

If one of my patients die of my little mistake it will always be on my conscience. But I will 

try my best to keep my patients alive” (p. 7_1). For another participant, death could be 

prevented if people are taught about the basics of life through Human Anatomy. He 

commented, “Death can be prevented if there is someone who is taught about life basics 

and mostly anatomy” (p. 11_1). 

5.2.7.7 Sub-theme 7.7: Vulnerability of the human body 

Another component that emerged from the results was the vulnerability of the human 

body. A few (5) students (p. 26_1, p. 33_1, p. 34_1, p. 36_1, p. 15_1) noted that they had 

learned that the human body is vulnerable and therefore it is important to protect it. One 

student said, “When learning about the systems in the body, you notice that one little thing 

that can go wrong may be fatal” (p. 34_1). The second student wrote, “I learned that 

people die because they don’t know about the activities that takes place in the body” (p. 

33_1), while the third student indicated that he had gained a respect for life and that he 

did not take illnesses for granted, “My actions now are that I respect life more and don’t 

take illnesses for granted” (p. 15_1). The fourth student wrote, “I am aware of the fact that 

many thing could go wrong with the human body which may result in death … I do not 

have the mindset of death having superstition reasons but rather I am aware that a person 

could have died because of a fatal illness or anything that could have shut down the 

system” (p. 26_1). 
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5.2.7.8 Sub-theme 7.8: Frailty of the human body 

The eighth component that originated from the results was the frailty of the human body. 

Ten (10) students (p. 3_1, p. 15_1, p. 22_1, p. 26_1, p. 23_1, p. 28_1, p. 37_1, p. 40_1, 

p. 43_1 and p. 44_1) emphasised that the Human Anatomy class had caused them to 

realise that the human body is fragile, therefore, entrenching the need to respect the 

human body and protect it. For these ten students, the knowledge they had gained from 

the Human Anatomy class about the frailty of the body caused them to handle the body 

and organs carefully because most body parts and organs are vital and fragile. The 

following comments from the participants illustrate this. Participant 28_1 noted, “I always 

act in such a way that all my body organs are safe and protected from physical damage,” 

while participant p. 43_1 summarised the idea of the other participants as follows: 

“Learning about the structures made me realise we as people have to be careful when 

doing tasks because we might easily damage our tissues if we are not.” 

5.2.7.9 Sub-theme 7.9: Taking care of our own health 

The final element that emerged from the results related to the students comments about 

taking care of their own health. A number (7) of students (p. 9_1, p. 19_1, p. 24_1, p. 25-

1, p. 38_1, p. 40_1 and p. 41_1) stressed that the Human Anatomy class had made them 

mindful of the fact that they needed to take care of their own health. One student 

commented, “I’m not naïve anymore, I take good care of my body than I did before” (p. 

38_1). Another student, who could relate to the idea of taking care of his own health, 

wrote, “Now that I know a bit of the body’s physiology, I no longer act reckless in whatever 

I do, I take care of my body. I behave better than I did” (p. 40_1). One participant also 

reflected as follows, “When having an anatomy lecture that is related to real life events. 

That way I know which action can put someone or myself in danger. Thus I try to avoid 

such” (p. 41_1). 

The first part of this chapter (Section 5.2 above) has described the results of Open-ended 

Questionnaire 3 (Appendix Q), which concentrated exclusively on students. The next 
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section (Section 5.3 below) presents the results from Open-ended Questionnaire 1 

(Appendix O), which focused exclusively on the lecturer.  

5.3 RESULTS ESTABLISHING EXISTING TEACHING METHODS OF THE LECTURER IN 

THE HUMAN ANATOMY CLASS PRIOR TO THE INTERVENTION 

This section explores research sub-question 1: How can transformative learning 

strategies improve the acquisition of an in-depth understanding of Human Anatomy? 

Open-ended Questionnaire 1 (Appendix O) was used to collect data from the lecturer in 

response to research sub-question 1. It focused on establishing the existing teaching 

methods that the lecturer used in the Human Anatomy class prior to the intervention. This 

was critical, as it was important to document the teaching methods that the lecturer used 

in the ECP Human Anatomy class before they were introduced to transformative teaching 

and learning. The themes that emerged mirrored the responses that were provided by the 

lecturer to Open-ended Questionnaire 1, which were based on research sub-question 1 

as mentioned above. Demographic information and two main themes were identified, 

namely, students’ selection of university for their undergraduate degree studies, and the 

teaching methods applied by the lecturer prior to the intervention. I describe the main 

themes in detail in the subsequent paragraphs. In recording the results of the data that 

were collected by means of the Open-ended Questionnaire 1 (Appendix O) for the 

lecturer, the written responses of the lecturer were quoted and indicated as ‘Lect _1’. For 

Open-ended Questionnaire 2 (attached as Appendix P) the quotations or statements 

written by the lecturer are indicated as ‘Lect _2’. This means that the lecturer’s responses 

to Open-ended Questionnaire 1 (Appendix O) would be stated as ‘Lect _1’ to mean 

before the intervention, while Open-ended Questionnaire 2 (Appendix P) would be 

indicated as ‘Lect _2’ to mean after the intervention. As stated in Section 5.2, the 

pronoun ‘he’ was used in this study for both masculine and feminine participants.  

5.3.1 Demographic information 

The demographic information for the lecturer consisted of the lecturer’s experience in 

teaching Human Anatomy, and specifically his experience in teaching Human Anatomy 
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to ECP students. Although I will refer to the lecturer using male pronouns, the information 

gathered showed that the lecturer is a female in the age range of 50-60 years. He is a 

medical officer or practitioner by profession, and obtained his Bachelor of Medicine and 

Surgery (MBChB) degree in 1986, specialised as an Anatomist in 1999 when he obtained 

a Master of Science (MSc) degree in Human Anatomy, and is currently awaiting the 

results of the external assessment of his PhD degree in Human Anatomy at the time of 

this study. He practised as a medical officer from 1986 until 1995 when he started to 

teach. He taught Human Anatomy (full time) from 1995 until 2010 when he started to 

teach Human Anatomy (full time) to ECP students at the institution where this study was 

conducted. He is a senior lecturer at the Department of Anatomy and Histology and the 

course co-coordinator and tutor of the module ‘Medical Foundation Introduction to the 

Human Body (anatomy and physiology)’ at this institution. He is a member of many 

international and national scientific bodies, such as the American Association of 

Anatomists (AAA), the International Brain Research Organization (IBRO), the Third world 

Academy of women in Science (TWOWS), and the Anatomical Society of Southern Africa 

(ASSA). He is also involved in Community Development Projects, for instance, he is 

Chairperson of the Pretoria Chapter of the Haggai Institute Alumni Association of South 

Africa (HIAASA) from 2014 to date. The sections that follow concentrate only on the 

responses that the lecturer provided to Open-ended Questionnaire 1 (Appendix O).  

5.3.2 First Theme: Student selection of university for undergraduate degree studies 

5.3.2.1 Sub-theme 1.1: Choice of university  

The first main theme that emerged from the results related to why the students selected 

this institution for their undergraduate education. To the lecturer, the proximity or 

closeness of the institution to the homes of the students motivated the students’ decision 

to study at this particular university. The lecturer wrote, “Proximity – most being from 

Limpopo, Gauteng and Mpumalanga provinces” (Lect _1). The other reason was the fact 

that this institution was their last option where they could be accepted to study the 

Bachelor of Medicine and Surgery (MBChB) degree programme. To the lecturer, this 

institution was the last option for the students as they failed to obtain admission at other 
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universities to study medicine. The lecturer responded as follows, “Choice as last resort 

- if not taken by UCT, Wits, UP etc” (Lect_1). 

5.3.2.2 Sub-theme 1.2: Choice of the Bachelor of Medicine and Surgery degree programme 

The second sub-theme that emerged from the results concerned the reasons that 

motivated students’ choice of the Bachelor of Medicine and Surgery (MBChB) degree as 

their preferred programme of study. To the lecturer, the students chose this programme 

because they wanted to become doctors for various reasons. The lecturer noted that 

some students selected the MBChB programme for “prestige,” others for “future stability 

in life” while others did so because of “parental encouragement” (Lect_1).  

Two other reasons that the lecturer mentioned as the motive for the students’ choice of 

medicine was the lecturer’s own perceptions about the aims for teaching the Human 

Anatomy course to ECP students, and the overall aims of the MBChB programme. To the 

lecturer, one of the aims of teaching the Human Anatomy course to ECP students was to 

enable the students to cope when doing detailed Human Anatomy and physiology 

courses in the second year of the MBChB programme. The lecturer also stressed that 

one of the overall aims of the MBChB programme was to empower the students to 

become competent and clinically skilled medical doctors. The lecturer wrote, “To cope in 

2nd year when they do detailed Anatomy and Physiology Modules,” and, “To become 

medical doctors with complete/competent clinical skills” (Lect_1). The third reason that 

motivated students to select the MBChB programme, from the lecturer’s perspective, was 

how the aims of the Human Anatomy course aligned with the lecturer’s philosophy or 

approach to teaching.        

5.3.3 Second Theme: The teaching methods applied by lecturer prior to the 

intervention 

The second main theme that emerged from the results related to the teaching methods 

that the lecturer applied in the Human Anatomy class.  
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5.3.3.1 Sub-theme 2.1: A variety of teaching methods 

The lecturer had been using PowerPoint presentations, group discussions, practical 

sessions and group presentations in teaching ECP Human Anatomy students for the past 

three years. He wrote as follows, “Power point presentations; Group discussions; 

Practical sessions; Group presentation” (Lect_1). In responding to how he aligned his 

philosophy of teaching with the aims of the Human Anatomy course, the lecturer 

responded as follows, “Teaching in itself is not useful until learning has occurred” 

(Lect_1). Another issue that emerged from the results relating to teaching Human 

Anatomy was the background or previous knowledge that the students had in Human 

Anatomy on entering the university. To the lecturer, the students had minimal previous 

knowledge or understanding of Human Anatomy prior to their acceptance to the ECP 

programme. The lecturer stated, “Minimal (from human Biology),” and, “Minimal (from 

Biology)” (Lect_1). The third element identified from the results, which pointed to the 

teaching methods that the lecturer applied in the Human Anatomy class, was assessment 

and feedback. The lecturer used formative and summative assessment and gave 

feedback to the students within a period of two weeks. The lecturer wrote, “Formative and 

summative,” and, “Within 2 weeks” (Lect_1). 

5.3.3.2 Lecturer’s understanding of Transformative Teaching and Learning methods 

Another element that emerged from the results was teaching methods, teaching, and 

learning activities. The lecturer indicated that the teaching method he applied was more 

interactive and that it allowed him to cover a lot of information across medical fields by 

relating Human Anatomy, which is structure, to physiology, which is function, and ended 

with pathologies, which concerns anomalies and diseases. He responded as follows, 

“More interactive. Better student attention/interest,” and, “More across medical fields 

particularly relating anatomy (structure) to physiology (function) and ending with 

anomalies and diseases (pathologies)” (Lect_1). To the lecturer, the students’ interaction 

with himself was good, while students’ interaction with their peers was adequate. He 

wrote, “Good,” and, “Adequate, they tend to group themselves based on friendship. Their 

discussion groups are random, based on student numbers” (Lect_1). The lecturer also 
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noted that the teaching materials he used were computer, paper and projector-based and 

for technology, he used PowerPoint and videos. He indicated as follows, “Computer, 

Paper, Projector,” and, “PPT, Videos”, and for the introduction of new ideas in the 

teaching process, the lecturer responded: “Yearly – I do slight modulations of curriculum 

- to make it more in-depth” (Lect_1). One other aspect that the results identified was 

whether the lecturer would be willing to implement transformative teaching and learning 

methods in the Human Anatomy class. The lecturer responded positively and in terms of 

the reasons for his positive response, he indicated that he would include cultural practices 

with medical issues: He wrote, “Yes,” and, “I will include cultural practices to medical 

issues” (Lect_1).   

5.3.3.3 What Lecturer Expected to Gain from Transformative Teaching and Learning Methods 

The third component that emerged from the results, which related to what the lecturer 

expected to gain from transformative teaching and learning methods, was teaching 

methods. The lecturer expected the teaching methods of transformative learning to be 

more interactive and be able to sustain student attention and interest better. He wrote, 

“More interactive. Better student attention/interest” (Lect_1). With regard to the course 

structure (i.e. Human Anatomy) and pedagogy (i.e. teaching method), the lecturer 

expected them to have development. He responded, “Improved and more relevant,” while 

for module/course assessment procedures, he stated, “Group effort makes them more 

productive e.g. our group presentations boosted their marks” (Lect_1). To ascertain 

students' prior knowledge about Human Anatomy and the relevance of the subject 

(Human Anatomy), the lecturer responded as follows, “Attaining self-evaluation by each 

student and the possibility of inner change,” and, “Foundational vs medicine” (Lect_1). 

Concerning the lecturer’s interaction with students and student to student interaction, the 

lecturer (Lect_1) commented as follows, “Higher,” and “Increased.” Regarding the role of 

the lecturer/teacher and that of the student in a transformative teaching and learning 

classroom, the lecturer responded as follows, “More of a facilitator, not just a tutor,” and 

“Flexible learning. Inner change and more tolerance for others e.g. other’s habits, 

weaknesses and culture” (Lect_1). The final element that emerged from the results in 
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terms of this theme was students’ openness to change. To the lecturer, the students were 

not much open to change and being flexible, but were defensive of their ideology and 

cultures. He wrote, “This class is not as flexible. They are defensive of their ideology and 

cultures. If not all, then a few dominant ones” (Lect_1). The other component was the 

lecturer’s contribution to the development of student thinking. The lecturer stated that he 

focused on survival strategies and self-assertion with mutual respect. He specified as 

follows, “I focus on survival strategies, self-assertion with mutual respect and personal 

improvement to the point of competence for world-wide competitors” (Lect_1).   

This section has presented the results of Open-ended Questionnaire 1 (Appendix O), 

which concentrated solely on the teaching methods of the lecturer. It emerged that the 

teaching methods used by the lecturer included group discussions and group 

presentation. To the lecturer, his role in the teaching and learning process was that of a 

facilitator. He also expressed an interest and willingness to implement transformative 

teaching and learning methods in the Human Anatomy class. The results also showed 

that the lecturer expected transformative teaching and learning methods to increase and 

sustain student interest and attention, as well as student interaction in the class.    

5.4 SUMMARY 

Chapter 5 has reported the results that emerged from the responses to the questions 

generated from Open-ended Questionnaire 3 (Appendix Q) for students, and Open-ended 

Questionnaire 1 (Appendix O) for the lecturer. These questionnaires were based on 

research sub-question 1: How can transformative learning strategies improve the 

acquisition of an in-depth understanding of Anatomy? Seven main themes and their sub-

themes emerged from Open-ended Questionnaire 3 (Appendix Q) for students, while 

three main categories and their sub-categories were identified from Open-ended 

Questionnaire 1 (Appendix O) for the lecturer. In this chapter, the teaching and learning 

methods that existed in the ECP Human Anatomy class before transformative teaching 

and learning methods were implemented were also documented. The results revealed 

that transformative teaching and learning methods existed, to some extent, in the ECP 

Human Anatomy class before the Transformative Learning Theory was introduced.  
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The extent to which transformative teaching and learning existed in the class will be dealt 

with further in Chapter 7, where the results of all the data collected for this study will be 

discussed. The outcomes of the transformative teaching and learning methods post-

intervention will be discussed next in Chapter 6. 
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CHAPTER 6 : OUTCOMES OF TRANSFORMATIVE TEACHING 

AND LEARNING METHODS IN ECP HUMAN ANATOMY 

CLASS POST-INTERVENTION 

6.1 INTRODUCTION 

The results of the data collected from Open-ended Questionnaire 1 (Appendix O) for the 

lecturer and Open-ended Questionnaire 3 (Appendix Q) for students were recorded in 

Chapter 5. These two Open-ended Questionnaires addressed research sub-question 1, 

which attempted to establish the teaching and learning methods that were used or existed 

in the ECP Human Anatomy class before transformative teaching and learning methods 

were introduced. Chapter 6 examines research sub-questions 2, 3, 4 and 5, which are 

stated below: 

2. What are the design implications of transformative learning in a Human Anatomy 

    class?    

3. What are the experiences of students with transformative learning in a Human 

    Anatomy class?  

4. What are the experiences of the lecturer with transformative learning in a Human  

    Anatomy class? 

5. How should teaching strategies and learning experiences change to optimise 

    transformative learning in class?  
 
In addressing these research sub-questions, Open-ended Questionnaire 2 (attached as 

Appendix P) for the lecturer, Open-ended Questionnaire 4 (attached as Appendix R) for 

students, Student Self-reflective Report (attached as Appendix S) for students and the 

Observation checklist (see Appendix N) were used. The lecturer employed active learning 

strategies such as collaborative or team-based learning and role-play, as explained in 

earlier chapters where the students worked in groups to discuss and answer questions 

and learn from one another. The Observation checklist (Appendix N) was used during the 

intervention to observe and evaluate lessons as to whether or not transformative teaching 

and learning strategies had been applied (section 4.6.5.3) by the participants in the 
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Human Anatomy class. If the intervention strategy was successfully applied and “Strongly 

evident” as expected, then the participants moved to the next activity but if the intervention 

strategy were “Somewhat evident” and “Not evident”, that particular activity was repeated 

until it was successfully applied as expected before they moved to the next activity 

(section 4.6.5.3 & Table 4.2). For instance, in the example in Table 6.1 below, the 

researcher checked the activities (topic: Diarrhoea in infants) several times as indicated 

in the table before the different groups could arrive at answers that were acceptable to all 

the groups and which were also agreed upon by their lecturer. 

Table 6.1: Example of how Observation checklist was applied to evaluate a lesson on 

“Diarrhoea in infants” during intervention. 

Example - The lecturer: 

Re-established the context (conclusion) for the lesson __X 1 (once) 

Had students share what they learned __ X 3 (three times) 

Asked students why it was important __ X 5 (five times) 

Had students indicate how it related to them and could be applied in other 

modules/subjects and situations __ X 3 (three times) 

Had students show how the new learning added to what they already knew 

and would add to future learning __ X 4 (four times) 

 

The data collected through Open-ended Questionnaire 2 (Appendix P), Open-ended 

Questionnaire 4 (Appendix R), Student Self-reflective Report (Appendix S) reflected the 

results of students’ understanding and learning of Human Anatomy after the lecturer had 

applied transformative teaching methods with the students in the Human Anatomy class. 

The themes that evolved, which concerned the lecturer’s own personal experiences with 

transformative teaching and learning in the Human Anatomy class, comprise the data 

collected from the lecturer’s responses to questions created from Open-ended 

Questionnaire 2 (Appendix P). This was based on research sub-questions 2, 4 and 5 as 

indicated above. Other themes that emerged, which related to the students’ 

understanding and learning experiences in the Human Anatomy class, consisted of data 
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that were gathered from students’ responses to questions that were generated from 

Open-ended Questionnaire 4 (Appendix R) and Student Self-reflective Report (Appendix 

S) which were based on research sub-questions 2, 3 and 5 as stated above. First, the 

results from Open-ended Questionnaire 4 (Appendix R) for students are presented in 

section 6.2 and this is followed by the second section (6.3) which gathered data from the 

Student Self-reflective Report (Appendix S) where students reflected on their experiences 

of understanding and learning with transformative teaching and learning methods in the 

Human Anatomy class. The last section (6.4) presents the results from Open-ended 

Questionnaire 2 (Appendix P) on the teaching methods of the lecturer. 

6.2 RESULTS OF STUDENT UNDERSTANDING AND LEARNING EXPERIENCES IN 

HUMAN ANATOMY CLASS AFTER INTRODUCTION OF TRANSFORMATIVE TEACHING 

AND LEARNING METHODS   

As mentioned in the preceding paragraph, this section presents the responses from 

Open-ended Questionnaire 4 (Appendix R), based on research sub-questions 2, 3 and 5, 

as specified above. This questionnaire was administered to the students after 

transformative teaching methods were used or introduced by the lecturer in teaching 

Human Anatomy to the students. Six main themes and their sub-themes or categories 

emerged from the response data. These were: student understanding and learning 

experiences after they were introduced to transformative teaching and learning; and ways 

in which student learning experiences occurred. Others were factors that influenced 

student learning; events outside the Human Anatomy class that contributed to student 

understanding; students’ comments regarding the lecturer’s new approach to teaching; 

and students’ comments about the choice of medicine as a professional career. As 

mentioned in Chapter 5, the identified categories and their sub-categories were quantified 

and qualified as indicated in the students’ written statements, as quoted. The interview 

questions were numbered from one to 44 according to the numbers of the students in 

their class list, as was the case for Open-ended Questionnaire 3 (Appendix Q). The letter 

‘p’ was also used as an abbreviation for ‘participant’ in the same way as in Chapter 5, but 

the figure underscore_2 and underscore_3 were added to indicate that the quotations 
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referred to responses the students provided after the intervention. For example: 

Quotation 1 - PD: Q 2_2 docx - [25: 25] where 2 refers to number 2 of Open-ended 

Questionnaire 4 (Appendix R), which student number 2 on the class list responded to 

and underscore_2 refers to after the intervention. For the Self-reflective Report 

guidelines, (Appendix S), the above example would be noted as follows, Quotation 1 - 

PD: Q 2_3 docx - [25: 25] where the figure 2 refers to number 2 of the Self-reflective 

Report guidelines (Appendix S), which student number 2 on the class list answered. The 

underscore_3 refers to the Self-reflective Report (Appendix S), which was the 3rd 

research instrument administered to students. The following section presents the 

themes that emanated from the results of Open-ended Questionnaire 4 (Appendix R) for 

students.  

6.3 FIRST THEME: STUDENTS’ UNDERSTANDING AND LEARNING EXPERIENCES OF 

TRANSFORMATIVE TEACHING AND LEARNING POST-INTERVENTION 

6.3.1 Sub-theme 1.1: Students’ changed attitudes towards learning  

The first major category that emerged from the results of Open-ended Questionnaire 4 

for students (Appendix R), which was based on research sub-questions 2, 3 and 5, as 

stated above. This category related to students’ understanding and learning experiences 

of transformative teaching and learning methods, and their subsequent changed attitudes 

towards learning. Three students (p. 28_2, p. 22_2 and p. 41_2) specified that the 

transformative teaching and learning methods introduced in their Human Anatomy class 

had enabled them to study better. One student (p. 28_2) indicated that his eyes had been 

opened in such a way that he was able to study better than before. He wrote, 

“Transformative learning and teaching have opened my eyes in such a way that I study 

better.” Participant 22_2 emphasised that the materials that he did not understand 

previously had become understandable, while a third participant (p. 41_2) highlighted the 

fact that the Human Anatomy lessons were made easy when transformative teaching and 

learning methods were applied. They wrote as follows, “The material that were not 

understandable were now understandable,” (p. 22_2) and, “The anatomy lessons were 
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made easy” (p. 41_2). Two other students (p. 5_2 and p. 7_2) expressed that they had 

gained a wider perspective and responded in ways that had a positive impact on others. 

This is what they wrote, “I learned to look and learn things with a broader perspective. I 

learned how to respond to certain situations whilst having a positive impact on others.” 

Another participant (p. 34_2) referred to the fact that transformative teaching and learning 

had given him more knowledge on matters that he was not aware of previously, “It gave 

me more knowledge on matters that I did not know. I don’t think I would have known that 

babies need to be kept in a hygienic area after they have had diarrhoea” (p. 34_2). In the 

same vein, participant 23_2 stated, “Babies are more sensitive to the diarrhoea and 

dehydration and should be taken care of immediately” (p. 23_2).   

6.3.1.1 Sub-theme 1.2: Group discussions  

Another element that emerged from the results was working in groups. Eleven 

participants (p. 2_2, p. 8_2, p. 9_2, p. 11_2 p.13_2, p. 17_2, p. 18_2, p. 26_2, p. 38_2, p. 

43_2 and p. 44_2) stressed that the experience of having group discussions had helped 

them to understand one another’s ideas and perspectives. Four (4) students (p. 13_2, p. 

17_2, p. 18_2 and p. 44_2) shared the same perspective, writing, “Experience of working 

in groups which help us understand each other’s ideas and perspectives.” Another six 

students (p. 25_2, p. 29_2, p. 32_2, p. 37_2, p. 38_2 and p. 39_2) noted that they had 

learnt to make contributions and be more productive in class. Three of them stressed that 

they were able to participate and be more productive because the class activities involved 

them effectively, “I have learnt to contribute in class. I have learnt to be more productive 

as class engage us well” (p. 32_2, p. 37_2 and p. 39_2); while another participant said, 

‘’I have learnt to contribute in class and be more productive” (p. 25_2). Two other students 

(p. 26_2 and p. 43_2) specified that they had learned to work in groups, “I have learned 

to work in groups.” Participant p. 30_2 referred to the fact that group discussions and 

presentations assisted him to understand the clinical application of renal physiology, 

“After being taught renal physiology, we discussed it in groups and we have to present 

about it. It helped me understand clinical application.” These responses show differences 

in the way in which they experienced group work in the transformative learning classroom 
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to what they had experienced previously. Although the participants mentioned group work 

in the pre-intervention open-ended questionnaire, their responses in the post-intervention 

demonstrate that they had not only acquired knowledge and understanding, but also 

gained awareness of the knowledge and understanding they had acquired through the 

intervention (see Section 5.2.4.2). Gaining awareness is crucial and significant as it 

means that the participants have gained the capacity to participate meaningfully in group 

work. The implication is that the participants will be able to retain the knowledge and 

understanding they have acquired for a long time and apply it in other situations in their 

life.   

In describing the ways in which students' learning experiences occurred during the 

lecturer’s presentation of lessons, seven students (p. 11_2, p. 13_2, p. 17_2, p. 18_2, p. 

26_2, p. 38_2 and p. 44_2) noted that group discussions or learning in groups had 

assisted them to learn effectively. Five students (p. 11_2, p. 13_2, p. 17_2, p. 18_2 and 

p. 26_2) stressed that when they had group discussions, they realised that learning and 

or working in groups was more effective. They expressed this as follows, “We all 

discussed how working in groups was more effective.” Participant 44_2 stressed that 

working in groups was not only more effective, but also more productive, “Most of us 

agree that working in groups is more productive and effective.”   

6.3.1.2 Sub-theme 1.3: Respect for other people’s culture 

Another component that came up regarding student experiences of transformative 

teaching and learning was the realisation of the need to respect other people’s culture. 

One student (p. 14_2) alluded to the fact that he had learned how to talk to people in a 

way that showed respect for their culture. He stated, “How to talk to people in a respective 

manner in regard of respecting their culture” (p. 14_2). The section that follows describes 

the results of the next theme.  

 

 



 
 
 
 

191 
 

6.3.2 Second Theme: The ways in which students' learning experiences occurred  

The second main category of results was identified from Open-ended Questionnaire 4 

(Appendix R) and generated from research sub-questions 2, 3 and 5 as specified in 

Section 6.2.1. 

6.3.2.1 Sub-theme 2.1: The lecturer’s lesson presentation 

This theme also concerned students’ understanding and learning of Human Anatomy 

after the lecturer had applied transformative teaching methods in the Human Anatomy 

class. In particular, it related to the various ways in which students' learning experiences 

occurred. One student (p. 2_2) commented as follows, “I saw by the way how everyone 

acts in class. You can see the understanding in their faces that they truly understand.” 

Participant 23_2 commented that most of the students improved their test marks and had 

gained confidence to do presentations in class. The respondent wrote, “Most of them are 

getting high marks in their tests and most can now present in front of people.” For another 

student (p. 3_2), the introduction of transformative learning enabled him to study Human 

Anatomy better, “We studied Anatomy better after transformative learning was 

introduced,” while another student indicated that all the students responded positively to 

transformative learning, “They all responded well towards the introduction of 

transformative learning” (p. 28_2). Participant p. 1_2 noted, “Everyone was productive.” 

The fourth student (p. 27_2) added that students’ responses were positive, “They 

responded positively.” Seven other participants (p. 39_2, p. 37_2, p. 32_2, p. 29_2 and 

p. 25_2, p. 33_2, p. 5_2) emphasised that the students were not only enabled to 

participate and be involved in class activities, but also that they showed interest in the 

topics taught. This was expressed as follows, “They were able to engage in class as well 

as show interest in the topic,” and, “They show to be interested, keen like me,” (p. 33_2) 

as well as, “Most seemed to enjoy the lectures” (p. 5_2). Another respondent (p. 27_2) 

commented on the idea that transformative learning had enabled the students to be 

actively involved in class activities as follows, “After the lesson many students seemed to 

understand dehydration, and even when we were peer talking, they seemed to 

understand” (p. 27_2). Two other respondents emphasised the fact that transformative 
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learning assisted the students to gain self-confidence and they were therefore able to 

interact with one another and express their opinions, “Because mostly gained self-

confidence and were really able to interact to each other,” (p. 7_2) and, “They interacted 

with the peers and gave their opinions” (p. 14_2). 

Other participants alluded to the fact that they had benefited positively from transformative 

learning. The following comments from participants illustrate this. For one participant, the 

way in which the lecturer presented the lessons helped students to understand the topics, 

“Many of them now understand the material taught” (p. 22_2), while another student 

agreed by substantiating that “because their more able to answer most of the questions 

thereafter” (p. 9_2). Two others supported the previous responses as follows, “Because 

many of them seem to understand,” (p. 20_2) and, “Because most people agree that the 

lecturer is clear and understandable” (p. 19_2). Another participant explained that being 

in a transformative learning classroom helped the majority of the students to understand 

the content being taught, “I think that most got to understand things as well. Studying 

Anatomy is … really to understand, so the transformative learning had a positive impact 

on everyone” (p. 5_2).  

6.3.2.2 Sub-theme 2.2: Lecturer’s use of ‘questioning’ as a teaching technique 

Another aspect that emerged from the results was the way in which the lecturer used 

‘questioning’ or the ‘asking of questions’ as a teaching technique in presenting lessons to 

the students. One of the roles of the lecturer in a transformative learning classroom is to 

use probing questions to bring into conscience awareness some of the taken-for-granted 

assumptions that are embedded in our beliefs or cultural practices. In relating, for 

example, the topic on diarrhoea and dehydration in babies to the cultural treatment of the 

illness, the lecturer activated discussions among students through questioning. Some of 

the comments or responses that the participants wrote about the lecturer’s use of 

questions referred to how questions helped them gain a clear understanding of the topics. 

The comments also concerned the provision of an opportunity to know how to apply the 

knowledge when required. For example, one participant stated, “Asking questions give 

us clear understanding on a topic because it helps us to know how to apply the knowledge 
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when necessary” (p. 30_2). Many participants commented that questions helped them to 

understand better, for example, participant 41_2 noted that, “It made it easy for us to 

understand as questions were asked meaning I have to think.” This statement 

encapsulates the viewpoint of four participants (p. 33_2, p. 11_2, p. 14_2 and p. 26_2) 

succinctly. For two other student participants (p. 3_2 and p. 4_2), being asked questions 

enabled them to study on their own. For another participant, the way in which the lecturer 

asked questions and interacted with students enabled him to understand better than 

before, “This is because I get even more understanding when the lecturer is asking 

questions and interacting more with us” (p. 34_2). Participant 7_2, who was also in 

agreement with the value of questions for better comprehension, mentioned that in 

addition to asking questions and allowing the students to interact, the lecturer told some 

jokes for the students to laugh at in order to maintain and sustain the students’ attention 

and interest. He noted, “By asking questions and also allowing the interaction in class. 

Also giving us some joke to laugh at.” Questions further assisted the participants to 

understand specific topics, such as diarrhoea and dehydration, in a practical way. 

Participant 27_2 wrote in this regard, “It helped to understand dehydration in practical 

aspect, it helped me to understand many side effects of dehydration.” The way in which 

the lecturer used questioning to prompt students and encourage interaction among them 

assisted students to have a clear understanding of certain topics and concepts. 

Participant 26_2 explained, “It helped us to interact more with the lecturer and understand 

the concepts.” 

Furthermore, six participants (p. 13_2, p. 17_2, p. 18_2, p. 44_2, p. 9_2 and p. 2_2) noted 

that they were able to understand the topics better when the lecturer asked questions as 

stated in the quotation that follows, “We were able to understand the topics better.” Five 

participants (p. 29_2, p. 32_2, p. 37_2, p. 25_2 and p. 39_2) mentioned that the materials 

taught were not only made clearer and thus better to understand, but they also learned 

from their peers and the lecturer as well, for example, “It was much clearer and I learnt to 

learn not only what knowledge I have, but also my peers, lecturer’s opinion and 

knowledge.” Another four students, who concurred with the above respondents, noted 

that, “It [probing questions asked by the lecturer] provided clarity on the topic at hand,” 
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(p. 43_2) and, “We have a better understanding of the topics now” (p. 38_2). The third 

participant wrote, “Because we were able to cooperate with the lecturer by giving 

responses” (p. 8_2). For participant 5_2, the lecturer was not only clearer and easier to 

understand, but also the diagrams used were easy to comprehend, “The lecturer was 

clearer and was easy to understand. Also, she was using diagrams that are easy to 

comprehend.”  

6.3.3 Third Theme: Factors that influenced student learning 

6.3.3.1 Sub-theme 3.1: Factors that stimulated understanding  

The third main category that emerged from the results related to the various aspects of 

the lessons that mostly contributed to the better understanding and learning experiences 

of students. Four things stood out, namely, teaching/learning activities, teaching styles, 

interactions with the lecturer, and interactions with peers. A good number (21) of 

respondents (p. 1_2, p. 3_2, p. 4_2, p. 9_2, p.11_2, p. 13_2, p. 14_2, p. 15_2, p. 23_2, 

p. 30_2, p. 32_2, p. 36_2, p. 39_2, p. 41_2, p. 43_2 and p. 44_2) asserted that the 

teaching/learning activities that the lecturer used helped them to understand the materials 

taught. Eight others (p. 1_2, p. 5_2, p. 7_2, p. 9_2, p. 30_2, p. 33_2, p. 36_2 and p. 39_2) 

responded that the lecturer’s teaching style enabled them to understand things better. 

The lecturer adopted a new teaching style where he increased student involvement and 

participation by using active learning strategies such as peer group discussions, case 

studies and role play, which he facilitated by using probing questions to activate student 

understanding. This enabled students to make their own contributions or share their own 

views on the topics concerned. For 23 participants, (p. 1_2, p. 5_2, p. 7_2, p. 13_2, p. 

14_2, p. 15_2, p. 18_2, p. 20_2, p. 22_2, p. 23_2, p. 26_2, p. 27_2, p. 32_2, p. 33_2, p. 

34_2, p. 36_2, p. 39_2, p. 41_2, p. 43_2 and p. 44.2), the interaction with their lecturer 

became the mitigating factor that enabled them to learn effectively. Twenty-eight 

participants, (p. 1_2, p. 2_2, p. 5_2, p. 7_2, p. 8_2, p. 9_2, p. 11_2, p. 13_2, p. 14_2, p. 

15_2, p. 17_2, p. 18_2, p. 20_2, p. 22_2, p. 23_2, p. 25_2, p. 27_2, p. 29_2, p. 30_2, p. 

32_2, p. 34_2, p. 36_2, p. 37_2, p. 38_2, p. 39_2, p. 41_2, p. 43_2 and p. 44.2) declared 
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that the interaction with their peers helped them to participate and be involved in class 

activities. They were thus enabled to learn more effectively.            

Another aspect that the results identified concerning the diverse ways in which students' 

learning experiences occurred related to other factors that contributed to students’ 

understanding in the transformative learning classroom. These factors included the 

understanding among students that one’s discontent and the process of transformation 

are shared; and that students could gain or build self-confidence after they had engaged 

fully in discussions about the topics or materials that were being taught in class. The 

majority (16) of the participants, (p. 1_2, p. 4_2, p. 5_2, p. 7_2, p. 11_2, p. 13_2, p. 14_2, 

p. 15_2, p. 19_2, p. 30_2, p. 32_2, p. 33_2, p. 39_2, p. 41_2, p. 43_2 and p. 44_2), 

indicated that after much discussion in their groups about a topic like diarrhoea and 

dehydration in babies, they felt some kind of discontent or uneasiness about some of the 

traditional ways that diarrhoea and dehydration in babies had been treated in their 

different cultural communities. Thirty-two other participants (p. 1_2, p. 2_2, p. 3_2, p. 5_2, 

p. 7_2, p. 8_2, p. 9_2, p. 11_2, p. 11_2, p. 14_2, p. 15_2, p. 17_2, p. 18_2, p. 20_2, p. 

22_2, p. 23_2, p. 25_2, p. 26_2, p. 27_2, p. 28_2, p. 29_2, p. 30_2, p. 32_2, p. 33_2, p. 

34_2, p. 36_2, p. 37_2, p. 38_2, p. 39_2, p. 41_2, p. 43_2 and p. 44.2) emphasised that 

they gained self-confidence. They were able to contribute and share their own ideas with 

members in their group and in the class as a whole.  

Twenty-seven participants, (p. 1_2, p. 4_2, p. 5_2, p. 7_2, p. 8_2, p. 9_2, p. 11_2, p. 

13_2, p. 14_2, p. 15_2, p. 17_2, p. 18_2, p. 19_2, p. 20_2, p. 23_2, p. 25_2, p. 27_2, p. 

29_2, p. 30_2, p.  32_2, p. 34_2, p. 36_2, p. 37_2, p. 39_2, p. 41_2, p. 43_2 and p. 44_2) 

stressed that they were able to contribute and engage in the teaching/learning activities 

after their lecturer had related the topic to what happens in their communities. Several 

(19) other students (p. 1_2, p. 2_2, p. 5_2, p. 7_2, p. 11_2, p. 13_2, p. 15_2, p. 22_2, p. 

23_2, p. 26_2, p. 28_2, p. 30_2, p. 32_2, p. 33_2, p. 36_2, p. 38_2, p. 39_2, p. 41_2 and 

p. 44_2) noted that initially, they had different opinions that were based on their cultural 

practices, but because of their experience of transformative learning, they were able to 

reach an agreement on a number of issues that were raised. Another aspect that emerged 
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from the results, which concerned the ways in which student learning experiences 

occurred, was the fact that students could not reach agreement in their discussions about 

the topics in which they were engaged, but they were able to accept each other’s ideas. 

Five students (p. 11_2, p. 20_2, p. 22_2, p. 27_2 and p. 43_2) noted that they could not 

agree on the traditional means of treating, for example, dehydration in babies, but the 

understanding they had gained through transformative learning enabled them to accept 

one another’s views. 

6.3.4 Fourth Theme: Events outside the Human Anatomy class that contributed to 

student understanding 

6.3.4.1 Sub-theme 4.1: Events that prompted students to learn  

The fourth theme or category that evolved from the results concerned events that 

happened outside the Human Anatomy class that contributed to student understanding 

in the transformative learning classroom. Four participants (p. 36.2, p. 7_2, p. 14_2 and 

p. 20_2) stressed that nothing had happened outside the Human Anatomy class that had 

helped them to learn in class. Fourteen other students (p. 1_2, p. 4_2, p. 8_2, p. 11_2, p. 

13_2, p. 17_2, p. 18_2, p. 19_2, p. 22_2, p. 26_2, p. 30_2, p. 38_2, p. 43_2 and p. 44_2) 

pointed out that they watched movies, online videos, YouTube, medically related shows, 

and other television series and programmes related to Human Anatomy. The response 

of participant p. 1_2, who declared, “Watching movies and series which are focused on 

the human body” summarises the reactions of the other participants, who also indicated 

that they watched medical and anatomy-related series, shows and other television 

programmes (such as Grey’s Anatomy and House). Participant 30_2 not only watched 

lecture videos on YouTube but indicated that also seeing people with conditions he had 

learnt about in Human Anatomy had assisted him to understand more about symptoms. 

He explained as follows, “Watching lecture videos on YouTube, seeing people with 

conditions I learnt in anatomy helped me understand more on symptoms.”    
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6.3.4.2 Sub-theme 4.2: Events or things that happened in students’ local communities  

From the responses, it became clear that the events that happened in local communities 

also played a role. Participant 5_2 explained as follows, “Things that happen in my 

community and family have helped me broaden my knowledge and also helped me 

understood topics in Anatomy. Elements such as diseases contribute to my 

understanding of how the body works.” Seven other participants (p. 3_2, p. 2_2, p. 32_2, 

37_2, p. 39_2, p 29_2 and p. 15_2) supported the above response by indicating that they 

also related to or linked what they studied in Human Anatomy class to the diseases their 

relatives experienced and what they believed they could do to help their communities. 

The following comments from the participants illustrate this. Participant 3_2 mentioned, 

“Where relatives get sick, I was able to link it all to my anatomy lesson,” while participant 

2_2 said, “Linking things to what I actually learn in class I must say has increased my 

interest.” Four others (p. 32_2, p. 37_2, p. 39_2 and p 29_2) found that they used their 

new knowledge to relate what they studied in class to how they could use it to help their 

communities. This was expressed as follows by one (p. 37_2) of these four participants, 

“Me and my peers used to relate what we studied in class to what would be of help to all 

communities.” 

6.3.5 Fifth Theme: Students’ opinions regarding the lecturer’s new approach to 

teaching 

The participants highlighted several advantages of the adoption of the transformative 

teaching and learning approach and recommended that all Human Anatomy lecturers 

adopt this approach. 

6.3.5.1 Sub-theme 5.1: New teaching approach for ECP students 

The fifth category that emerged from the results related to the comments the students 

made about the lecturer’s new approach to teaching. One student (p. 22_2) noted that 

transformative teaching was effective for students, particularly for new students who did 

not have any prior knowledge in Human Anatomy, “It is effective, especially for the new 

comer who have no prior knowledge about Anatomy.” Participant 5_2 supported the 
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previous response as follows, “Anatomy is initially difficult to understand during the first 

few months. This will help ECP students retain as much information as possible.”  

6.3.5.2 Sub-theme 5.2: Transformative teaching and learning links theory and practice 

The students’ responses showed that transformative teaching and learning strategies 

connect theory and practice. Participant 30_2 responded that the new teaching approach 

helped students to understand things in reality instead of only reading the theory, 

“Transformative learning and teaching must carry on; it helps us understand things in 

reality rather than just reading the theory.” The students differed in the way in which they 

engaged in the learning activities or process. What I observed in the class (I attended all 

their Human Anatomy lectures) was that as they worked in their groups, those who 

understood the concepts or topics shared their ideas with others in their groups and 

assisted one another to provide examples to demonstrate their understanding.  

6.3.5.3 Sub-theme 5.3: Transformative teaching and learning leads to deeper understanding 

Another theme that emerged relates to the idea that transformative teaching and learning 

leads to in-depth understanding. Most of the participants agreed that the new teaching 

approach led to better and deeper understanding, “It will allow students to better 

understand Anatomy” (p. 19_2). Two participants (p. 1_2 and p. 27_2) highlighted that, 

“It gives students chance to interact with each other fully on the bases of a certain topic 

in the module,” while another participant added, “It promotes lecturer-students interaction 

and improves understanding in the subject” (p. 11_2). To participant 7_2, the new method 

not only made it easy for students to interact with their peers, but also enabled them to 

acknowledge or recognise their differences. He wrote, “Because it‘s easy to interact with 

your peers and also realising how different we are.” For participant 43_2, it not only 

assisted students to build self-confidence, but also provided an opportunity for students 

to understand quicker than during a normal lecture. The participant stated, “It helps in 

building confidence of the student and also build a room for understanding faster than a 

normal lecture.” Another student (p. 14_2) commented that, “It gives a deeper 

understanding.” This student’s comments succinctly encapsulates the responses of nine  
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other respondents (p. 26_2, p. 44_2, p. 38_2, p. 36_2, p. 34_2, p. 18_2, p. 17_2, p. 13_2, 

p. 9_2 and p. 8_2), who expressed the same sentiment. Six other students (p. 39_2, p. 

37_2, p. 32_2, p. 29_2, p. 25_2 and p. 20_2) mentioned that the transformative teaching 

and learning method is effective and productive because it assisted them to learn best 

and allowed them to engage with the content, the lecturer, and each other. Participant 

39_2 described transformative learning as “effective and more productive as we learn 

best and engage.”  

6.3.5.4 Sub-theme 5.4: The need for adopting transformative teaching learning methods in 

Human Anatomy 

A number of participants recommended that all Human Anatomy lecturers adopted 

transformative teaching and learning methods. Participant 33_2 stated, “I will recommend 

all lecturers at this institution to use this new method of transformative teaching and 

learning,” (p. 33_2), while participant 28_2’s opinion was, “If all lecturers can adapt to 

transformative learning, the overall marks will increase.” The participants’ idea that the 

adoption of this new method by all Human Anatomy lecturers would enable students to 

improve their learning is summarised by participant 9_2, who asserts that the new 

approach “is not boring as the normal lectures thus more students will be active and thus 

understand better.” According to participant 43_2, the adoption of the transformative 

teaching and learning method will assist lecturers to improve their teaching, “It will change 

their teaching methods, thus improving the class they teach.”  

6.3.5.5 Sub-theme 5.5: Advantages/benefits of the transformative teaching and learning 

approach  

The students’ responses alluded to the benefits that they could gain if lecturers used the 

transformative teaching and learning approach because they believed that it would 

prevent students from failing, as they were before the intervention. Eleven students (p. 

11_2, p. 27_2, p. 3_2, p. 36_2, p. 28_2, p. 22_2, p. 41_2, p. 39_2, p. 32_2, p. 29_2, p. 

25_2 and p. 20_2) mentioned that the transformative teaching and learning approach 

would empower students to learn and perform better than they did at the time of this study. 

The following comments from the respondents demonstrate this. “This method will help 
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improve both the understanding as well as the marks of the students,” (p. 11_2) and 

“Students understand easily when that method is used” (p. 27_2), and “Students will 

perform better through this method” (p. 3_2). Another student asserted that, “All students 

in Anatomy department will pass if this new method is introduced,” (p. 36_2), while 

participant 28_2 wrote, “This will increase the overall performance of Anatomy. Two 

others noted that it was effective and that it would be of assistance to the students, 

“Because it is effective,” (p. 22_2) and, “It will benefit the students” (p. 41_2). Another four 

students (p. 39_2, p. 32_2, p. 29_2 and p. 25_2) stressed that the new method would 

enable students to study better, easier and effectively, “It will help students to learn better 

and easier as well as effectively.”  

Eleven other students (p. 44_2, p. 34_2, p. 4_2, p. 26_2, p. 5_2, 11_2, p. 18_2, p. 17_2, 

p. 13_2, p. 8_2 and p. 37_2) stated that they benefited from the new method. Participant 

44_2 commented that despite the fact that they were new to the Human Anatomy course 

and felt pressurised, the new method assisted them to understand better. He noted, “It 

has helped us better understand anatomy, especially since we are new to this module 

and the pressures it comes with.” Other students supported the previous response as 

follows. One student (p. 34_2) noted, “The students will have a better understanding of 

what’s happening,” while another wrote, “It will help the students understand module 

better” (p. 4_2). To two other participants, it would not only assist students to understand 

better, but would also improve their marks. They stated as follows, “This will help students 

to understand better thus improve their marks,” (p. 26_2) and, “I think this will improve 

marks to Anatomy course as they will understand more clearly” (p. 5_2). Participant 11_2 

further explained, “This method will help improve both the understanding as well as the 

marks of the students,” while another student (p. 18_2) stressed that the transformative 

teaching and learning method would improve students’ marks: “This will increase the 

marks of students.” Three others (p. 17_2, p. 13_2 and p. 8_2) highlighted that the new 

method would not only increase students’ marks in Human Anatomy, it would also provide 

the opportunity for better interaction among students. They wrote, “This will improve 

anatomy marks for students as it gives better interaction.” Participant 37_2 affirmed the 
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above responses, asserting, “Students will excel and engage with each other in a more 

productive manner.” 

Participant 7_2 wrote, “This method bring excellence in students. It will produce good 

doctors and exclusions in the university will be few”. Six other students (p. 2_2, p. 5_2, p. 

9_2, p. 30_2, p. 36_2 and p. 37_2) asserted that they would also recommend that all 

lecturers at this institution adopt transformative teaching and learning methods in teaching 

their students. The following responses from the students illustrate this.  Two students (p. 

36_2 and p. 37_2) stressed that: “All students in SMU will pass if this new method is 

introduced.” Participant 2_2 noted that not only would students pass their modules, but 

this would also create smart future leaders. He wrote, “Learners will pass their modules 

and create smart leaders.” Another student (p. 9_2) emphasised that, “Many learners will 

understand better as it covers a range of study and learning techniques”, while another 

student commented that, “It gives learners sufficient background about a topic” (p. 5_2). 

The sixth participant (p. 30_2) concurred, explaining that, “Learners will be well prepared 

for tests and exams because they will be understanding how a topic should be applied.”  

One student (p. 4_2) pointed out that the method is effective and motivates students to 

learn, “This method is more effective and pushes learners to study.” Participant 3_2 

indicated that this method would enable students to develop their learning. He noted, “It 

would help improve students’ learning.” In narrating their experiences with this method, 

two students emphasised that they benefited from the method in the Human Anatomy 

class and they believed that it would also assist in other subjects: “It really helped in 

Anatomy, so I am hoping that it also helps in other subjects,” (p. 33_2) and, “It helps us 

cope with the work loads of Anatomy and better understand it” (p. 19_2). According to 

participant 27_2, this method would enable students to comprehend topics in a practical 

way. He stated: “It will help learners to understand the topics more practically.” Three 

other students (p. 43_2, p. 23_2 and p. 15_20) noted that the method is effective because 

it provides interaction between the lecturer and students. Participant p. 43_2 stressed 

that it provides a basis for students to interact with their lecturer, “It gives a base for 

interaction between student and lecturer.” The second student not only emphasised the 
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fact that the method provided interaction between the lecturer and students, but that it 

was also effective and created an understanding between the lecturer and students. He 

expressed that, “It is effective and easy since there is interaction and understanding 

between lecturer and student” (p. 23_2). To participant 14_2, this method enables 

learners to share ideas and gain self-confidence, as specified in the quotation that follows, 

“To allow students to share ideas and build self-esteem.” Three other respondents (p. 

39_2, p. 32_2 and p. 29_2) believed that this method would encourage students to work, 

excel and engage with one another in an inspired way. They wrote, “Students will excel 

and engage with each other in a more productive manner.” Participant 25_2 added that 

students would not only excel, but would also improve their marks and concentration. He 

noted, “Students will excel and improve their marks as well as concentration.” 

6.3.6 Sixth Theme: Students’ perceptions of what it means to be a medical      

practitioner  

The sixth area of responses derived from the results related to students’ comments about 

what it meant to be a medical practitioner or medical officer after they had experienced 

transformative teaching and learning. 

6.3.6.1 Sub-theme 6.1: The medical profession is not merely helping sick people 

The responses provided by the participants showed that they had acquired knowledge 

about the medical profession. Participant 3_2 confirmed this when he asserted that, “This 

job requires me to be a peoples’ person and also know how to speak to people.” Six other 

students (p. 19_2, p. 34_2; p. 7_2, p. 28_2, p. 9_2, 43_2), regarded the role of a medical 

practitioner as more than merely helping sick people. They referred to their role as 

counsellor, comforter and having to help people to understand their medical situation and 

find solutions to problems. They emphasised the importance of ensuring that patients are 

not threatened by the doctor’s social status, and feel comfortable enough to confide in the 

doctor about their medical conditions. The following two quotations capture the essence 

of the participants’ responses. Participant p. 9_2 stated that, “Because Anatomy is about 

the patient, it relates more to making the patient better than me knowing the body. Thus 
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one has to be compatible”. Another participant (p. 43_2) alluded to the realisation that the 

medical profession involves more responsibilities than the notion of merely helping the 

sick, “It is very important to know that being a medical practitioner is not about you but 

your patients and their loved ones.” 

Other participants also highlighted that the responsibility of a medical officer is not limited 

to merely helping the sick. Patients become confused when faced with difficult situations 

and it thus becomes the medical practitioner’s responsibility to explain the situation to 

patients and or their families, as well as provide solutions to the problem. Participant 27_2 

noted that medical practitioners must encourage patients to explain their conditions to 

them because some patients lack the courage to talk freely to medical officers due to their 

lower social status. He wrote as follows, “Because some patients have tendency that, 

doctors are better people than them socially, we need them to fit in and verbalise their 

stories with doctors.” Another participant, who could relate to the idea that medical 

practitioners should encourage patients to verbalise their conditions, stated, “Other 

patients cannot describe their symptoms, as a doctor I must help them by asking a lot 

more questions” (p. 30_2). 

6.3.6.2 Sub-theme 6.2: Good and appropriate interpersonal communication  

From the responses of seven participants (p. 41_2, p. 33_2, p. 15_2, p. 14_2, p. 5_2, p. 

25_2 and p. 23_2), it became clear that the participants considered good and appropriate 

interpersonal communication skills to be important. Medical practitioners need to have 

the skill to explain the conditions of their patients in such a way that they do not understate 

or exaggerate the situation, as their patients may not have knowledge of the medical 

implications of their illnesses. Respondent p. 41_2 stressed this when he asserted that, 

“You will explain conditions to people without knowledge.” Other respondents also alluded 

to the fact that transformative teaching and learning methods had enabled them to realise 

the need for medical officers to explain and discuss patients’ conditions with them and/or 

their families. This means that it is of optimal importance for medical students to be taught 

the necessary interpersonal and communication skills that would assist them to be able 

to communicate appropriately with their future patients. Here are some of their reflections: 
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Participant 33_2 noted, “Because sometimes when people are sick or in ICU they do not 

get to make those tough decisions.” Another student (p. 15_2) supported the previous 

response as follows, “Families need to be aware of what is happening and what is going 

on.” Four other participants (p. 37_2, p. 39_2, p. 32_2 and p. 29_2 [they used similar 

words]), who shared similar sentiments as the previous responses, noted that, “You will 

have to be more connected with your patients and use your experience and knowledge.”    

6.3.6.3 Sub-theme 6.3: Knowledge of traditional ways of treating illnesses  

The final sub-theme that emerged from the results related to students’ comments about 

African traditional practices or ways of treating illnesses. The participants’ responses 

stressed that medical officers need to acquire well-grounded knowledge and 

understanding about the traditional practices of treating illnesses, which would enable 

them to provide appropriate and medically sound advice to their patients and/or their 

patients’ families. For example, the students discussed in groups in one of the Human 

Anatomy lessons the way in which they treated diarrhoea and dehydration in babies 

traditionally in their various local or cultural communities. Here are some of the comments 

when students responded to Open-ended Questionnaire 4 (Appendix R). One student (p. 

22_2) commented: “It enables one to have a good understanding of other people.” Two 

other students (p. 44_2 and p. 18_2) not only acknowledged the fact that people and 

cultures differ, but that hey also had realised, through transformative teaching and 

learning, that traditional practices that are effective can be modified. To the students, 

medical officers’ knowledge and understanding of the traditional ways in which the 

communities where they (medical officers) work apply or use in treating illnesses would 

enable those medical officers to offer to the communities modified ways of using those 

traditional practices or knowledge. They wrote, “We understand that people are different 

and that cultures differ but we can modify cultural practices that are effective.” Another 

participant (p. 36_2) put it differently, “Because we all will give them advises to treat 

themselves at home when they cannot access hospital.” To six other participants (p. 

17_2, p. 13_2, p. 11_2, p. 8_2, p. 26_2 and p. 38_2), being able to understand the 

different cultural practices of treating illnesses or diseases would assist in modifying such 
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practices rather than merely disregarding them. Participant 17_2 expressed this as 

follows, “We are able to understand different cultures and modify different cultural 

methods or practices instead of shutting them down.”  

The ongoing narrations have described the results. These have established the students’ 

understanding and learning of Human Anatomy after they had experienced transformative 

teaching and learning in their Human Anatomy class. As mentioned earlier, six main 

categories and their sub-categories emerged from the responses that the students 

provided to questions from Open-ended Questionnaire 4 (Appendix R), which was based 

on research sub-questions 2, 3 and 5 (see Section 6.2.1). Some of the highlights included 

students’ changed attitudes towards learning, group discussions, the lecturer’s way of 

presenting lessons, and using questioning as a teaching tool. Other highlights were 

students’ comments that all other Human Anatomy lecturers and all lecturers at the 

University as a whole should adopt the new teaching approach to teach all ECP students. 

The next section (6.3) presents the results of the Student Self-reflective Report (Appendix 

S) and Section 6.4, which  describes the results of Open-ended Questionnaire 2 

(Appendix P) for the lecturer.  

6.4 RESULTS OF THE STUDENT SELF-REFLECTIVE REPORT 

This section presents the results of the students’ self-reflective writing, which was the 

third research instrument administered to the students after they had been introduced to 

Transformative Learning Theory in the ECP Human Anatomy class. This section 

examines research sub-questions 2, 3 and 5, which are: 

2. What are the design implications of transformative learning for a Human 

Anatomy class?  

3. What are students’ experiences with transformative learning in a Human 

Anatomy class?  

5. How should teaching strategies and learning experiences change to allow 

transformative learning? 
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As mentioned earlier in this chapter (see Section 6.1), the Student Self-reflective Report 

(Appendix S) for students was also used to respond to the three research sub-questions 

that are cited above. This research tool was administered to the students after they had 

been introduced to transformative teaching and learning methods in the Human Anatomy 

class. The purpose of the instrument was to provide an opportunity for students to self-

reflect critically on how they had experienced Transformative Learning Theory in the 

class. The two main themes identified were what students acquired or achieved out of 

transformative teaching and learning methods, and experiences that were helpful for 

students new to the Human Anatomy course. The quotations used to demonstrate the 

statements given by participants were indicated as follows, for example, Quotation 1 - 

PD: Q 2_3 docx - [25: 25] where the figure 2 refers to number 2 of the Student Self-

reflective Report (Appendix S) which student number 2 on the class list answered and 

underscore_3 refers to the Student Self-reflective Report (Appendix S) which was the 

3rd research instrument to be administered to the students. The four themes identified 

are described in detail in the following sections.   

6.4.1  First Theme: What students acquired or achieved out of the transformative           

teaching and learning methods 

The first major theme derived from the results from the Student Self-reflective Report 

(Appendix S), and based on research sub-questions 2, 3 and 5, related to things students 

acquired or achieved out of the transformative teaching and learning methods. 

6.4.1.1 Sub-theme 1.1 Helpful and encouraging experiences of students in the Human Anatomy 

class 

“I got a deeper understanding what doctors are” [italics - my emphasis]. This comment 

made by participant 14_3 depicts the opinions of eight other participants (p. 2_3, p. 28_3, 

p. 1_3, p. 4_3, p.10_3, p. 12_3, p. 20_3 and p. 7_3), who gained awareness of the fact 

that transformative teaching and learning strategies had had an impact on their lives. 

Participant 2_3 noted that his perception in life had changed and that he had become a 

better person than before due to the impact of his experience with the transformative 
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teaching and learning method in the Human Anatomy class. He declared that 

transformational learning had, “Made me a better person in life. Changed my perspective 

on life as a whole.” The remaining seven participants found that transformative teaching 

and learning methods had enabled them to communicate effectively. Participant 28_3 

attested that he had learnt to communicate better with his lecturer and peers. He wrote, 

“Transformative learning and teaching has enabled me to better communicate with my 

lecturer and peers.” Participant 1_3 also mentioned the fact that he had learnt to 

communicate effectively with his lecturer and peers in a manner that fostered 

understanding among them. He noted, “Effective communication. I learned how to 

communicate with the lecturer and my classmates effectively and reach an 

understanding.” A third student (p. 20_3) stated “Good communication skills, good 

speakers,” while another one pointed out that he had learnt “How to communicate more 

effectively” (p. 14_3). The knowledge and awareness that transformative learning 

provides opportunities for all students to learn to listen consciously to one another also 

emerged as stated, “Learning to listen to each other” (p. 7_3).       

6.4.1.2 Sub-theme 1.2: Presentation skills  

Another aspect that emerged from the results, which related to what students acquired 

out of transformative teaching and learning method, was presentation skills. Four 

participants (p.10_3, p. 35_3, p. 23_3 and p. 20_3) emphasised that transformative 

learning had enabled them to acquire presentations skills. Participant 10_3 emphasised 

the skill of being able to suggest an idea and explain it clearly to group members to 

understand. He wrote as follows, “The skill to present a matter. Because you are forced 

to bring an idea and make it clear to the group.” For participant 35_3, transformative 

learning not only enabled him to acquire presentation skills, but also encouraged him to 

be able to stand before the class and explain his answer, “Presentation skills. As a group 

leader it really motivated me to stand up in front of people and explain my answer.” 
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6.4.1.3 Sub-theme 1.3: Learning skills 

Another sub-theme that emerged from the participants’ responses concerned learning 

skills. Learning skills, such as note taking skills and effective learning, came up in the 

responses of the participants. Five participants, (p. 28_3, p. 10_3, p. 1_3, p. 18_3 and p. 

35_3) cited that they acquired the capacity to write down notes and learn effectively when 

their lecturer used transformative teaching and learning methods to teach certain topics 

in their class. Participant 10_3 highlighted that transformational learning had supported 

him to learn anatomical terms. He noted, “Improvement of the use of anatomical words. 

Because you had to present a matter using the anatomical language.” Another participant 

(p. 28_3), who summarised the opinions and sentiments of the other participants, 

declared that transformative teaching and learning had assisted him to learn efficiently 

and empowered him to write notes in an effective and productive manner. He further 

noted that he obtained better marks because of the effective learning method he acquired 

from transformative learning. He wrote that, “Transformative learning and teaching have 

helped me to study effectively… It has enabled me to take notes more effectively and 

productively… Transformative learning has helped me to get better marks.”  

6.4.1.4 Sub-theme 1.4: Better understanding 

The fourth sub-theme that emerged from the participants’ responses was broader and 

better understanding. Six participants (p. 27_3, p. 22_3, p. 19_3, p. 13_3, p. 11_3 and p. 

6_3) mentioned that the transformative teaching and learning approach had supported 

them to gain extensive understanding in the topics they dealt with in the Human Anatomy 

class. Participant 19_3’s experience captures the sentiments of those participants who 

realised that transformative learning had enabled them to acquire a deeper understanding 

than before. He asserted that, “There are different types of learning which lecturers use 

and some students understand, with transformative learning most students understood… 

Students prefer transformative learning…The whole context was understood very 

well…The learning has been transformed.” 
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6.4.1.5 Sub-theme 1.5: Metacognition 

Another important element that emerged from the responses of the participants was 

metacognition. This theme is critical as the capacity of a student to be conscious of the 

strengths and weaknesses in the processes he adopts in learning is not only significant, 

but also means that he will retain the knowledge acquired for a long time and will be able 

to apply it in other learning situations. Two participants (p. 17_3 and p. 15_3), who 

acquired metacognition, described their experiences as follows. Participant 17_3 

declared, “More understanding about how I should study … I learnt on how I should 

prepare before each lecture … I know now which chapters I am good at and which to 

work on … I learnt where my strengths and weaknesses lie.” Participant 15_3 captured 

his experience as follows: “Perspective - what we thought was right might be wrong 

Understanding – why certain people think a certain way, because of their environment 

Knowledge – learning different perspectives enhances knowledge.”    

These students’ experience of metacognition is evidence that transformational learning 

truly happened in this Human Anatomy class.     

6.4.1.6 Sub-theme 1.6: Self-esteem and self-confidence 

The sixth theme that emerged from what the students gained from the transformative 

teaching and learning methods applied in the Human Anatomy class was self-esteem and 

self-confidence. “Do not laugh at others” [italics - my emphasis]. This comment made by 

participant 18_3 portrays the views of seven other participants (p. 22_3, p. 2_3, p.7_3, p. 

10_3, p. 12_3, p. 14_3 and p. 35_3), who shared a similar sentiment and indicated that 

they had developed self-confidence and self-esteem. Participant 22_3, who stressed that 

transformative teaching and learning had enabled him to build and gain confidence and 

self-esteem proclaimed that, “My self-esteem has improved during transformative 

learning.” Two other students added, “And also build self-esteem,” (p. 14_3) and, “High 

self-confidence” (p. 12_3). Participant 10_3 encapsulated the main idea when he affirmed 

that the students gained confidence when their ideas were discussed and accepted in 

their groups and in the class as a whole, “Confidence gained. When your idea is 

discussed and accepted.” The learning environment created in the Human Anatomy class 
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was a relaxed and informal atmosphere, where civility and respect for other students’ 

views, even in cases of disagreement, were promoted. This ensured that the students did 

not laugh at others who voiced their opinions, and this caused the students to feel relaxed 

and to speak freely during the Human Anatomy lessons/lectures.     

6.4.1.7 Sub-theme 1.7: Relating topics in the Human Anatomy class to what happens in students’ 

communities 

The seventh sub-theme that emerged concerned the way in which the students had 

learned and understood topics or materials presented in the Human Anatomy class. The 

participants explained that being in a transformative learning classroom had enabled 

them to learn and understand Human Anatomy in a larger context. According to these (3) 

participants (p. 6_3, p. 11_3 and p. 22_3), the transformative teaching and learning 

approach applied in their Human Anatomy class had empowered them to be able to relate 

what they learned in class to what happened in their communities and real world 

situations. Participant 22_3 highlighted, “I am able to relate what we learn in class with 

what is happening in our communities,” while participant 6_3 confirmed, “I am now able 

to relate anatomy to real life situations.”  

6.4.1.8 Sub-theme 1.8: Acceptance of cultural differences 

This sub-theme that emerged from the results concerned cultural differences among the 

students. The results showed that the students were encouraged to learn about the 

culture and traditional practices of their peers. Four participants’ (p. 39_3, p. 37_3, p. 

36_3 and p. 32_3) responses demonstrated that Transformation Learning Theory’s 

techniques of teaching and learning influenced them to learn from other students’ 

cultures. They wrote, “We were able to learn from different cultures.” Two other 

participants (p. 34_3 and p. 33_3) who could relate to the previous responses stressed 

that they had learnt to revere other people’s cultures and perspective, as noted, “I learnt 

to respect other people’s cultures and view.” Participant 22_3 not only learnt to accept 

other people’s ideas, but also learnt to venerate their religions. He wrote, “I am now able 

to accept other people’s opinions and respect their religions.” 
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6.4.1.9 Sub-theme 1.9: Handling difficulties or challenges 

The ninth sub-theme that emerged from the results related to the difficulties or challenges 

that the students encountered when the lecturer applied transformative teaching and 

learning strategies in class. Students probed multiple perspectives (see Section 3.2.2.4 

and Section 4.8.2.4) in their groups and in the class, and in the process encountered 

difficulties where students could not reach a consensus. In certain circumstances, 

individual students could not manage the transformational learning process and 

experienced challenges. However, what they had acquired out of transformative teaching 

and learning methods assisted them to resolve these difficulties. Two participants 

mentioned that they experienced challenges. Participant 10_3 referred to a situation 

where members in his group had different ideas and experiences of the topic under 

discussion, which created disagreement among the group members. He indicated as 

follows, “Different members had different ideas and experiences about the topic that 

created disagreements.” For participant (p. 23_3), not being able to provide an immediate 

answer to a question was the challenge that he experienced, “When I was asked a 

question and did not know the answer at that particular time, like what can I tell a mother 

who has a baby with diarrhoea to do if I am already a doctor.” The difficulties or challenges 

were resolved as follow. For respondent p. 10_3, the group members created links among 

the various views and finally, with the help of the lecturer, agreed that all the views were 

correct. He noted, “We managed to create a link between those views and reach to an 

agreement that everything is correct with the help of the lecturer.” For participant 23_3, 

the solution was to prepare ahead or read the topics before attending lectures. He wrote 

as follows, “When going to study or go through what the lecturer is going to teach about 

before coming to class.” Three other students (p. 40_3, p. 15_3 and p. 2_3) mentioned 

that they talked to their peers to resolve the difficulties they faced, “Talking with peers 

helped us tackle the problems together which made things easier.” Another student noted, 

“Yes, the talking groups helped a lot” (p. 18_3). Ten participants (p. 1_3, p. 2_3, p. 3_3, 

p. 4_3, p. 6_3, p. 7_3, p. 11_3, p. 12_3, p. 13_3), and another 15 (p. 14_3, p. 15_3, p. 

17_3, p. 18_3, p. 19_3, p. 20_3, p. 27_3, p. 29_3, p. 30_3, p. 32_3 p. 33_3, p. 34_3, p. 

35_3, p. 36_3, p. 37_3 and p. 39_3) had a positive experience. They mentioned that they 
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did not encounter any difficulties with transformative teaching and learning methods in 

class. 

6.4.1.10 Sub-theme 1.10: Multiple sub-themes  

The tenth theme identified from the responses concerned multiple themes. This refers to 

instances where an individual described more than one experience of transformative 

learning. A transformative learning experience is not linear and does not occur 

simultaneously for all students at the same time and in the same way (see Section 2.7). 

Participant 23_3 acknowledged that through transformative learning, he had acquired 

presentation skills, the ability to ask questions, and how to think and respond quickly when 

the lecturer asked questions. He illustrated this as follows, “I learnt how to stand in front 

and present by the presentations done … I learnt how to ask questions, by seeing other 

students ask questions … I learnt how to think on my feet when the lecturer asked 

questions … I learnt how other students think and how the lecturer expects us to think 

after she has taught us.” Another participant (p. 20_3), who had acquired presentation 

and leadership skills, stressed the following aspects, “Presentation skills – present and 

interpretation better … Leadership skills – teach the group leaders … Motivate to study 

harder.” 

6.4.2 Second Theme: Helpful aspects for students new to the Human Anatomy          

course 

The second main theme was identified from the results from the students’ responses to 

questions constructed from the Student Self-reflective Report (Appendix S), which 

reflected research sub-questions 2, 3 and 5. This theme concerned what students 

experienced in view of the fact that they were in the class with other students who were 

also studying Human Anatomy for the first time. Eight sub-themes emerged, which are 

presented in the subsequent sections.   
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6.4.2.1 Sub-theme 2.1 Student experiences of being in class with students new to the Human 

Anatomy course 

The first sub-theme related to the aspects that assisted students who were doing Human 

Anatomy for the time was the students’ own experiences of being in class with other 

students who were new to the Human Anatomy course. The participants expressed two 

main concerns, namely, there were those who felt the experience was calming and those 

who felt that it was scary. Participant 1_3, who regarded the experience as calming, 

expressed himself as follows “It was calming to know that we were all new to the module 

and we were eager to learn.” Four students (p. 6_3, p. 11_3, p. 12_3 and p. 19_3), who 

could relate to the previous response, wrote as follows, “It was good, because we were 

all new.” Two other students (p. 33_3 and P. 34_3) felt that the experience was good and 

calming because no one felt that they were better than the others as they were all new to 

the subject and dedicated to learning. They wrote, “It was good because no one thought 

they were better than others and we were all committed to learning.” For five students (p. 

17_3, p. 20_3, p. 31_3, p. 28_3 and p. 13_3), being in the same class with others who 

were all new to Human Anatomy was interesting, exciting and fun, as illustrated by the 

following comments. Participant 17_3 noted that it was interesting that they were all new 

to the course although all of them had done biology the previous year. The respondent 

wrote, “It was interesting because it was new to all of us although we did do Biology last 

year. Anatomy was like Biology but with more details.” Participant 23_3 affirmed the 

previous response, stressing that, “It was good and fun because we were all at the same 

level and we understood each other.” Participant p. 20_3 stated that it was “Exciting and 

interesting,” while the third respondent (p. 31_3) asserted that it was not only interesting 

but also the knowledge acquired somehow changed their lifestyle, “It is interesting; you 

get more knowledge about your body and somehow changes lifestyle.”  

Despite, the feeling of excitement described, a few students were frightened by the idea 

of being in class with students who were all new to the Human Anatomy course. Three 

students (p. 40_3. p. 14_3 and p. 3_3) were scared. Participant 40_3 was frightened 

because he had no idea about the level of knowledge of his peers in the course. He noted, 

“It was disconcerting as I didn’t know their level of knowledge.” The second participant 
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pointed out, “It was scary because I did not know what to expect and what is going to 

happen,” (p. 14_3), while the third respondent (p. 3_3) simply stated, “We all didn’t know 

what to expect.”  

Participant 32_3 summed up the opinions and sentiments of the participants when he 

stated that, “This made us realise that we all had different views on anatomy and it has 

been such a nice experience sharing the information together and learning from one 

another.”  

6.4.2.2 Sub-theme 2.2: Students’ experiences of mixed feelings 

A few students’ descriptions of their experiences showed mixed feelings. Although the 

general feeling was that of excitement, a few students were not certain about what to 

expect as all the students were doing Human Anatomy for the first time. Two participants 

(p. 35_3, p. 37_3) commented that it was a learning curve or opportunity to learn and 

share information, which encouraged them to learn, and to get other students’ ideas to 

add to their own knowledge. Participant 35_3 wrote that, “It was really a learning curve, 

where we got to encounter new topics we had never answered before,” while respondent 

p. 37_3 noted, “It taught me to learn and get other people’s opinion and use it to build on 

my own knowledge.” To another two students, it assisted them to understand Human 

Anatomy because they were encouraged to have discussions after classes as they 

wanted to know more about the Human Anatomy course, stating, “This made me 

understood easily, since we usually did peer talking after classes,” (p. 27_3) and, “I was 

encouraged by them because they were all into understanding what Anatomy really is” 

(p. 22_3). Participant 32_3 summed up the opinions and sentiments of all the participants 

when he stated that, “This made us realise that we all had different views on anatomy 

and it has been such a nice experience sharing the information together and learning 

from one another.”  

6.4.2.3 Sub-theme 2.3: Teaching techniques: Group discussion 

The third aspect that emerged from the participants’ responses concerning aspects that 

helped them in the Human Anatomy class was group discussion. The participants mostly 
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appreciated the discussion classes as it provided them with the opportunity to share their 

opinions with their peers. Nine students (p. 2_3, p. 10_3, p. 28_3, p. 12_3, p. 13_3, p. 

18_3, p. 22_3, p. 35_3 and p. 40_3) acknowledged that group discussions or working in 

groups motivated them to study better. Respondent p. 2_3 mentioned that working in 

groups assisted him to understand the topics better and ideas from the group members 

assisted him to remember previous information on the topic, “Working in groups made 

me understand the topics easier … Different ideas of each member of the group made 

me not to forget and recall any previous knowledge I know about the topic.” Participant 

10_3 also emphasised as follows, “They learned that working in groups helps more than 

working individually because you tend to get what you missed during lessons or studying.” 

For some participants, discussions assisted them to understand concepts better and they 

were able to relate to the way in which other people lived. Moreover, while some 

participants acknowledged that group work assisted them to do more work, others 

emphasised that group work gave them the opportunity to share their views with peers. 

Participant 28_3 maintained that, “Working with other students helped me to accomplish 

a lot in a short period of time … It helped to speak in public and boosted my confidence 

to express myself.” Participant 35_3 further indicated that, “Students get to raise up their 

voices and express how they feel about certain medical situations … It helps in broad 

understanding of the topic given.” 

6.4.2.4 Sub-theme 2.4: Teaching techniques: Using questioning as a teaching tool 

The fourth sub-theme that emerged concerned the teaching and learning activities that 

the lecturer used as transformative teaching and learning tools in the Human Anatomy 

class. The lecturer used the technique of asking questions as a teaching tool in the 

transformative learning classroom. The following illustrations reflect the students’ 

responses. Participant 32_3 commented that:  

“Being offered the opportunity to ask questions. Asking questions does not help you only 

understand the topic being discussed but rather helps you have a new outlook on 

something you didn’t really understand before. It gives your mind the ability to expand” (p. 

32_3).   
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Six more students (p. 35_3, p. 20_3, p. 23_3, p. 6_3, p. 11_3 and p. 40_3) also alluded 

to the fact that the use of questions as a teaching strategy assisted them to understand 

and learn better in class. They valued questioning because it motivated them to 

“participate”, “get involved” or “engage” in class activities (p. 20_3; p.35_3; p. 23-3), it 

compelled them to listen and respond (p. 23_3), and to determine their progress with the 

Human Anatomy work (p. 11_3; p. 6_3).  

6.4.2.5 Sub-theme 2.5: Teaching techniques: Illustrations 

Another teaching strategy applied by the lecturer that the students found to be helpful 

was illustrations. The lecturer not only used a model of the human skeleton, pictures, 

charts and drawings (he used to draw on the chalkboard) to show the position of the 

organs of the body to explain concepts, organs and topics, but also had students engage 

directly with these teaching tools in their group discussions in the Human Anatomy class. 

Ten of the students (p. 32_3, p. 23_3, p. 22_3, p. 20_3, p. 17_3, p. 11_3, p. 3.6_3, p. 

33_3, p. 34_3 and p. 27_3) stated that the illustrations provided them with clear 

explanations. Participant 23_3 pointed out as follows, “The illustrations while working as 

groups, it helps to listen to the students’ minds.” Another respondent added that 

illustrations were more helpful than verbal explanations; he explained: 

“Many illustrations that are very clear. Sometimes she would use pictures that shows the 

pathway of a specific system e.g. the GIT so that was very better than a verbal 

explanation”, and  

 
“The human skeleton in front of our classroom. When something relating to anatomy of 

the human body was discussed she would often show illustrations right on the skeleton 

so that we can easily catch up” (p. 32_3).  

6.4.2.6 Sub-theme 2.6: Teaching techniques: Case studies and practical sessions 

The lecturer used interactive teaching activities like case studies and practical sessions 

to facilitate teaching and learning in the Human Anatomy class. To four students (p. 37_3, 

p. 36_3, p. 4_3 and p. 3_3), the case studies as well as the clinical application that the 

lecturer used in teaching a topic like ‘renal physiology’ enabled them to understand the 
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topic. For three of the participants (p. 3_3, p. 36_3 and p. 37_3), the case study approach 

to teaching helped them connect different chapters that they had learnt in the Human 

Anatomy class. They emphasised that, “The case studies helped me to interconnect to 

different chapters that we learnt in anatomy”. Respondents p. 36_3, p. 37_3 and p. 3_3 

also noted that the case studies of clinical application would assist students to gain deeper 

understanding in order to recall information. They wrote as follows, “Clinical application. 

Student will get a deeper understanding and can easily recall the information,” while the 

fourth respondent specified that, “The clinical applications helped us to be able to relate 

with practical world” (p. 4_3).  

Another teaching tool that stimulated the students was practical sessions that the lecturer 

incorporated into his teaching. Six respondents, (p. 18_3, p. 23_3, p. 20_3, p. 6_3, p. 

11_3 and p. 13_3) asserted that the practical sessions the lecturer utilised to teach them 

assisted students to put the theory they learned in the Human Anatomy class into practice. 

It allowed them to relate theory to real life situations and made lectures more interesting. 

They used phrases as follows to describe the value of practicals, “Able to relate in real 

life … can help a student understand more about a topic,” (p. 23_3) and, “Practicals made 

lectures more interesting” (p. 20_3).  

6.4.2.7 Sub-theme 2.7: Oral presentations 

Oral presentation and student interaction also came up as teaching tools that helped the 

students who were new to the Human Anatomy course. For participant 28_3, oral 

presentation enabled him to speak freely. He stated, “Oral presentations: Presentations 

helped me to improve my ability to speak freely in public … It helped me to be able to 

explain what I have learned in class in words”. Four others (p. 22_3, p. 18_3, p. 12_3 and 

p. 10_3) supported the above response as follows. To respondent p. 22_3, when students 

were given the chance to express their own views without jeering at them, it enabled them 

to gain self-confidence. He wrote, “Giving each other opportunity to talk and not laughing 

at people’s opinions help us to be confident.” For one participant, presentations not only 

allowed students to speak to one another, but was also a method for them to teach and 

recall information while a second participant considered presentations as an opportunity 
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for students to demonstrate what they knew and when they were corrected, it boosted 

their confidence. They wrote as follows, “Presentations … allow us to tell each other and 

is a way of teaching and recalling information” (p. 18_3), and “It has been of help because 

after expressing their knowledge and being corrected help boost their confidence” (p. 

10_3). The third participant noted that, “It builds self-confidence” (p. 12_3). Participant 

15_3 explained, “I was able to learn a new way of thinking … I received a broader 

perspective on topic.” Four other students (p. 14_3, p. 33_3, p. 10_3 and p. 7_3) also 

alluded to the fact that student interaction in the transformative learning classroom 

assisted them to share ideas and to see other students’ perspectives. The following 

reflections from the participants illustrate this. Participant 14_3 mentioned that interaction 

among students in the Human Anatomy class helped him gain self-confidence, obtain a 

broader understanding of the topics and enabled him to share ideas with other students. 

The participant commented as follows, “The interaction built self-esteem … It gave a 

wider understanding,” and, “It allowed sharing of ideas.” Another respondent (P. 33_3) 

highlighted, “When people gave different views on particular things it helped me see 

things from other people’s perspective.” 

6.4.2.8 Sub-theme 2.8: Lecturer as a model to students 

The eighth sub-theme that emerged from the results relating to aspects that motivated 

students who were new to the Human Anatomy course to learn was the life experiences 

of the lecturer. Five students (p. 3_3, p. 4_3, p. 36_3, p. 37_3 and p. 39_3) attested to 

the fact that their lecturer, who is a medical practitioner by profession (see Section 6.4), 

had inspired them to learn by telling them about his life or clinical experiences. To these 

students, the lecturer’s life experiences as a medical practitioner assisted them as he not 

only presented the theoretical explanations of topics in Human Anatomy, but also gave 

examples of clinical situations to assist students’ understanding of the topics they 

discussed. They expressed this as follows, “Dr ‘N’s’ real life experiences,” (p. 3_3) and, 

“The lecturer’s real life experiences” (p. 39_3) (the letter ‘N’ has been used as a 

pseudonym). Finally, I consider participant 2_3’s comment as encapsulating the 
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experiences of all the students when he declared that, “It has been great, we came in 

here not knowing much but now we are well taught/educated.” 

At this point of recording the results, it became apparent that a point of saturation was 

reached. After reading through the responses, I realised that the respondents were 

repeating the same information already described in Sections 6.2 and 6.3 of this chapter. 

Since there was no additional information provided by the respondents, the recording of 

results was halted. Section 6.4 below presents the results from the data collected from 

the lecturer after he had applied the Transformative Learning Theory in teaching students 

in the Human Anatomy class. 

6.5 EXPERIENCES OF THE LECTURER AFTER APPLYING TRANSFORMATIVE 

TEACHING IN THE HUMAN ANATOMY CLASS 

This section addresses research sub-questions 2, 4 and 5, which are indicated as follows:  

2. What are the design implications of transformative learning for a Human 

Anatomy class?   

4. What are the experiences of the lecturer with transformative learning in a Human  

    Anatomy class? 

5. How should teaching strategies and learning experiences change to allow 

    transformative learning? 

In responding to these research sub-questions, I used Open-ended Questionnaire 2 

(Appendix P), which the lecturer answered. The purpose was to determine the 

experiences of the lecturer after he had used transformative teaching and learning 

methods in the Human Anatomy class. The lecturer used transformative teaching 

strategies like collaborative learning and role-play in teaching, while the students worked 

in groups to discuss and share ideas in the Human Anatomy class. To provide responses 

that focused on the study, prompts were added to some of the main questions in Open-

ended Questionnaire 2 (Appendix P) to guide the participant in order to avoid responses 

that may have been too general and unrelated to the study.  
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The two main themes that emerged from the results were the positive outcomes of using 

the Transformative Learning Theory in the ECP Human Anatomy class and how the 

lecturer managed the application of this theory in the class. I have expounded on these 

themes in the subsequent sections. As mentioned in Chapter 5 (see Section 5.3.1), the 

words and quotations of the lecturer when the results of Open-ended Questionnaire 2 

(Appendix P) were described were indicated as “Lect _2” to mean after the 

intervention, while quotations from Open-ended Questionnaire 1 (Appendix O) were 

stated as “Lect _1” to mean before the intervention. As mentioned previously in this 

study, the pronoun ‘he’ is used to represent both males and females. The next section 

presents the first theme elicited from Open-ended Questionnaire 2 (Appendix P) from the 

lecturer. 

6.5.1 First Theme: Positive outcomes of using Transformative Learning Theory in 

ECP Human Anatomy class  

The first main theme that emerged reflected how the students responded when the 

lecturer used transformative teaching and learning methods in the Human Anatomy class. 

The lecturer was asked to mention the things that had gone well in teaching using the 

Transformative Learning Theory in the Human Anatomy class, and he responded that the 

class had been livelier, students had been fully engaged and that more students had been 

involved in class activities. He wrote as follows, “A livelier class, students were fully 

engaged,” and, “More student participation,” as well as, “Students were more excited and 

less sleepy in the afternoon class (Wed 2-4 pm)” (Lect_2). Other noteworthy comments 

the lecturer made referred to the fact that some of the students started to read and 

prepare for the following lectures and that students became more active in taking or 

writing notes in class, while others remained behind after classes to ask more questions. 

The lecturer commented as follows, “Some students (about 2 female students) began to 

read ahead (prepare) for subsequent lectures,” and, “Students became more involved in 

note-taking,” as well as, “Students hanged back to ask more questions after lectures” 

(Lect_2).  
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6.5.2 Second Theme: How the lecturer managed the application of the 

Transformative Learning Theory 

The second main theme that emerged from the responses related to how the lecturer 

handled the implementation of the Transformative Learning Theory in the Human 

Anatomy class. 

6.5.2.1 Sub-theme 2.1: Difficulties encountered in using transformative teaching methods 

The first sub-theme identified from the results concerned the problems the lecturer came 

across when he was using transformative teaching methods to teach the ECP Human 

Anatomy class. Using or applying transformative teaching methods and managing the 

transformative learning classroom were not without difficulties. Some of the challenges 

the lecturer experienced were the fact that the students were at various levels of 

understanding, and the fact that some students were more prepared than their peers. In 

describing this experience, the lecturer stated, “Students were at different levels of 

understanding. Some were more prepared than others” (Lect_2). 

However, the lecturer indicated that he had used a variety of means to resolve and 

overcome the difficulties, such as asking more feedback questions from students who did 

not fully engage in class activities. Moreover, he gave assignments on areas of topics 

that seemed difficult to students and used probing questions to guide the students’ 

understanding during the Human Anatomy class. Some of the lecturer’s responses that 

illustrate this are as follows, “Ask more feedback questions e.g. to non-participating 

students,” and, “Give assignments based on areas that appeared more difficult,” as well 

as, “Ask little by little questions to different students until the full picture is seen” (Lect_2). 

The students appreciated the strategy that the lecturer used as it stimulated them to learn 

better than previously (see Section 6.2.2). 

6.5.2.2 Sub-theme 2.2: Group discussions 

The second sub-theme elicited from the data collected concerned group discussions, 

which the lecturer used to facilitate class lectures. He ensured that there was student-to-
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student interaction during the group discussions by asking more questions and seeing to 

it that students did not fall asleep. When asked how he ascertained that all students were 

involved and were participating in the discussions, the lecturer noted: “More questions 

asked,” and, “Less number asleep or drowsy” (Lect_2). In responding to the question as 

to how he ensured that the students focused on the given topic or tasks and did not 

discuss different issues unrelated to the tasks they engaged in during the group 

discussions, the lecturer stated, “I steer the conversation when students begin to lose 

focus,” and, “I give class reps (2) more leadership roles e.g. set up for class,” as well as, 

“Each group has a group leader” (Lect_2).  

The students also discussed in their groups the various ways in which they treated 

diarrhoea in infants in their different cultures or traditions. When asked whether students 

talked freely about this, the lecturer responded as quoted, “Yes. The different tribal 

practices were discussed in small groups and summarised for the entire class (group 

leaders presented each summary for the whole class)” (Lect_2). To the lecturer, the group 

discussions enabled the students to acquire knowledge of the dangers or risks associated 

with diarrhoea in infants and gained knowledge of the healthy and clinical ways to manage 

diarrhoea in infants. The lecturer wrote, “Students spoke clearly and became aware of or 

understood healthy clinical management of diarrhoea in infants” (Lect_2). 

6.5.2.3 Sub-theme 2.3: Improvement of teaching methods 

The final element that emerged from the results related to the suggestions for 

improvement that the lecturer provided. At the end of the intervention, that is, after the 

lecturer and the students had practised and experienced transformative teaching and 

learning methods, the lecturer realised that it was important for him to improve on the 

teaching methods that he had been using in the class. His responses pointed to the fact 

that he had realised the need to reduce the length or duration of “lecture” time and to 

include more time for practical sessions and to introduce tutorial sessions. The lecturer 

suggested as follows, “Less lecture hours,” and “More practical sessions,” as well as, 

“Introduce tutorial sessions” (Lect_2). 
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Section 6.4 has reported the results of Open-ended Questionnaire 2 (Appendix P) 

administered to the lecturer after he had applied and practised transformative teaching 

and learning methods in the ECP Human Anatomy class. The results showed that the 

lecturer was pleased with the transformative teaching and learning methods and 

suggested he would incorporate the new teaching approach in his teaching in future. 

6.6 SUMMARY 

Chapter 6 described the results from the data, which contained responses from questions 

from Open-ended Questionnaire 2 (Appendix P) for the lecturer, Open-ended 

Questionnaire 4 (Appendix R) and the Self-reflective Report guidelines (Appendix S) for 

students. These were based on research sub-questions 2, 3, 4 and 5, which are specified 

at the beginning of this chapter (Section 6.1). The themes that emerged from the results, 

which mirrored the responses to the above-mentioned research sub-questions, revealed 

the teaching practices employed by the lecturer, and the learning strategies or methods 

used by the students after they (both lecturer and students) had been introduced to the 

Transformative Learning Theory. The results presented in this chapter are further 

discussed in detail in Chapter 7.    
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CHAPTER 7 : FINDINGS AND DISCUSSION  

7.1 INTRODUCTION 

The purpose of this study was to explore how transformative learning strategies could 

improve students’ acquisition of an in-depth understanding in an undergraduate Human 

Anatomy class. This chapter presents the findings of the study to include the summary of 

the themes from the six research instruments, which are Open-ended Questionnaire 1 

(Appendix O), Open-ended Questionnaire 2 (Appendix P), Open-ended Questionnaire 3 

(Appendix Q), Open-ended Questionnaire 4 (Appendix R), Student Self-reflective Report 

(Appendix S) and the Observation checklist (Appendix N), based on their relevance to the 

five research sub-questions. The Observation checklist assisted the researcher to assess 

and evaluate the manner in which the participants (lecturer and students) applied 

transformative teaching and learning strategies in the Human Anatomy class during the 

intervention. In chapter 6, an example of how the Observation checklist was applied to 

assist the researcher to observe, assess and evaluate how the participants applied 

transformative teaching and learning strategies in the class is illustrated (Table 6.1). This 

allowed the researcher to indicate how many times each of the expected items listed in 

the instrument was repeated before the participants achieved the expected outcome.  

Table 7.1 provides a summary of the emergent themes. The first part of Table 7.1 

presents the emergent themes from the results from Open-ended Questionnaire 1 and 3 

before transformative teaching and learning methods were introduced in the Human 

Anatomy class. The emergent themes, based on their relevance to research sub-question 

1, describe the teaching and the learning methods that existed in the Human Anatomy 

class before the participants (lecturer and students) were introduced to the 

Transformative Learning Theory. The second part of the table describes the themes that 

emerged from the data collected from Open-ended Questionnaire 2 and 4 after the 

participants had been introduced to transformative teaching and learning methods in the 

Human Anatomy class. The third part presents the themes that emerged from the Student 

Self-reflective Report, where the students reflected on their experiences after the lecturer 
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had used transformative teaching and learning methods in the class. The themes that 

emerged, which were linked to the research sub-questions, report the influences of 

transformative teaching and learning methods on the participants in the Human Anatomy 

class.  

Inductive thematic analysis was used as the frame to analyse the data (see Section 4.7.6). 

The Atlas.ti software program was used to analyse the data for the open-ended 

questionnaires and the Student Self-reflective Report transcripts (see Section 4.7.6). The 

researcher also read repeatedly through the open-ended questionnaires (data) and wrote 

field notes. Themes or categories and responses were colour coded with assigned labels. 

Codes were used to generate themes by grouping similar codes together. The researcher 

used the research sub-questions from this study as the framework for analysing the data. 

An independent coder also reviewed the data and identified major themes and categories 

based on their relevance to the research sub-questions posed for this study. These 

themes were compared with the themes and sub-themes that I have identified. We 

discussed the differences and agreed on a set of themes and sub-themes. This helped 

to determine the accuracy of the identified themes and categories. Furthermore, member 

checking assisted in the triangulation of the coding and analysis of the data (see Section 

4.6).  

The emergent themes from the data collected before the intervention (i.e. Open-ended 

Questionnaire 1 and 3) were grouped together, reviewed and refined and similar themes 

were collapsed into each other, while themes that did not relate or link to the research 

sub-questions were left out. The emergent themes are listed in Table 7.2. Similarly, the 

findings that emerged from the data collected after the intervention (i.e. Open-ended 

Questionnaire 2 and 4 and the Student Self-reflective Report) were also combined, 

reviewed and refined, and similar themes were collapsed into each other while themes 

that were not relevant to the research sub-questions were removed. The themes that 

emerged are listed in Table 7.3. The emergent themes from the data collected before and 

after the participants had been introduced to the Transformative Learning Theory, which 

were relevant to the main research question and five research sub-questions, were 
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subjected to further analysis and discussion (Table 7.2 and Table 7.3). The same process 

was repeated, namely, the emergent themes were grouped together, reviewed and 

refined, and similar themes were collapsed into each other while themes that were not 

relevant to the main research question and five research sub-questions were left out. The 

themes constituted the final findings for this study. The two major themes concerned the 

teaching and learning methods in the Human Anatomy class and the experiences of the 

participants (both lecturer and students) of transformative learning, which were based on 

their relevance to the main research question and the five research sub-questions, were 

subjected to further discussion and interpretation in the last section of this chapter and 

also in Chapter 8. The two major themes, now regarded as the findings of this study, are 

listed in Table 7.4. This chapter is organised as follows. First, a summary of the emergent 

themes as indicated in Tables 7.1 to Table 7.4 below is presented, followed by a 

discussion of the findings. The emergent themes of the study are summarised in Table 

7.1 to Table 7.4 below. 

Table 7.1: List of the summary of emergent themes 

Part 1: Open-ended Questionnaire 1 (Appendix O): Lecturer: Prior to the 

intervention 

First Theme Students’ selection of bachelor of medicine and surgery 

degree programme. 

Second Theme 

 

Teaching methods applied by the lecturer prior to 

intervention. 

Part 2: Open-ended Questionnaire 3 (Appendix Q): Students: Prior to the 

intervention 

First Theme Selection of this university for undergraduate degree 

studies. 

Second Theme Choice of bachelor of medicine and surgery degree 

programme. 

Third Theme Students’ feelings about the ECP programme. 

Fourth Theme How students study Human Anatomy. 
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Fifth Theme What students expected from the University. 

Sixth Theme Student background/previous knowledge in the Human 

Anatomy course. 

Seventh Theme Students’ experiences of the possible influences of the 

Human Anatomy class on them (behaviour, attitude and 

perceptions). 

Part 3: Open-ended Questionnaire 2 (Appendix P): Lecturer: Post intervention 

First Theme Positive outcomes of using the Transformative Learning 

Theory in the ECP human anatomy class. 

Second Theme How the lecturer managed Transformative learning in the 

ECP Human Anatomy class. 

Part 4: Open-ended Questionnaire 4 (Appendix R): Students: Post Intervention 

First Theme Students’ understanding and learning experiences of 

transformative teaching and learning after the 

intervention. 

Second Theme Ways in which the students' learning experiences 

occurred. 

Third Theme Factors that influenced student learning. 

Fourth Theme Events outside the human anatomy class that contributed 

to students’ understanding and learning.  

Fifth Theme Student comments regarding the lecturer’s new approach 

to teaching. 

Sixth Theme Students’ comments about the choice of medicine as their 

professional career. 

Part 5: Student Self-reflective Report (Appendix S) Post Intervention  

First Theme What students gained from transformative teaching and 

learning methods. 

Second Theme Helpful aspects for students new to the human anatomy 

course. 
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Third Theme Students’ recommendations of transformative teaching 

and learning methods.  

Fourth Theme Students’ suggestions for improvement of teaching the 

Human Anatomy course. 

 

Table 7.2: List of emergent themes from the data collected before the intervention (Open-

ended Questionnaire 1 and 3 (Appendices O and Q)) 

1. Teaching and Learning Methods Applied in Human Anatomy Class Prior to 

    Intervention 

2. Students’ experiences of how they saw the possible influences of Human 

    Anatomy class on them (behaviour, attitude and perceptions) 

Table 7.3: List of emergent themes from the data collected after the intervention from 

Open-ended Questionnaire 2 and 4 (Appendices P and R), and the Student Self-reflective 

Report (Appendix S)     

1. Positive outcomes of using the transformative learning theory in the ECP Human 

    Anatomy class.   

2. Experiences of the participants with Transformative Learning in a Human Anatomy 

    class.  

3. How the lecturer managed transformative learning in the ECP Human Anatomy 

class. 

4. Students’ understanding and learning experiences of transformative teaching 

    and learning after the intervention. 

5. Ways in which students' learning experiences occurred. 

6. Factors that influenced student learning. 

7. Events outside the human anatomy class that contributed to students’ understanding 

and learning.  

8. Students’ comments regarding the lecturer’s new approach to teaching.  

9. Students’ comments about the choice of medicine as their professional career. 
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10. What students gained from transformative teaching and learning methods. 

11. Helpful aspects for students new to the Human Anatomy course. 

12. Students’ recommendations of transformative teaching and learning methods. 

13. Students’ suggestions for improvement of teaching the human anatomy course. 

 

Table 7.4: List of Emergent themes in this study (Data collected for the study before and 

after the intervention from Open-ended Questionnaire 1 and 3 (Appendices O and Q); 

Open-ended Questionnaire 2 and 4 (Appendices P and R), and the Student Self-reflective 

Report (Appendix S))     

1. Teaching and learning methods applied in the university undergraduate course. 

 

2. Participants’ experiences of transformative teaching and learning/developing     

relationships. 

All the major themes discussed in the preceding tables could be consolidated into two 

main findings. The two findings in Table 7.4 that are central to the study are discussed in 

detail in the following sections.   

7.2 DISCUSSION OF FINDINGS 

It is the beginning of Mezirow’s Transformative Learning Theory (1978, 2000), which has 

been critiqued for its lack of detail and about which there has been few or little subsequent 

research, was the intended focal point of this study. I (the researcher participant) could 

not find information from previous research or literature (according to my knowledge), 

which confirmed that students who have entered university straight from high school 

would report transformative class experiences in a Human Anatomy course. In other 

words, I could not find previous research or literature where a study was conducted using 

the Transformative Learning Theory with first-year foundation students in hard-core 

sciences like Human Anatomy (see Section 1.2). In this study, I wished to engage younger 

adults in transformative learning and hoped that this would assist in understanding an 

unexplored area of transformative learning, and link transformative learning to the issue 
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of engagement in university teaching and learning. In focusing on engagement in 

transformative learning, the theoretical framework (see Section 3.5) developed for the 

study considered the influences and interactions that connect the learner, the classroom 

environment, and the catalyst or trigger event to potentially result in what Mezirow calls a 

‘disorienting dilemma’. The study aimed to explore the dynamics and interactions as the 

students engaged in the process of transformative learning and how the students 

explored these interactions and their assumptions in the process of transformative 

learning. The aim was not to test or investigate which specific characteristics of the class 

would promote transformative learning; the aim was rather to explore the social process 

of learning and the environmental influences in the process. As mentioned earlier (see 

Section 3.5), Mezirow’s (1975, 1978, 2000) Transformation Theory was used as the 

theoretical framework for this study. 

7.2.1 The contribution of transformative learning towards improving the 

acquisition of subject knowledge and in-depth understanding of Human Anatomy  

The first research question considered for this study was, How can transformative 

learning strategies improve the acquisition of in-depth understanding of Human Anatomy? 

This section explores the teaching and learning methods and practices that were used in 

the Human Anatomy class before and after the participants had been introduced to 

transformative teaching and learning approaches. However, before I continue, it is 

important to refresh the reader’s mind regarding the way in which the quotations from the 

participants are captured in the study. The statements made by the lecturer in responding 

to the questions in Open-ended Questionnaire 1 administered before the participants 

were introduced to the Transformative Learning Theory are indicated as (Lect_1). Here 

(Lect) stands for ‘lecturer’ and underscore one (_1) refers to the lecturer’s responses to 

Open-ended Questionnaire 1. The lecturer’s responses to questions in Open-ended 

Questionnaire 2 administered after transformative learning had been introduced in the 

class are captured as (Lect_2), where underscore two (_2) refers to the lecturer’s 

responses to Open-ended Questionnaire 2. The students responded to three research 

instruments, which were captured as ‘p. 2_1’, where ‘p.’ stands for ‘participant’ (here 
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referring to student) and ‘2’ refers to student number ‘2’ on the class list, while underscore 

one (_1) refers to Open-ended Questionnaire 3, which students responded to before the 

intervention. The students’ responses to the questions in Open-ended Questionnaire 4 

administered after they had used transformative teaching and learning methods in the 

class are indicated as ‘p. 2_2’ where underscore two (_2) refers to Open-ended 

Questionnaire 4 that the students responded to after the intervention. The third instrument 

for students is shown as ‘p. 2_3’ where underscore three (_3) refers to the Self-reflective 

Report that the students responded to after the intervention (see Chapter 5 and Chapter 

6). I discuss improvements or changes that the participants (both lecturer and students) 

described in their responses to the open-ended questions. In other words, I present what 

the participants saw themselves as taking with them or gaining from their experiences of 

transformative teaching and learning strategies as applied in the Human Anatomy class.  

Braun and Clarke (2006:11) note that prevalence in qualitative analysis “work[s] 

rhetorically to suggest a theme really existed in the data” (authors’ emphasis) and 

therefore, to assure readers that there is true reporting of the data (see Section 4.7.6). 

What I observed as I read through the students’ descriptions was that the students 

described the same experiences in similar and different ways, which means that such 

experiences really existed or happened in the class. I have captured such experiences in 

my descriptions to demonstrate the extent to which and prevalence of such experiences 

existing among many students in the present study in the Human Anatomy class. 

7.2.2 Students’ acquisition of in-depth understanding 

The main influence on transformation or change for students who experienced 

transformative learning was the lecturer, who supported and challenged them cognitively 

with transformative teaching and influenced or facilitated the change as part of their 

experience in the Human Anatomy class. Concerning subject knowledge and in-depth 

understanding of Human Anatomy, the majority of students agreed that transformative 

learning empowered them to experience deeper understanding of the subject. The 

descriptions from the students captured the understanding they believed they had 

acquired from transformative learning. The students not only understood Human Anatomy 
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as a subject and the material (content) taught better, but were also able to link the theory 

they learned to real world situations (see Section 6.2.5.2). These descriptions are not 

mere empty statements made by the students, but are based on actual events or activities 

that happened in the class because the lecturer also observed the improved changes (i.e. 

better understanding) in the students and the learning environment in the class as a 

whole. The lecturer described the transformative learning in the Human Anatomy 

classroom as livelier and that students engaged actively and fully as they participated in 

class activities with excitement (see Section 6.4.1). This was further confirmed by most 

of the students who agreed that they were not only supported to engage and be actively 

involved, but also that their classmates seemed to be keen (like themselves). They 

reported that they enjoyed the lectures and showed interest in class activities (see Section 

6.2.3.1). 

Many students described their experience of subject knowledge and acquisition of in-

depth understanding of Human Anatomy in different ways and, as this was an important 

finding, I elaborate on the experiences of the students in this regard as demonstrated in 

the comments that follow. Participant 2_2 was of the opinion that all of the students gained 

a better understanding. He asserted as follows, “I saw by the way how everyone acts in 

class. You can see the understanding in their faces that they truly understand.” Others 

confirmed that transformative learning not only assisted them to acquire in-depth 

understanding, but also empowered them to engage actively in class activities. Participant 

19_2 stated that, “After the lesson many students seemed to understand dehydration, 

and even when we were peer talking, they seemed to understand,” and, “because most 

people [students] agree that the lecturer is clear and understandable.” This means that 

transformative teaching and learning strategies allowed the students to experience “active 

engagement” in the class. The fact that they discussed during “peer talking” showed that 

this deeper understanding, in turn, helped them to engage actively in the classroom and 

discuss the use of the new approach amongst themselves. The students’ descriptions 

suggested that they discussed amongst themselves and agreed that the new method had 

enabled the lecturer to explain things in a clearer and better way, which assisted them to 

understand better than before. “It provided clarity on the topic at hand,” (p. 43_2) and, 
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“We have a better understanding of the topics now” (p. 38_2) because “The lecturer was 

clearer and was easy to understand” (p. 5_2). This means that the students were 

consciously aware that they (lecturer and students) were using transformative learning 

strategies in the class. Put differently, the students were conscious of and knowledgeable 

in the comments they were making and therefore their comments are to be considered 

as credible (Braun & Clarke, 2006) (see Section 4.7.6).   

Other students concurred that although they were new to the Human Anatomy course 

and felt a lot of pressure, transformative learning strategies empowered and supported 

them to understand better. It was clear from a number of students that they saw a close 

link between their improved understanding and transformative teaching and learning. The 

following two quotations from the participants’ responses are repeated here for the sake 

of illustrating and emphasising this point. Participant 5_2 explained that, “I think that most 

got to understand things as well. Studying Anatomy is really to understand, so the 

transformative learning had a positive impact on everyone,” while participant 19_3 stated 

that, “There are different types of learning which lecturers use and some students 

understand, with transformative learning most students understood … Students prefer 

transformative learning … The whole context was understood very well … The learning 

has been transformed.” These examples really testify to the fact that the students were 

consciously aware of and knowledgeable about the fact that transformative learning had 

caused changes in them and in the way in which they studied. 

Another main factor, which influenced the students to acquire subject knowledge and in-

depth understanding of Human Anatomy, was the lecturer’s use of ‘questioning’ as a 

teaching strategy in presenting lessons to the students. The lecturer asked questions to 

guide students’ learning in their group and class discussions. From student participants’ 

responses it became clear that the lecturer’s use of questioning not only gave students a 

clear understanding of the topic they were engaged with, but also gave them the ability 

to apply that knowledge whenever necessary. Further, the students’ responses 

suggested that the questioning technique that the lecturer applied allowed them to acquire 

more knowledge and enabled them to learn from the knowledge of their peers and the 
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lecturer (see Section 6.3.2.4). I repeat two quotations to demonstrate this. Participant 

29_2 asserted that, “It was much clearer and I learnt to learn not only what knowledge I 

have, but also my peers, lecturer’s opinion and knowledge.” Another participant (p. 30_2) 

added that, “Asking questions give us clear understanding on a topic because it helps us 

to know how to apply the knowledge when necessary.” Other participants expounded that 

they gained more understanding of the subject as the lecturer asked questions, interacted 

with them, and supported them to understand topics in a practical way. Moreover, some 

respondents affirmed that asking questions encouraged them to cooperate with the 

lecturer by providing responses to the questions. The lecturer’s technique of asking 

questions also required students to ask questions about the topic they discussed. 

According to participant 32_3, the technique of requiring students to ask questions not 

only facilitated students’ learning, but they also considered it as a way of demonstrating 

their understanding of a topic, taking a stance on a topic, and stimulating their minds to 

think broadly. He (p. 32_3) explained his opinion as follows, “Being offered the opportunity 

to ask questions. Asking questions does not help you only understand the topic being 

discussed but rather helps you have a new outlook on something you didn’t really 

understand before. It gives your mind the ability to expand.”  

Other transformative learning strategies applied in the class that influenced the students 

to experience subject knowledge and in-depth understanding of Human Anatomy were 

group discussions, clinical application, and practical sessions or practical work. As the 

lecturer assumed the role of a facilitator, he encouraged and supported students to 

actively participate in the teaching and learning process through peer group discussions. 

These allowed the students to experience a deeper understanding of Human Anatomy. 

In describing the lecturer’s use of peer group discussions, the students commented as 

demonstrated in the following statements. One participant wrote that working in groups 

allowed him to understand the topics they were engaged with, and that ideas from other 

members of the group helped him to remember previous information on the topic. The 

peer discussions in their groups and as a class also influenced the students to experience 

an understanding of other students’ views and perspectives. One participant emphasised 

this as follows, “Experience of working in groups. This has helped us to understand each 
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other’s ideas and perspectives” (p. 38_2). It is acknowledged (Argyris & Schön, 1978; 

Isaacs, 1993; Schein, 1993) that discussing concepts with peers influences students to 

understand concepts better. This was confirmed by the findings of this study. Most of the 

student participants wrote that their group discussions allowed them to understand 

concepts, while one participant (p. 13_3) explained how peer group discussions allowed 

him to understand some of the concepts that he could not understand during the lecture.  

Apart from a better understanding of concepts, discussions also helped students to 

interact more with the lecturer. One student, who also agreed that classroom activities 

influenced their understanding, confirmed that the practical work they did supported 

students to understand the topics they studied. He noted that, “The practicals we did, they 

can help a student understand more about a topic,” (p. 23_3), while another respondent 

anticipated that clinical application would enable the students to gain deeper 

understanding and be able to recall information, “Clinical application. Students will get a 

deeper understanding and can easily recall the information” (p. 37_3).  

It was found that the majority of the participants made suggestions that transformative 

teaching and learning should be used not only in Human Anatomy, but in other subjects 

as well because, according to them, it would assist to improve the acquisition of subject 

knowledge and in-depth understanding of not only Human Anatomy, but also other 

subjects as well. They explained that the method was not boring like normal lectures and 

therefore many students would be active and consequently understand better or clearer 

(see Section 6.2.6.4). Moreover, they regarded transformative teaching and learning as 

advantageous in that it deals with a number of study and learning techniques which assist 

students to better understand and be better able to apply their knowledge and 

understanding, and thus do better in tests and examinations. They also stressed that the 

method was more effective, provided enough background about a topic, motivated 

students to learn, and would improve their marks or performance (see Section 6.2.6.5). 

The two quotations that follow illustrate this. Participant 11_2 cited that, “This method will 

help improve both the understanding as well as the marks of the students,” while another 

participant (p. 7_2) highlighted that, “This method brings excellence in students. It will 

produce good doctors and exclusions in the university will be few.”  
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The finding depicted by the ongoing comments of the student participants was the fact 

that realised that transformational learning had empowered them to acquire better subject 

knowledge and deeper understanding of Human Anatomy than before. Mezirow (1990) 

expects transformation to result in the reformulation of one’s frame of reference to include 

a more discriminating and integrative understanding of one’s experience. Learning 

includes acting on the revised and new understandings. The ongoing descriptions and 

examples of comments made by the students are in accordance with what Mezirow 

expects from a transformative learning experience. To Mezirow, a transformative learning 

experience is the process of making use of a prior interpretation to create or generate a 

new or revised interpretation of the meaning of one’s experience, which is used to guide 

future action. The students were consciously aware that they were using transformative 

learning strategies in the class (see Section 7.2.2). In other words, the students were 

conscious of and knowledgeable about the comments they were making and therefore 

their comments are to be considered as credible (Braun & Clarke, 2006). The students 

became aware and discussed among themselves when the lecturer changed his role as 

an information giver and assumed the role of a facilitator. My impression is that the 

students saw the improvement in the way in which the lecturer facilitated lessons, talked 

about it, and concluded that the lecturer was clearer and more understandable than 

before they were introduced to transformative learning strategies in the class. Students’ 

descriptions of their experiences, as demonstrated in this section, affirm that change had 

really occurred. An important finding was thus that the use of the transformative learning 

approach in the class influenced the students to experience better subject knowledge and 

in-depth understanding of Human Anatomy than before the intervention.  

7.2.3 The design implications of transformative learning in an undergraduate      

university course  

The second research sub-question explored in this study was, What are the design 

implications of transformative learning for a Human Anatomy class? This section, which 

examines the design implications that promote or foster transformative learning among 

students, was based on Mezirow’s (1997, 2000) model. Mezirow (1997, 2000) describes 
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a transformative learning environment as one in which students have complete 

information about the content, are free from intimidation, and engage in active listening 

and teamwork (see Section 3.3.4). It is also the lecturer’s responsibility to create an 

environment that builds trust and care among students, which, according to Taylor (1998), 

is a fundamental principle of fostering transformative learning. One of the main roles of 

the lecturer in a transformative teaching environment is that of an interpretive guide, 

facilitator and resource. The lecturer is required to design his teaching to facilitate the 

personal development of his students rather than developing specific competencies 

(Daloz, 1986; Taylor, 1998). The purpose is to create a community of students who are 

"united in a shared experience of trying to make meaning of their life experiences" 

(Loughlin, 1993:320-321). The lecturer, as an interpretive guide, facilitated peer group 

and class discussions by moving from group to group and guiding students by using 

questioning as a teaching tool. He further assisted students to resolve issues where there 

were disagreements of view among students. A number of questions were asked to 

students in Open-ended Questionnaire 4 and the Student Self-reflective Report to create 

an understanding of the learning conditions or environment that prevailed in the Human 

Anatomy class that fostered transformative learning.  

7.2.3.1 Secure learning environment 

The first finding that concerns the design implications that promote transformative 

learning among students is a secure and safe learning environment, which empowers 

students to experience transformative learning. The participants (both lecturer and 

students) agreed to practise or enact the conditions described as safe and secure to foster 

transformative learning in the Human Anatomy class. These conditions include 

participants having full information, being free from coercion/force and distorting self-

deception, the researcher being empathetic and a good listener, and the promotion of 

openness and trust (see Section 3.3.4). This safe and secure environment allowed 

students to let down their guards and they thus felt free to voice their personal views, 

which supported individual and group or social learning in the class (see Section 3.3.4). 

Students’ (p. 18_3, p. 7_3 and p. 35_3) comments, like not laughing at others, learning 
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to listen to others, and voicing one’s ideas, reflect the basic principle of the norms that 

prevailed in the Human Anatomy class. The sense of safety and trust created in the 

Human Anatomy class allowed the students to engage and participate freely and fully in 

class activities where they freely expressed and shared different perspectives. This 

finding is in accordance with Mezirow, who affirms that "finding one's voice" (2000:10-11) 

is one of the preconditions for free and full participation in transformative learning. 

Moreover, the learning conditions that the students described as desirable, such as 

participation and collaboration, exploration of alternative perspectives and the willingness 

to learn and change, are in agreement with Taylor (2000) and Cranton (1994). These 

authors attest that such conditions are a prerequisite for the successful implementation 

of transformative learning. This means that both the lecturer and students succeeded in 

creating the required learning environment, which supported and encouraged them to 

experience transformation.  

Seven participants (p. 22_3, p. 15_3, p. 14_3, p. 33_3, p. 39_3, p. 34_3 and p. 35_3), 

were of the opinion that the fact that students gave one another the opportunity to express 

their opinions without laughing at them supported them to gain confidence and greater 

perspectives on topics. They further commented that interaction among participants 

allowed them to acquire a broader understanding as they shared ideas on topics. To the 

students, the fact that they could voice their opinions without fear or intimidation motivated 

them to engage in free and full participation in the transformative learning activities in the 

class. I present one quotation to illustrate the way in which the student participants 

acknowledged that transformative learning had empowered them to learn better than 

previously. Participant 15_3 emphasised as follows, “I was able to learn a new way of 

thinking … I received a broader perspective on topics.” I consider this comment as an 

example of the various ways through which the participants experienced transformative 

learning. The participants’ descriptions of the various ways in which they experienced 

transformative learning (see Chapter 5 and 6) confirm Mezirow’s statement that finding 

one's voice (2000) is one of the preconditions to engaging in free and full participation in 

transformative learning. In addition, the descriptions by participants also affirm Taylor 

(2000) and Cranton’s views (1994) as both authors maintain that such conditions are a 
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prerequisite for the successful implementation of transformative learning, which, in turn, 

provides opportunities for learners to experience transformational learning. Finally, the 

students mentioned feelings of support, trust, safety, listening to other students’ 

perspectives and experiences, sharing responsibility and authority, and a sense of equal 

contribution in discussions and knowledge creation. This is also in accordance with Barlos 

(2000), who described the experience of older doctoral students in a transformative 

learning programme. I consider these findings as significant not only because they 

confirm that transformative teaching and learning really occurred in the Human Anatomy 

class, but also the fact that they laid the foundation, or rather set the conducive conditions 

that facilitated transformational learning in the class. 

The second finding relates to the fact that the transformative learning experience 

permitted students to change their previously presupposed or unexamined beliefs and 

attitudes about other people’s (students) culture. The students engaged in a rigorous 

discourse about the way in which they treated diarrhoea and dehydration in infants in their 

different cultures. The participants mentioned the fact that transformative learning had 

assisted them to accept the opinions, cultures and religion of other students. Eight 

participants (p. 22_3, p. 39_3, p. 37_3, p. 36_3, p. 32_3, p. 34_3, p. 33_3 and p. 14_2) 

agreed that transformative learning had empowered them to gain a better understanding 

in a way that had transformed their perspectives about other people’s cultures. Their 

comments ranged from the knowledge they gained about other cultures, something that 

they did not have before, to the awareness they gained concerning the need to talk to 

people in a way that shows respect for their culture and religion. Others noted the need 

to revere other people’s culture and perspectives. Participant 22_3 emphasised that he 

was supported and empowered to reflect critically on his previous assumptions about 

other people’s cultures and religions; and consequently, he was able to accept and 

respect these. He wrote, “I am now able to accept other people’s opinions and respect 

their religions.” Another participant (p. 14_2) stated that transformative learning had made 

him aware of the need to respect other people. He cited that that he had learnt “How to 

talk to people in a respective manner in regard of respecting their culture” (p. 14_2). These 
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comments indicate clearly that transformative learning had caused changes in these 

students.  

I perceive two aspects that are worth noting concerning the students’ descriptions of other 

people’s or students’ cultures. First, when asked to comment about students’ openness 

to change in his responses to Open-ended Questionnaire 1 before the participants were 

introduced to transformative learning in the class, the lecturer explained that some of the 

students were not flexible and that they were defensive of their cultures and ideology. He 

stated as follows, “This class is not as flexible. They are defensive of their ideology and 

cultures. If not all, then a few dominant ones” (Lect_1). The above respondents’ 

responses in which the respondents described a shift in their views or perspectives about 

other people’s cultures and religion confirm the lecturer’s comment that some students in 

the class were not flexible or open to change; and that they were defensive of their 

cultures and ideology. However, it is equally important to note that the transformative 

learning strategies that the lecturer applied in facilitating and guiding learning in the class 

supported and permitted students to gain broader knowledge and understanding. This, in 

turn, influenced the students to experience transformation that resulted in the change of 

their previous perspectives or paradigm shift. The above descriptions show that the 

students had not only gained knowledge about other people’s cultures and religion, but 

also had enacted or practised the new understanding they had acquired. This is in 

accordance with Mezirow (1999, 2000), who acknowledges that transformative learning 

occurs when adult learners use a prior interpretation to construe a new or revised 

interpretation of the meaning of their experience in order to guide future action. These 

students used their revised interpretation of other people’s views, culture and religion to 

guide their future actions. 

The third finding, which concerns the design implications of a transformative teaching and 

learning environment, was the fact that the student participants developed the ability to 

think critically for themselves, and provided and assessed the reasons for their actions. 

The students in this study were accustomed to the informational or banking model of 

learning where information is learned and reproduced. Thus, it was not surprising that two 
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students stated that they experienced problems with transformative learning. One 

respondent (p. 10_3) described a situation where members in his group had different 

ideas and experiences with the topic they were critically discussing. This created 

disagreement among the group members. He explained that, “Different members had 

different ideas and experiences about the topic that created disagreements.” However, 

after they had critically engaged with the topic, they managed to resolve the problem 

when the group members created links among the different views and finally, with the 

assistance of the lecturer, they agreed that all the various views were correct, “We 

managed to create a link between those views and reach to an agreement that everything 

is correct with the help of the lecturer” (p. 10_3). The problem that participant 23_3 faced 

was his inability to provide immediate answers to questions. He specified, “When I was 

asked a question and did not know the answer at that particular time, like what I can tell 

a mother who has a baby with diarrhoea to do if I am already a doctor.” This participant 

managed to find a solution when he decided to the topics before attending lectures, 

something that he did not do before, “When going to study or go through what the lecturer 

is going to teach about before coming to class.” This is in accordance with Mezirow, who 

contends that in a transformative learning classroom, the participants need to engage in 

mindful efforts to learn, think critically, become rational, and be able to advance and 

assess the reasons for their actions (Mezirow, 1991). The students who encountered 

problems used transformative learning strategies to solve their problems. 

7.2.4 The experiences of students with transformative learning in an undergraduate 

university course  

The third research sub-question addressed in this study was, What are the experiences 

of students with transformative learning in a Human Anatomy class? Mezirow’s model 

(1978, 2000) was employed as the framework to investigate the third research sub-

question. This sub-question concerned the factors that influenced students to experience 

transformative learning in the Human Anatomy class. Mezirow’s work focused on 

important life experiences that created dissonance for women and their subsequent 

transformation through college re-entry programmes designed to support the women in 
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changing their lives (Mezirow, 1975). Similarly, Freire’s (1981) interventions with 

community groups concerned specific learning around social action connected to 

learners’ lived experiences of inequality. The purpose of this study was to explore the 

interactions of the students and their social relationships in the class that would initiate 

the questioning of students’ assumptions, values, and beliefs in relation to their study of 

Human Anatomy (see Section 1.4.1). When I started this study, I recognised that there 

was a distinct possibility that a foundation course in Human Anatomy, designed for young 

adults who have just entered university straight from high school and not dealing with any 

specific social action issues, might play a minimal role in the process of transformative 

learning. Several questions were asked in Open-ended Questionnaire 4 and the Student 

Self-reflective Report to understand the factors that influenced the interactions or 

experiences of students and their social relationships in the Human Anatomy class. Two 

major findings emerged, namely, the integration of individual and social learning, and 

emotion and cognition into transformative learning. 

The critiques of Mezirow’s (1978, 2000) model focus on aspects that others consider as 

insufficiently deliberated on or addressed in Mezirow’s study but that are regarded as 

significant in developing further understanding of transformative learning (Brookfield, 

2012). Each of the three major critiques, namely, the integration of individual and social 

learning, emotion and cognition, and developing power fit with the findings of the present 

study. One of these, developing power, is discussed later in this chapter (see Section 

3.4), while the other two, the integration of individual and social learning, and emotion 

and cognition into transformative learning, form the basis of discussion in the sections 

that follow. 

7.2.4.1 Integrating individual and social elements into transformative learning  

Discourse or scholarly discussion has been long perceived as an important element of 

transformative learning, and as a discipline of collective thinking and inquiry, which led 

finally to the transformation of organisations (Argyris & Schön, 1978; Isaacs, 1993; 

Schein, 1993) and the establishment of relationships. Eisen (2001) also identified a peer 

dynamic, which is important to transformative learning, whereby the equalisation of power 
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among participants in dialogue led to the development of trust, learner autonomy, and 

perspective change. King (1997) (see Section 1.2) attests that classroom discussions 

offer a supporting environment for adult learners in higher education to experience 

transformation as they get opportunities to share ideas based on their individual personal 

experiences. As the lecturer assumed the role of an interpretative guide and facilitator 

instead of information giver, he engaged in discourse with students through openly 

sharing information with them and actively facilitating scholarly discussions among them. 

Many phases of transformative learning process can be experienced during discourse. In 

scholarly discussions challenges can occur, assumptions can be voiced and reflected 

upon, and other participants’ points of view can be heard. This kind of rigorous 

engagement in the class allowed students to experience transformation.  

Based on the data analysis, it was found that the participants were able to relate anatomy 

to real-life situations – something they were not doing before. Human Anatomy was not 

regarded as difficult anymore and they had a different perspective of the subject. I 

reiterate that the students described the same experience but in different ways, and 

therefore I continue to present what students wrote about their own experiences. Two 

participants commented that they had learned not only to learn things with a broader 

perspective, but also to responded in ways that positively influenced others. An example 

of their experience is as follows, “I learned to look and learn things with a broader 

perspective. I learned how to respond to certain situations whilst having a positive impact 

on others” (p. 5_2). When the students self-reflected on their experiences with 

transformative learning, one respondent indicated that transformative learning had had a 

positive impact on his life. He emphasised that transformative learning had “Made me a 

better person in life. Changed my perspective on life as a whole” (p. 2_3). Preece (2004) 

states that transformative learning happens when adult learners are able to develop self-

awareness from previous knowledge and understanding, which leads them to question 

assumptions or the reality of an issue. One respondent described his experience with 

transformative learning in terms of perspective, understanding and knowledge, saying, 

“Perspective - what we thought was right might be wrong. Understanding - why certain 
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people think a certain way, because of their environment. Knowledge - learning different 

perspectives enhances knowledge” (p. 15_3).  

Mezirow (1998, 2000) notes that a transformative learning experience is the process of 

using a previous interpretation to construe a revised or new interpretation of the meaning 

of one’s experience to guide future action, and that the new interpretation must be acted 

upon before transformation can be said to have occurred (Mezirow, 1990:xvi). Reflecting 

on the students’ descriptions, I realised that what the students became aware of or 

recognised in themselves differed broadly after they had applied transformative learning 

strategies in their class as opposed to before the intervention. It involved appreciating or 

valuing their own skills, acknowledging areas of weakness and identifying aspects of how 

they related to others. For example, as stated above, participant 6_3 (section 6.3.1.9) 

was able to recognise or evaluate his own performance in Human Anatomy as he 

emphasised that: “I am now able to relate anatomy to real life situations […] I can see 

how far I am with anatomy.” My impression is that it is transformative learning that 

influenced respondent p. 6_3 above to experience that level of understanding, which 

empowered him to have the knowledge, self-understanding, and have an enquiring mind 

to evaluate or assess his own performance in Human Anatomy. The following aspects of 

these findings are worth noting. First, the transformative learning approach provided the 

opportunity for the participants to integrate individual and social learning and change into 

the study of Human Anatomy in the class. Instead of individual and social aspects of 

change being considered as dichotomous, as implied by Mezirow’s (1978, 2000) model, 

they were seen as reciprocally supportive in a change process that concerned individual 

and social aspects of learning. Many students wrote that in their other courses they 

learned facts about events and experiences instead of interdependently learning from 

experiences as they had in the Human Anatomy class. Britzman (1998), who contends 

that learning about and learning from are quite different processes, differentiates between 

the two as follows: 

“Whereas learning about an event or experience focuses upon the acquisition of qualities, 

attributes, and facts, so that it presupposes a distance (or, one might even say, a 

detachment) between the learner and what is to be learned, learning from an event or 
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experience is of a different order, that of insight... But precisely because insight concerns 

the acknowledgment of discontinuity from the persistence of the status quo, and hence 

asks something intimate from the learner, learning from requires the learner’s attachment 

to, and implication in, knowledge” (Britzman 1998:117).  

This means that learning about an event or experience refers to an informational type of 

learning, which increases a learner’s repertoire of knowledge but detaches the learner 

from what is learnt, whereas transformational type of learning requires the learner to 

acknowledge and discontinue the persisting status quo, causing him to become more 

involved and to attach himself to the knowledge that is learnt. The purpose of utilising the 

Transformative Learning Theory was to assist students to learn from their experiences by 

becoming more deeply involved than previously, and to create new links between 

individual students and their social world or environment in the Human Anatomy class. 

To the students, transformative learning shifted from the more usual formal academic 

learning and from education as information transmission (Freire, 1981) (see Section 2.8) 

to personal involvement with the knowledge discussed or learnt.  

From the following examples of how some students described their experiences of 

transformational learning and informational learning (traditional type of normal lecture), it 

seems as though they attributed many positive aspects in their lives to transformational 

learning. One student stated that transformative learning not only helped students to be 

confident, but also allowed them to acquire in-depth understanding faster than in a 

traditional type of lecture. He contended as follows, “It helps in building confidence of the 

student and also build a room for understanding faster than a normal lecture” (p. 43_2). 

Other participants who were in agreement with the previous response asserted that, “It 

helps us cope with the work loads of Anatomy and better understand it,” (p. 19_2) and, 

“Students understand easily when that method [transformative learning] is used,” (p. 

27_2) as well as, “It is effective and easy since there is interaction and understanding 

between lecturer and student” (p. 23_2). The students’ descriptions focus on the students 

themselves and their interaction with one another more than the course content. Although 

Britzman (1998) highlights the difference between learning from and learning about facts, 

it appears as though the students attributed many positive aspects of the knowledge they 
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acquired to learning from issues they discussed in the class. While this was a highly 

personal experience of learning from the issues discussed, the students in this study did 

not describe just an individual process of change, nor did they discuss medical and social 

changes that occurred in the world as if those issues were separate from themselves. 

They discussed multiple perspectives of the topics in their Human Anatomy course by 

using transformative learning strategies, which interconnected individual process and 

change, and medical and social issues and the potential for social change, such as 

incorporating the traditional ways of treating illnesses into the study of medicine.  

The focus of the study was not to implement specific social actions, as is the case with 

Ellsworth’s (1989) work, around racial inequity on campus. Learning transformatively, or 

using transformative learning methods in the Human Anatomy class allowed the students 

to more firmly connect with medical and social issues, as well as giving the opportunity 

for them to be part of creating social change within the classroom. While the activities in 

which the students engaged in the class may not seem as major events or issues in 

attempting to influence the larger social environment directly, such as the university 

campus in Ellsworth’s (1989) case (see Section 2.8.3), they allowed students to 

successfully experience change both within and beyond themselves, which Ellsworth’s 

course seemingly did not. The different experience of power in the Human Anatomy class 

during the period of this study provided a model of possibility for working toward individual 

and group, as well as medical and social change. 

The students described the Human Anatomy course as having personal relevance (see 

Section 7.2.4.2) as it is fundamental or forms the basis of the study of medicine. They 

also noted the fact that it provided safety for group process, something Ellsworth (1989) 

describes her course as lacking (see Section 2.8.3). The extent to which the students 

found the Human Anatomy course and the topics of the lessons/lectures discussed to 

have personal relevance for them encouraged or motivated the students to participate in 

creating new understanding for all of the students. Risk-taking or voicing their own views 

without fear or coercion was facilitated by the way, in which the lecturer designed his 

lectures (see Section 7.2.3). This created a learning environment that allowed students 



 
 
 
 

247 
 

to freely put their own personal ideas on the table during group discussions. The different 

views or opinions that individual students brought forward in the group discussions (see 

Section 6.2.1.2) became part of the resources or multiple perspectives for groups to 

explore, and were no longer regarded as individual students’ views. As individual 

students’ views did not remain permanently fixed to the individual students, the students 

who presented the ideas were not expected to defend their contributions as if they were 

fully developed and unchangeable. Rather, the groups used such contributed ideas and 

questions to create broader or larger contexts/resources with multiple perspectives or 

views. Through this approach, the students were learning from the experiences they and 

others brought to the table; and this led to learning from the experience of sharing in a 

different way that was individual and social.  

This approach is in accordance with Freire’s (1981) practice of community work, which 

creates some opportunity from the personal to gain perspective as a group, and permits 

the development of social, instead of only individual, solutions. The students explained 

this as a very different kind of group work from what they had experienced previously in 

the Human Anatomy class and in their other classes or subjects. This is also in contrast 

with Ellsworth’s (1989) finding where the students she studied felt obliged to defend 

themselves because they felt criticised and did not feel supported and encouraged to 

continue their openness and the contributions they placed on the table for discussion. In 

the current study, the descriptions of the students showed that even expressions of 

confusion or uncertainty by individual students were considered as respected 

contributions. These contributions provided an opportunity for the group to not only 

explore complex issues more deeply, but such contributions were also regarded as 

positive feelings of contribution from those individual students who voiced their doubts or 

misgivings.  

In accordance with Burbules’ (1986) concept of challenging power (see Section 3.4) in 

the classroom, I perceived that the incorporation of individual student’s perspectives and 

social learning had occurred in the Human Anatomy class. The guided support and 

facilitation of a different experience of power incorporated individual and social aspects 
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of learning by bringing students into a different social arrangement in the Human Anatomy 

class. The students were able to contribute to group and class activities by using their 

own experiences and discipline knowledge to explore and construct new understanding. 

While the topics with which the students engaged (in the Human Anatomy class) explored 

bigger medical and social issues, the students linked these to their own interests and 

concerns through discussions of their experiences, perspectives, and feelings on the 

topics. Tension among perspectives concerned perspectives of discipline knowledge, 

individual students’ personal perspectives, and perspectives presented by other students 

but representing viewpoints held in the different groups and the class as a whole, and the 

medical fraternity and society in general. Using rigorous discourse and exploring deeper 

into considering and questioning underlying assumptions also integrated personal and 

socially endorsed norms and assumptions. Contrasts between individual and social 

assumptions highlighted the ways in which individual assumptions have been socially 

shaped or created. By digging deeper into assumptions socially developed by individuals 

and groups, the apparent gap between individual and social change links to form a 

continuum. Upon reflecting on the students’ descriptions and the literature, I considered 

that digging deeper into underlying assumptions might be the link between individual and 

social learning and change. This is consistent with Brookfield (2000), who contends (see 

Section 2.7.1), that the difference between reflection on external cultural systems, like the 

educational system, and the reflection on individual lives is specious because individual 

assumptions develop within the influences of the broader social system.  

The students also described the overall process as a transformative experience, and 

many of them became aware of the roles that they played in the change from a more 

traditional university lecture classroom or approach to a more interactive, transformational 

learning environment of teaching and learning in the Human Anatomy class. From the 

students’ descriptions, it was not clearly understandable whether the students as a group 

were trying to create a social change that would have an effect outside the Human 

Anatomy class throughout the entire university campus or not. However, it was found from 

the findings that the students, as a group, were making social and individual change within 

the Human Anatomy classroom.        
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7.2.4.2 Incorporating emotion into traditionally cognitive learning  

One of the findings relating to the experiences of the students with transformative learning 

was the fact that student participants incorporated emotion into the way in which they 

learned Human Anatomy. Human Anatomy is one of the hard-core science subjects, 

which is delivered predominantly via traditional lecture mode. In a traditional lecture, 

learners listen and observe passively while the lecturer transmits information to them (see 

Section 2.6). However, the transformative teaching and learning approach allowed the 

participants to talk, write, share and engage in various activities. When the participants 

described their experiences with transformative learning, they did not separate emotion 

and cognition (e.g. see Section 6.3.1.6). Mezirow (2003) indicates that discourse is the 

platform or medium for critical reflection to be put into action where the adult learner’s 

experience is based on assumptions and beliefs. King (2005) alludes to a similar idea 

when she points out that classroom discussions and dialogues permit adult learners to 

branch out in their own ways of learning and begin to see their own experience in a 

different perspective. In the current study, the majority of the students agreed in their 

responses that the group and class discussions and open communication allowed them 

to experience transformative learning. In their comments, the students highlighted the fact 

that they believed that transformative teaching and learning had assisted and supported 

them to communicate effectively.  

The students’ descriptions of their experiences indicated that they had integrated emotion 

into a traditionally cognitive way of learning Human Anatomy. The way in which the 

students described their experiences showed that transformative learning had supported 

and influenced them to communicate effectively (see Section 6.2.6.2). In their responses, 

the student participants, for example, referred to the role of transformative learning in 

empowering them to communicate better with their peers and lecturer, and how this led 

to better understanding. In addition, transformative learning led to the realisation that 

medical officers need good communication skills to enable them to explain and discuss 

patients’ conditions with them. This means that for medical officers to be able to 

communicate in an appropriate and effective manner with their patients and/or their 
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families, who may not have any knowledge about their own medical conditions, it is of the 

utmost importance that medical students are taught the necessary communication skills.  

The second finding that emerged regarding students’ experiences of transformative 

learning was self-confidence and self-esteem. In their descriptions, the students 

explained how they believed that transformative learning had supported and permitted 

them to gain self-confidence to express their opinions with one another. They further 

acknowledged that their self-esteem improved during the transformative learning 

activities. Moreover, the students narrated how their confidence was boosted when their 

ideas were discussed and accepted by members of their groups, and how the self-

confidence and self-esteem they gained motivated them to develop more interest in the 

study of medicine (see Section 6.3.1.6). 

One of the critiques of Mezirow’s model is the fact that critics view it as an excessively 

cognitive model that regards the role of emotion in learning in very restricted and 

constrained ways. Mezirow mentions emotion at the beginning of his model when he 

refers to the discomfort of disorienting dilemma in the first stage of his model, and the ill 

feelings that result from self-examination in the second stage of the model. However, as 

indicated in Section 1.2, although Mezirow describes emotion in his model, it is 

disconnected from cognitive elements, which are fundamental to the model and lead 

participants to act in order to learn new skills and knowledge that are required to execute 

a plan in order to incorporate the new perspectives into their life. The way in which 

Mezirow conceptualised emotion in learning in the context and the learners he studied 

(1975) is probably not surprising. Because the women who enrolled in the college re-

entry programmes had often encountered disorientating, difficult situations like the death 

of a partner, divorce, or loss of family income. These disorienting events, which happened 

before they enrolled in the programmes that Mezirow was studying, were often 

unpleasant events in the transformation process that Mezirow explained.  

Similarly, the ill feelings related to self-examination that Mezirow mentions are in 

accordance with the sense of being unprepared to face the challenges encountered by 

these women, who had lived the socially endorsed role of housewife or who had negative 
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feelings of fear, anger, guilt or shame about the situations in which they found themselves. 

In the present study, the description of emotion and cognition by students who had 

entered university straight from high school differed significantly from Mezirow’s (2000) 

discussion of the process of transformation about the three constructs, which are: 

discomfort of disorientation, the link between self-examination and ill feelings or negative 

effect, and the separation of emotion and cognition. Each of the three constructs are 

expounded in the following paragraphs. 

Firstly, Mezirow (2000) talks about the discomfort of disorientation that learners 

experience at the beginning of the transformation process. Similarly, some students in 

this study wrote about discomfort in their responses to the questions in Open-ended 

Questionnaire 4 after they had been introduced to transformative learning. For example, 

the lecturer facilitated group discussions on the topic about diarrhoea and dehydration in 

infants whereby the different cultural/traditional ways of treating diarrhoea and 

dehydration in infants were discussed. The students also did group presentations on the 

topic. As I attended all the lectures as a researcher participant during the period of the 

study, and the students felt comfortable with me, they spoke freely about how diarrhoea 

and dehydration in infants were treated in their various communities and it became 

evident that some of the practices were risky. Some students felt a sense of discomfort, 

not only about some of the ways in which diarrhoea and dehydration in infants were 

treated in their own communities, but also the way this was treated in the communities of 

their peers. However, the question about feeling a sense of discomfort around the cultural 

or traditional treatment of diarrhoea and dehydration in infants did not provoke discussion 

of the individual discomfort that Mezirow’s students experienced. Instead, it generated 

further discussions, which allowed students to dig deeper into different perspectives, 

including their own experiences. In other words, the sense of discomfort offered another 

opportunity for the students to get deeper into understanding the issue of diarrhoea and 

dehydration in infants and some of the traditional ways of treating the illness. Rather than 

feeling a sense of guilt or anger, some students concluded that there was a need for 

medical officers to acquire well-grounded knowledge and understanding about traditional 

practices of treating illnesses. This would allow the medical officers to provide the 
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appropriate and medically sound advice to their patients and/or their families to treat such 

illnesses.  

This became evident from some of the comments made by participants (e.g. p. 18_2, p. 

36_2 and p. 17_2), who not only explained that people and cultures differ but that they 

had realised, through transformative learning, medical officers’ knowledge and 

understanding of traditional practices of treating illnesses that are effective. It would 

enable medical officers to offer to communities modified ways of using those traditional 

practices or knowledge (see Section 6.2.6.3). Unlike Mezirow’s students, who brought the 

issues they had discomfort about with them into the course, the students in this study 

became aware or conscious of the discomfort in the classroom after they had acquired 

deeper understanding about diarrhoea and dehydration in infants. Their concerns arose 

as they delved deeply, with the guidance of their lecturer, into the topic about diarrhoea 

and dehydration in infants. For Mezirow’s students, the issues of discomfort, which were 

raised as topics in the programme, provided an opportunity for them to acknowledge and 

explore their concerns or areas of discomfort. This does not mean that students in this 

study did not experience or see the tension among perspectives that were evident among 

their group members.  

The students regarded this tension (that is, students’ own different opinions, information 

from textbooks and other sources) as exciting and shared. The fact that all of the students 

freely expressed their views about the topics seemed to have a balancing effect for the 

students between the tension and discomfort they experienced, and the sense of safety 

and trust they felt in participating in the discourse. To the students in this study, it was 

because they felt that they listened to one another with respect without laughing at them 

as they brought their own ideas to the table for discussion (see Section 6.3.1.6). This 

means that the emotions and tension that the students experienced were shared and 

supported, and were considered as another aspect of the learning process that occurred 

in the transformative learning classroom, instead of the discomfort or sense of guilt or fear 

that Mezirow’s students experienced. Unlike Mezirow’s re-entry students, the students in 

the current study who had entered into university straight from high school were not facing 
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any negative or challenging life changes that initiated their engagement in the process of 

transformation. Whereas Mezirow’s students experienced the disorienting dilemma, 

which prompted them to seek programme support, the students in the Human Anatomy 

class experienced support, which provided an opportunity for them to explore disorienting 

dilemmas.  

Secondly, Mezirow (2000) contends that the feeling of disorientation heightens the need 

for change and, consequently, results in self-examination that involves feelings of guilt, 

fear, anger or shame. Increased awareness in Mezirow’s model is linked to negative 

feelings only, which seem to act as stimuli for change. As mentioned earlier, unlike 

Mezirow’s students, these feelings of guilt and shame prompted the students in this study 

to discuss further and delve deeper into understanding the issue of diarrhoea and 

dehydration in infants, which seemed to balance with the pleasure at the knowledge and 

understanding they gained. The dominant feelings in the class were respect for one 

another’s perspectives, and excitement about the depth of the topics with which they 

engaged, and the shared experience of learning (e.g. Section 6.3.2.7). Instead of a sense 

of shame, guilt or fear, the students in this study described feeling safe to further explore 

the issue of diarrhoea and dehydration in infants, and freely share their opinions with their 

peers. The students did not feel that they would be judged negatively by their lecturer or, 

especially at the undergraduate level, by their peers. My impression, as I was analysing 

the data, was that the interpersonal relationships that the students developed through 

respecting and trusting one another, including the challenges to traditional authority of the 

lecturer and the discipline of Human Anatomy through the consideration of multiple 

perspectives, enabled the sense of support and safety that they described. This means 

that the lecturer personalised learning for the students and this was enhanced when there 

was a secure environment for the students to let down their guard and internalise the 

learning.  

The third finding relating to students’ experiences of transformative learning was the fact 

that Mezirow’s (2000) model seems to distinguish between cognitive processes and 

emotional responses. Although emotion and cognition are both included in Mezirow’s 



 
 
 
 

254 
 

model, they seem to act in separate phases of the transformation process. This is 

indicative of the dichotomy between emotion and cognition in much of the literature on 

education, where cognitive processes are perceived as primary and more defined, while 

emotion is often considered as a source of motivation for cognitive activities in learning 

(Argyris & Schön, 1978; Eisen, 2001; Isaacs, 1993; Schein, 1993). This is also indicated 

by Boler (1999:31), who contends that “explicit attention to the subject of emotion appears 

only rarely in educational histories and theories.” In this study, the students did not 

describe different cognitive and emotional processes. Despite the fact that the students 

were used to traditional classes that focus on cognitive learning, they wrote about both 

emotion and cognition throughout the learning process in the Human Anatomy class (see 

Section 6.3.1.6). The students commented that the issues explored were real, important, 

and a relevant part of their future professional careers as medical officers and their lives 

in general, rather than cognitive information to be accepted and learned. For example, 

the students gained an awareness of the need to be able to communicate or explain the 

medical conditions to patients and their families who may have no knowledge of their own 

medical conditions (see Section 6.2.6.2). This is critical and significant as it has huge 

implications for their future work as medical officers.  

In this study, emotion and cognition were also linked through the process of in-depth 

consideration of students’ experiences as individuals, in their groups and as a class. In 

this way, emotion and cognition were integrated further through the process of 

transformative learning rather than being separated, as suggested in Mezirow’s model. 

Throughout the period of the study, there was a shift from the transmission of information 

about experiences toward the search for links among information and lived experiences. 

The tension among perspectives was valued and respected, and underlying assumptions 

were also explored. As emphasised by Boler, the study did not aim to “assume experience 

as authoritative or inherently ‘real’ or ‘true’...but introduce analytical approaches that 

frame emotional experience as a ‘window’ into ideology” (Boler, 1999:123). One of the 

roles of the lecturer (see Section 3.3.1) in a transformative learning classroom is to 

encourage critical thinking and discourse among students by making them talk through 

their reasoning and problem-solving strategies. As many of the phases of Mezirow’s 
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transformative learning process can occur during discourse, the lecturer supported, 

motivated and guided students to discuss their experiences, thoughts, and feelings that 

were related to the topics taught in the Human Anatomy class without fear or coercion. 

Questions 2 and 3 in Open-ended Questionnaire 4 asked students to tick one or more 

options that related to Mezirow’s transformative learning process, which had influenced 

them to experience in-depth understanding and subject knowledge of Human Anatomy. 

According to the options that the students ticked, a number of factors influenced their 

understanding and learning experiences in the class. Several (21) participants noted that 

the teaching/learning activities that the lecturer used helped them to understand the 

materials taught, while eight others stated that the lecturer’s teaching style supported 

them to understand things better. For 23 other respondents, the interaction with their 

lecturer became the mitigating factor that influenced them to understand and learn 

effectively, whereas 28 other participants indicated that interaction with their peers 

motivated and encouraged them to experience transformative learning. Furthermore, 16 

respondents stated that after many discussions in their groups about the topic of 

diarrhoea and dehydration in babies, they felt some kind of discomfort about some of the 

traditional ways in which diarrhoea and dehydration in infants were treated in their 

different cultural communities. However, the discomfort that the students felt did not make 

them feel angry or guilty like the learners that Mezirow studied (see Section 6.2.6.3). 

Rather, the new knowledge and understanding they had acquired prompted them to 

further discuss and dig deeper into the various cultural or traditional ways of treating 

diarrhoea and dehydration in babies, which in turn enabled them to gain broader 

understanding, knowledge and perspectives on the topic.  

Thirty-two other respondents noted that they gained self-confidence, which assisted them 

to fully participate and voice their own ideas with members in their group, as well as in 

the class. Another 27 students specified that they were able to participate and contribute 

to class activities after the lecturer had related the topic they engaged with to what 

happens in their communities. Nineteen students cited that although initially they had 

different views about the traditional ways of treating diarrhoea and dehydration in babies, 

they managed to reach an agreement because of their experience of transformative 
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teaching and learning in the class. Finally, five participants noted that they did not agree 

on the various traditional means of treating diarrhoea and dehydration in infants, but the 

level of understanding they had gained through transformative learning influenced them 

to accept one another’s views. I need to explain here that although I have only used the 

topic about diarrhoea and dehydration and its treatment in babies as an example 

throughout this study, it does not mean that it was the only topic that the lecturer 

presented during the period of this study. The lecturer presented other topics besides 

diarrhoea and dehydration in infants. However, diarrhoea and dehydration in infants was 

the example that I used in Open-ended Questionnaire 4 and the Student Self-reflective 

Report that the students answered. For this reason, diarrhoea and dehydration in infants 

is the only topic referred to in the study. Through the extensive way in which the lecturer 

applied transformative teaching and learning strategies or active learning strategies, as 

dictated by the methodology used in this study (Figure 2.4 and Figure 4.1), the 

participants were supported, encouraged and motivated to learn and experience, or 

respond to many of the phases of Mezirow’s Transformative Learning Theory (1978, 

1997, 2000) in a practical way. As described earlier in this section, incorporating 

experience into topics in the Human Anatomy class not only linked individual and social 

learning, but also provided links between individual and social change in the Human 

Anatomy class. 

7.2.5 The lecturer’s experiences with transformative learning in an undergraduate          

course 

The fourth research sub-question considered for the study was, What are the experiences 

of the lecturer with transformative learning in a Human Anatomy class? This section 

explores the experiences of the lecturer in using transformative teaching and learning 

methods in teaching students in the Human Anatomy class. As mentioned earlier, the 

lecturer assumed the role of a facilitator rather than an information giver, and guided or 

facilitated lectures by using transformative teaching strategies. A number of questions 

were asked in Open-ended Questionnaire 2 to understand the experience that the lecturer 

had in using transformative learning methods in teaching Human Anatomy to the students 
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in the class. The questions concerned aspects of his teaching like the things that worked 

well when he used the Transformative Learning Theory to teach Human Anatomy to 

students in the class, the difficulties he experienced, how such difficulties were resolved, 

and how students responded to his new way of teaching.  

The first finding indicates that students responded positively and that to the participants 

(both the lecturer and students) the use of transformative teaching and learning methods 

improved the way in which the lecturer taught, as well as the way in which the students 

learned in class. Here are some of their reflections. In describing the aspects that had 

gone well in his teaching when he used transformative learning methods, the lecturer 

stated that the Human Anatomy class had become livelier, the students participated fully 

and that more students engaged in class activities. The lecturer also explained that some 

students started to read and prepare for the following lectures, the students became more 

active in writing notes in class, while others remained behind after classes to ask more 

questions (see Section 6.4.1).    

The second finding reveals that the lecturer saw the value of transformative teaching and 

learning. The lecturer made some comments about his own experiences with 

transformative learning in the study. After the students had discussed the various ways 

of treating diarrhoea in infants both clinically and traditionally, the lecturer was asked to 

indicate whether he believed that students had acquired the knowledge of some of the 

dangers/risks that are associated with the traditional ways of treating diarrhoea in infants. 

His response showed that he believed that students had gained conscious awareness or 

knowledge of the healthy clinical management of diarrhoea in babies. He described his 

experience of students’ understanding of the topic by specifically referring to the fact that 

students understood the healthy clinical management of diarrhoea in infants much better.  

This is in accordance with the students who commented that transformative learning had 

allowed them to be consciously aware of and gain knowledge about the fact that babies 

are very sensitive to diarrhoea and dehydration and should be taken care of immediately 

and need to be kept in hygienic places when they have diarrhoea. The student 

participants, for example, explicitly referred to the importance of immediate treatment and 
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hygiene while and even after a baby has had diarrhoea. It was found that teaching 

transformatively was a positive experience for the lecturer. It assisted him in his own 

teaching practices as he became more focused and it also enabled him to realise that all 

his students were participating fully in class activities and that he was able to meet the 

needs of the students. Teaching in a way that allowed students to voice their own personal 

perspectives implied that during the period of this study, the students learned to know 

who they are. Moreover, their self-esteem, their ability to think and their capacity to take 

part in various discourses or activities in the class were bolstered. It was not only a time 

of development for students, but also a period of learning and growth for the lecturer too. 

Transformative learning is essentially more personal than the banking model, which 

provides information. In other words, while the banking model involves learning about 

events or experiences and consequently detaches the learner from what is learned, 

learning from events or experiences; transformative learning demands the “learner’s 

attachment to and implication in knowledge” (Britzman, 1998:117).  

This means that transformative learning, which can be referred to as a more personal 

pedagogy, requires both lecturers and students to move away from a pedagogy that 

objectifies knowledge and knowing into a framework where knowledge and knowing make 

an impact on the participants. In the teaching of Human Anatomy, and in medical 

education in general, this concurs with the need to move away from a philosophical 

framework that splits, separates or itemises knowing from being towards a framework 

where the rational interconnects with intuitive and emotional aspects of the participants. 

In this respect, transformative learning is perceived as useful in meeting this aspect of 

teaching Human Anatomy in particular, and medical education as a whole.  

Because of his participation in this study, the lecturer focused on the social aspect of 

student learning instead of individual cognitive learning. Through the data collection 

process plan (see Figure 5), the lecturer was guided to focus his attention on the 

interactions among students and interactions between himself and students. The lecturer 

realised that facilitating group discussions by using questioning techniques and other 

active learning activities, like role-play, influenced students to experience transformative 
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learning. As a result, when the lecturer was asked to indicate any further suggestions or 

recommendations as to what he would change in his teaching of Human Anatomy - that 

is, what he would add or remove from his current teaching methods - he indicated that he 

would reduce the lecture time. He would include more practical sessions like 

presentations and also introduce tutorial sessions into his teaching (Section 6.4.2.3). This 

is in accordance with the students, who also suggested that long lecture hours be 

reduced, and that the lecturer should include more active learning activities like practicals, 

tutorials, presentations and role-play. Practicals, in the context of the teaching of Human 

Anatomy at foundation level, refers to active learning activities like case studies, role-play 

and presentations, which provide more interactive opportunities among students and 

between the lecturer and students. At the institution where the study was conducted, the 

teaching of Human Anatomy at foundation level does not include practical sessions like 

dissection or visits to hospitals. This implies that the participation of the lecturer and 

students in the current study influenced them to realise that active teaching and learning 

practices, such as peer group discussions, case studies, presentations and role-play, 

guided by the lecturer through deliberate probing and questioning, allowed students to 

experience transformative learning.  

It is also worth noting that a constructivist approach or student-centred learning by itself 

does not lead to transformative learning unless the lecturer deliberately facilitates learning 

by using transformative teaching and learning strategies. The lecturer must also create a 

safe environment that supports students’ active participation in the learning process. For 

example, both the lecturer and the students indicated in their responses (Open-ended 

Questionnaire 1 for lecturer and Open-ended Questionnaire 3 for students) before they 

were introduced to transformative learning that peer group discussions and other active 

learning strategies were used in the Human Anatomy class. However, their descriptions 

did not show that they experienced the same level of understanding as they did after they 

had applied the Transformative Learning Theory in the Human Anatomy class (see 

Chapters 5 and 6).  
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Before I continue to the next section, some noteworthy aspects need to be mentioned 

concerning the second finding related to the lecturer’s experience of transformative 

learning. The lecturer’s involvement in this study influenced him to change his focus of 

teaching from individual cognitive learning to social learning, which supported and 

motivated the students to integrate emotion and cognition into their learning. By 

continuing to incorporate active learning strategies into his teaching through the 

methodology applied in this study (see Figure 4.1) and the positive responses from the 

students, the participants (both the lecturer and students) realised the need to reduce 

their lecture time to include some active learning strategies like role-play. This is in 

accordance with Mezirow (2000), who contends that at the final stage of reintegration, 

participants need to develop new perspectives and act on the newly adopted frame of 

reference (see Section 2.7). In this study, the participants were expected to implement 

the new teaching approaches, namely, active learning strategies like “Introduce tutorial 

sessions” and “Less lecture hours” (Lect_2) as stated by the participating lecturer.  

7.2.6 Changing teaching and learning strategies to allow the experience of          

transformative learning  

The fifth research sub-question addressed in this study was, How should teaching 

strategies and learning experiences change to allow transformative learning? Burbules’ 

(1986) work on challenging power was used as the framework to investigate and answer 

the fifth research sub-question regarding factors that facilitate transformative learning by 

exploring who or what has authority and how power relationships are implemented in a 

transformative learning classroom. Transformative learning in the Human Anatomy class 

is not merely a sequence of processes, but is also related to the entire learning 

environment, the support the lecturer gave, and the broader variety or series of 

experiences that students had during the study. A number of questions were asked in 

Open-ended Questionnaire 4 and the Student Self-reflective Report to understand the 

factors that facilitated transformative learning in the class. The questions included aspects 

of the class like the teaching and learning activities, teaching style, the interaction with 

the lecturer, interaction among peers, the teaching materials, technology use and things 
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that happened outside the class that influenced or contributed to students’ understanding 

in the transformative learning classroom. The main finding regarding the factors that 

facilitated transformative learning in the class was developing power (e.g. Section 

7.2.4.1). The teaching and learning strategies that were implemented in the class 

considered multiple perspectives, which are related to Burbules’ (1986) elements of 

challenging power in the classroom (see Section 3.4). As the lecturer moved out of his 

more traditional role of being an information giver, he facilitated and supported students 

to fully engage and actively participate in class activities through active learning strategies 

such as peer group discussions, presentations, role-play and case studies.  

Through the change in the traditional role of the lecturer and the discussions of their 

personal views, students considered multiple perspectives and challenged the presumed 

authority of the lecturer, the discipline of Human Anatomy and academic knowledge in 

general. The students actively participated in working collectively on activities in their 

groups and as a class, and collaborated as a team to ensure success through 

decentralised responsibility as they considered multiple perspectives. The development 

of relationships, described earlier in Section 7.2.4, provided the required support that 

allowed students to take on the new roles in the class and to bring their own personal 

experiences and perspectives to the table for discussion. It is also worth mentioning that 

the findings that I describe are interrelated just like Burbules’ concepts about challenging 

power relations in the classroom (see Section 3.4). To consider the findings separately 

suggests that one could add some components or elements to classroom learning 

independent of others. I do not regard this as likely because of the comments that the 

students wrote. For instance, from the student descriptions, it became clear that 

challenging who or what has authority in the class would have been regarded by students 

like one of the classroom exercises if there were no corresponding challenge to how 

transformative learning occurred. If these two elements (i.e. who or what has authority 

and power relationships in the learning environment) were not pursued actively in 

facilitating transformative learning in the class, I do not think that students would have 

described or experienced the transformative learning that took place in the Human 
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Anatomy class. The findings are discussed in the following sections, commencing with 

peer group discussions. 

7.2.6.1 First finding: Peer group discussions 

The first finding, which relates to changing teaching and learning strategies to allow the 

experience of transformative learning, was peer group discussion. As mentioned earlier, 

classroom discussions provide an enabling environment for students in higher institutions 

to experience transformative learning as they get the opportunity to share their own ideas 

and experiences (King, 2000) (see Section 3.3.2). Through the discussions in their groups 

and as a class, students were provided the opportunity to voice their ideas and listen to 

others as they also voiced their own perspectives. The discussion of concepts, ideas, 

personal experiences and views were given power and authority in the Human Anatomy 

class. This is consistent with Burbules’ (1986) idea of challenging power in the classroom 

where lecturers, textbooks or other external sources are considered as the only sources 

or authority and repository of knowledge (Section 3.4). In this study, the students actively 

engaged and fully participated in class activities that allowed them to add their own voices 

and views to the sources of information for their learning. In their descriptions, the 

students showed their awareness of the change from a more traditional lecture method 

in which lecturers offer pre-packaged acceptable answers, to learning that explored 

different sources of information. Such sources of information included students’ own 

experiences in their discussions, which changed the classroom roles for the lecturer and 

the students. For example, one participant commented as follows, “Group work. Students 

get to raise up their voices and express how they feel about certain medical situations … 

It helps in broad understanding of the topic given” (p. 35_3).  

This comment made by participant 35_3 is evidence of the fact that the students also 

talked about their own perspectives of certain medical situations, which to them, allowed 

them to experience a broader understanding of topics with which they were engaged. As 

the lecturer moved out of his more traditional role of being an information giver, more 

opportunity was created for students to discover other sources of knowledge by 

discussing their own personal experiences and perspectives. Several participants 
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emphasised that when they were discussing in their groups, they became aware that 

learning and/or working in groups was not only more effective, but also more productive. 

For the participants, studying together was helpful because it not only helped them to 

catch up on things missed during class time, but also to share ideas as well as 

perspectives in an understanding manner (see Section 6.3.2.3). Most of the students also 

concurred that they had learnt to contribute and be more productive in class because the 

group discussions involved them effectively. They described the changes, which their 

groups and class discussions had allowed them to experience, by referring to better 

productivity, more engagement and learning to work in groups (see Section 6.3.2.3).  One 

respondent explained that group work had the following positive influence: “Group work: 

Working with other students helped me to accomplish a lot in a short period of time […] It 

helped to speak in public and boosted my confidence to express myself” (p. 28_3).  

7.2.6.2 Second finding: Using “questioning” as a teaching technique  

The second finding was the way in which the lecturer used ‘questioning’ or ‘the asking of 

questions’ as a teaching strategy in presenting lessons to the students. The lecturer, who 

assumed the role of a facilitator, used probing questions to guide and support student 

learning in class. There was agreement among the students that the way in which the 

lecturer facilitated lessons in the class through ‘questioning’ permitted them to experience 

transformative learning. The students acknowledged that the questions asked by the 

lecturer influenced them to learn how to listen and respond in class, motivated them to 

engage and be involved in class activities, and assisted them to see how far they were 

with their studies (see Section 6.3.2.4). 

7.2.6.3 Third finding: Presentation/oral presentation as a teaching technique 

The third finding that concerns changing teaching and learning strategies to allow the 

experience of transformative learning was presentation/oral presentation. I reiterate that 

as the lecturer moved out of his traditional role of being an information giver, it created 

many opportunities for students to take ownership of the learning processes in the Human 

Anatomy class. The students’ descriptions show that they benefited positively from 
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transformative learning. One student asserted that most of the students improved their 

marks in their tests and gained confidence to do presentations in class. A few students 

mentioned the issue of gaining confidence to do presentations or explanations in front of 

others, while yet another student stated that transformative learning had equipped him 

with the skill to be able to put forward an idea and explain it clearly for group members to 

understand (see Section 6.3.1.2). Mezirow (1999, 2000) states that a transformative 

learning experience is the process whereby a prior interpretation is used to construe a 

new or revised interpretation of the meaning of one’s experience in order to guide future 

action. In this study, it was found that the oral presentations that the students did in their 

groups and in the class empowered them, not only to acquire presentation skills but also 

assisted them to learn to ask questions and be able to respond to questions. According 

to four participants (p. 23_3, p. 18_3, p. 28_3 and p. 10_3), the presentations enabled 

students to improve their ability to speak freely in public, and assisted them to explain or 

verbalise what they had learned in class. They further commented that the presentations 

not only allowed them to learn from one another, but also helped them to think quickly in 

order to answer questions in class. I provide the following two quotations to illustrate this.      

“I learnt how to stand in front and present by the presentations done. I learnt how to ask 

questions, by seeing other students ask questions I learnt how to think on my feet when 

the lecturer asked questions I learnt how other students think and how the lecturer expects 

us to think after she has taught us” (p. 23_3).  

 
“Presentations … allow us to tell each other and is a way of teaching and recalling 

information” (p. 18_3).  

Another respondent asserted that the presentations permitted or supported him to 

improve the way in which he used anatomical words. He explained that the students had 

to present a topic using anatomical language and in doing so, they acquired subject 

knowledge, an in-depth understanding of concepts, and of Human Anatomy in general. 

He wrote: “Improvement of the use of anatomical words. Because you had to present a 

matter using the anatomical language” (p. 10_3). Before transformative learning was 

introduced in the class, a number of students indicated that they learned Human Anatomy 
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through applying the information they learned from their textbooks and used their body 

as a model to learn. This made it easier for them as they could “see and feel” (p. 42_1) 

what they were learning. Clearly, the descriptions given by these students would not 

suffice or be adequate to assist students to experience understanding or gain knowledge 

on the information they read in the same way as respondent p. 10_3, who stated that he 

learnt anatomical words through the presentations they did in their group and in class. 

Another respondent (p. 23_1) also explained that before transformative teaching and 

learning methods were introduced in their class, he learned Human Anatomy by using 

repetition and rote learning. He wrote as follows, “You have to repeat the information you 

received for the very first time as many as you can so to keep it in mind and prevent 

forgetting easy.” However, after he had experienced transformative learning in the class, 

the same respondent (p. 23_3) noted that the illustrations, such as the model of the 

human skeleton that they engaged with while working in their groups, allowed him to listen 

to other students’ ideas, “The illustrations while working as groups, help to listen to the 

students’ minds.” Put differently, borrowing Mezirow’s (1999, 2000) words, respondent p. 

23_3 had used his prior interpretation to formulate a new or revised interpretation of the 

meaning of his learning experience that has guided his action after the intervention. This 

means that transformative learning had occurred for respondent p. 23_3, although I 

cannot specify when it occurred. It could be at the beginning, middle or the end of the 

intervention programme. Participant. 3_2, who asserted that, “We studied Anatomy better 

after transformative learning was introduced,” encapsulates the opinion of the majority of 

the students. My impression is that transformative leaning has offered the students 

alternative and improved ways of learning Human Anatomy. 

7.2.6.4 Fourth finding: Illustrations and case studies as teaching techniques 

The fourth finding refers to the illustrations pictures, charts, drawings and a model of the 

human skeleton that the lecturer used in teaching, which influenced the students to 

experience transformative learning (see Section 6.3.2.5). The students talked about the 

various ways in which the lecturer employed these tools to explain concepts, organs and 

topics, and made them engage directly with these teaching tools in their group 
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discussions in the Human Anatomy class. Below is the reflection of one participant who 

stated that illustrations assisted them to understand the material better than verbal 

explanations. He commented as follows:   

“Many illustrations that are very clear. Sometimes she would use pictures that shows the 

pathway of a specific system e.g. the GIT so that was very better than a verbal explanation. 

The human skeleton in front of our classroom. When something relating to anatomy of the 

human body was discussed she would often show illustrations right on the skeleton so that 

we can easily catch up” (p. 32_3). 

Case studies were also found to have a positive result. The participants commented that 

the case studies used assisted them to connect or interrelate the different chapters they 

studied in Human Anatomy. The clinical applications that the lecturer used permitted them 

to relate what was taught to the real world, while the practicals that the lecturer included 

in the lessons made the lectures more exciting and motivating (see Section 6.3.2.6). 

Ritz (2010) states that adult learners are better prepared than children to evaluate or 

assess the soundness of their beliefs, understandings, and the dependability, reliability 

or the soundness of their way of making meaning of new experiences. Having 

experienced transformative learning through the transformative methodologies of 

teaching and learning, the students in this study were asked to respond whether or not 

they would recommend transformative learning methods to be used to teach all future 

ECP Human Anatomy students, the Human Anatomy course and other courses in the 

institution. Several students provided some suggestions that transformative learning 

methods should be continued for ECP students, and that all Human Anatomy and other 

lecturers should adopt this teaching and learning method. Their reasons were that it would 

enhance the teaching and learning of Human Anatomy in particular, and other courses in 

general, at the institution. Here are some of their reflections. One respondent commented 

that because Human Anatomy is initially difficult to understand, it would permit and 

support ECP students to study, while a second respondent emphasised that the method 

is effective, especially for students who do not have any previous knowledge of the 

subject. According to several participants, the new method would not only assist students 
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to retain as much information as possible, but would also stimulate newcomers who have 

no prior knowledge of Human Anatomy to engage actively in class activities. For other 

participants, the adoption of the new method by all Human Anatomy lecturers would 

enable all students to improve their learning because this method allows students to 

interact fully in a topic, which, in turn, stimulates students to engage with one another in 

a more creative and fruitful way. The participants further commented that the new 

approach is effective because it not only provides a base for interaction between lecturers 

and students, but also would change the teaching methods of lecturers and improve the 

classes they teach, and consequently, students would no longer fail Human Anatomy as 

was the case at the time of this study (see Section 6.2.5.1).   

Braun and Clarke (2006:10) also assert that prevalence in qualitative analysis suggest 

that a “theme really existed in the data, and to convince us they are reporting truthfully 

about the data.” In this study, a number of students described the same experiences in 

different ways and figures were used to quantify such instances to show not only the 

prevalence of the experiences, but also to emphasise the fact that those events or 

experiences really occurred in the Human Anatomy class (see Chapter 6).  

The ongoing descriptions from the students about their experiences of transformative 

learning are a clear demonstration of personal self-understanding and the development 

of epistemological complexity of texts and activities in the Human Anatomy class. 

Epistemologically, at least all of the students developed in some respects in their ability 

to think cognitively (see Section 2.6). At the beginning of this study, the students who 

functioned at the pre-reflective or Received Knower level of cognitive complexity 

(Kitchener & King, 1990; Barkley, 2010; Kucukaydin & Cranton, 2013) extended their 

assumptions to include constructivist understandings of knowledge that ‘experts’ may not 

have all the answers, and that through exploration they too can arrive at some conclusions 

themselves. Others who worked at the quasi‐reflective level had some difficulty in 

reflecting at the level required, but they gained a voice, showed confidence in giving 

answers, and were ready to give reasons for why they thought the way they did. However, 

by the end of the study, all the students were able to function at the reflective level of 
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epistemology. They developed and gained knowledge in understanding the complexity of 

knowledge - that knowledge is constructed and evidence needs to be weighed carefully; 

and that it is critical to sift through ideas in order to arrive at a conclusion. They were able 

to transcend the personal, idiosyncratic, ‘own understanding’ level where ideas are 

regarded as ‘according to my understanding’ in arguing for a particular position, to the 

reflective level of epistemology (Barkley, 2010; Kitchener & King, 1990; Kucukaydin & 

Cranton, 2013). The students’ descriptions did not reveal instances where participants 

wrote about ‘own understanding’, instead, they wrote about different perspectives or 

broader perspectives that demonstrate their understanding or knowledge of multiple 

perspectives. The students developed a greater ability to reflect and self-reflect during 

the period of the study, and these students found reflection to be a source of learning. 

The group work where students had opportunities to deal with a variety of tasks on 

different topics, the guided questioning by the lecturer, together with the reflective learning 

environment contributed to students’ development of epistemology. 

7.3 IN CONCLUSION 

In accordance with Freire’s (1981) directive to start with the student, the use of 

transformative teaching and learning strategies connected learning with students’ lives in 

the Human Anatomy class. In bringing students’ lived experiences into the Human 

Anatomy class, the lecturer focused not on the content to be learnt, but on student 

development as thinking and feeling individuals. By providing a different experience of 

shared learning in the class, the lecturer concentrated not on independent learning, but 

on the development of interdependent learning among the students. In relating learning 

to life, the students were provided the opportunity to engage with or dig deeper into the 

learning process, which, in turn, influenced them to experience a change in their world 

views in terms of power, emotional and cognitive aspects of learning, and individual and 

social change (Marton & Booth, 1997).  

As the lecturer challenged the students to learn in new ways, he provided the required 

support and motivation for students’ engagement in the new power relationships 

(Burbules, 1986) and their social learning. According to Bandura (1997), social learning 
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that results in the development of self-efficacy happens in three ways, namely, seeing a 

model demonstrates the activity, hearing vivid stories told by those who have performed 

the activity, and actually performing the activity. Having the experience or the opportunity 

to perform the activity is regarded as the most effective method. The lecturer in this study 

indicated that his teaching philosophy was learning by doing or experiencing. The lecturer 

modelled engaged learning for his students instead of considering them as passive 

recipients of well-researched knowledge. He acted as an interpretive guide rather than 

performing the traditional role of being an information giver. He provided vivid examples 

of new ways of thinking about issues in the Human Anatomy course through his clinical 

experience as a medical officer, and students’ stories of their own experiences. By 

presenting a new experience of power in the class and demonstrating the power of 

experience, the use of transformative learning in the Human Anatomy class moved 

beyond dichotomies of emotion versus cognition, and individual versus social learning 

and change. Miller and Stiver (1997:212) describe cognition and emotion as follows, 

“Attempting to focus on one to the neglect of the other diminishes peoples’ ability to 

understand and act on their experience.” This is in agreement with Rader, Piland and 

Pascerell (2002), who from their study of just communities in classrooms affirm that:              

“Prohibiting emotional expression hinders learning because, when we are conditioned to 

suppress emotions in public- to privatize our feelings- we are forced to stay clear of any 

issue that deeply matters to us. Moreover, in distancing ourselves from our own feelings, 

we become less able to respond to others” (Rader et al., 2002:161). 

In this study, emotion was not a “present-absence” (Boler, 1999:19) issue. Emotion and 

cognition were not dichotomous; rather, they formed an integral part of the experiences 

that the students brought to the table for discussion, which provided context for multiple 

perspectives and formed an integral part of the process of reflecting on experiences in 

the Human Anatomy class. While Mezirow is critiqued for his concentration on individual 

learning and change, the use of transformative learning in this study integrated individual 

and social learning and change through “mutually growth-fostering relationships” (Miller 

& Stiver, 1997:42). When they opened up to others and voiced their thoughts and feelings, 

the students “engaged together in the thoughts and feelings in this situation...[resulting in 
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enlargement of their] own feelings and thoughts and the feelings and thoughts of the other 

person” (Miller & Stiver, 1997:29). By creating a new experience of power, incorporating 

emotion and cognition, and integrating individual and social aspects or areas of change, 

the use of the Transformative Learning Theory in the Human Anatomy class took into 

account some elements of feminist pedagogy wherein “experience and emotions are 

recognized as central to critical inquiry and political transformation” (Boler, 1999:115). By 

openly exploring experiences and assumptions, the use of transformative learning in the 

Human Anatomy class “demonstrate[s] the capacity to give voice to multiple sources of 

learning in a context in which students and teachers share authority by mutual consent... 

[offering the hope] of authentically challenging traditional hierarchies, or imagining the 

possibility of genuine social change” (Maher & Tetreault, 2001:163). By moving away from 

either/or approaches, emotion and cognition and individual and social learning were 

unified into a different experience of power. These further provided a broader context and 

frame for considering the power of experience in the teaching of a Human Anatomy 

course and medical education in general. 

7.4 SUMMARY 

This study explored the use of the Transformative Learning Theory to improve the 

acquisition of in-depth understanding and learners’ subject knowledge in an 

undergraduate Human Anatomy course. The study showed that the participants (both the 

lecturer and the students), because of their engagement in applying the Transformative 

Learning Theory, experienced transformation in the way in which teaching and learning 

were conducted in the Human Anatomy class. Open-ended questionnaires in a semi-

structured format and open-ended responses, and a Student Self-reflective Report were 

used in the analysis of the data in this study. The findings showed that not only did the 

students experience transformation in their learning, but the lecturer also experienced 

transformation in his teaching. The prime influence on transformation for students was 

the lecturer’s support and change to being the person who facilitated the change as part 

of students’ experiences in the Human Anatomy class. As the current study 

demonstrates, the Transformative Learning Theory holds the potential to offer a different 
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experience of power, the incorporation of emotion and cognition in learning, and the 

integration of individual and social learning and change into teaching Human Anatomy. 

The students’ accounts showed that these are interconnected issues: the new experience 

of power incorporates emotional, cognitive, individual and social aspects. The students 

seemed to have developed a new appreciation for the power of experience in connecting 

these aspects in a balanced way, which differed from what they normally experienced in 

their other courses.  
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CHAPTER 8 : SUMMARY, CONCLUSION, IMPLICATIONS AND 

RECOMMENDATIONS 

8.1 INTRODUCTION 

In the previous chapter, I presented the findings of this study, which explored the learning 

experiences of students enrolled for a Human Anatomy course in 2017. This is an 

undergraduate foundation course in an Extended Curriculum Programme for the Bachelor 

of Medicine and Surgery degree at a university in the Gauteng Province of South Africa. 

The findings illustrate how the unique learning experiences provided by transformative 

learning strategies in the class increased participants’ awareness with regard to various 

aspects of topics in Human Anatomy. It further strengthened their individual and group 

commitments to their study of Human Anatomy in particular, and their medical education 

in general. In this final chapter, I present a summary of the study and relate the findings 

to the literature to indicate the limitations of the study. I then discuss the implications of 

this study for practice and theory, and suggest directions for future research.  

8.2 SUMMARY  

The purpose of this study was to examine the factors that foster the transformative 

learning experiences of participants (lecturer and students) in an undergraduate 

university environment. The study was based on Mezirow’s Transformative Learning 

Theory (1975, 1978, 2000), Freire’s (1981) Emancipatory Pedagogy, and Burbules’ 

(1986) work regarding power relations in the learning environment which relate to 

transformative learning. The population for the study consisted of 44 first-year Human 

Anatomy students in an Extended Curriculum Programme (ECP) for the Bachelor of 

Medicine and Surgery (MBChB) degree at a university in the Gauteng Province of South 

Africa. These students were young adults who had just entered university straight from 

high school and had to register for the ECP seven-year programme as they failed to obtain 

the minimum entry requirement for the MBChB six-year degree programme. Therefore, it 

was necessary for them to learn and adapt to the change in the social, academic, and 
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psychological dimensions of the university environment in general, and specifically to the 

transformative learning classroom environment (Mezirow, 1975, 1978, 2000). In the 

process of experiencing these transformational changes, these students begin to reflect 

on their beliefs, values, opinions, and assumptions. Five research instruments were used 

to collect data, namely, Open-ended Questionnaire 1 (Appendix O), Open-ended 

Questionnaire 2 (Appendix P), Open-ended Questionnaire 3 (Appendix Q), Open-ended 

Questionnaire 4 (Appendix R) and the Student Self-reflective Report (Appendix S), based 

on their relevance to the five research sub-questions. First, Open-ended Questionnaire 1 

(Appendix O) for lecturer and Open-ended Questionnaire 3 (Appendix Q) for students 

were administered to document the teaching and learning methods that were applied in 

the Human Anatomy class before the participants (both the lecturer and students) were 

introduced to the Transformative Learning Theory. Thereafter, Open-ended 

Questionnaire 2 (Appendix P) for lecturer, Open-ended Questionnaire 4 (Appendix R) for 

students and the Student Self-reflective Report (Appendix S) for students were 

administered after the participants had been introduced to transformative teaching and 

learning strategies in the Human Anatomy class. The purpose of these three research 

instruments, administered after participants had been introduced to transformative 

learning, was to determine whether or not the participants would experience 

transformative learning. The six stages of thematic analysis, as described by Braun and 

Clarke (2006:16-23) and Creswell (2009:185-190) were followed in the process of data 

analysis, and the Atlas. ti software program was employed to analyse the collected data. 

Colour coding was used to identify or distinguish the themes, an independent coder also 

reviewed the data and member checking aided in the triangulation of coding and analysis 

of the data.    

Mezirow’s Theory of Transformative Learning (1975, 1978, 2000), which was used as the 

theoretical framework for the study, utilises the concept of critical reflection, dialogue, and 

rational discourse, which occur through the adult learner’s educational experience (see 

Chapter 3). The study employed other theoretical models for comparison, for example, 

Taylor (1998) and Taylor (2000), to explore further Mezirow’s model of transformative 

learning, highlight aspects of Mezirow’s theoretical model, and explore how 
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transformative learning was facilitated in the undergraduate classroom environment. The 

study did not examine Mezirow’s model, consider all the components of his model, or 

adopt many of the viewpoints espoused in his theoretical development of the model. 

Rather, it focused on the acquisition of in-depth understanding and subject knowledge of 

the Human Anatomy course by young adults who had just entered university for the first 

time. It further explored whether or not the participants would experience transformative 

learning. In considering the concerns raised about Mezirow’s theory, Freire’s pedagogy 

of emancipatory education and other gaps in the literature, the current study was 

designed to consider five research sub-questions, which together ultimately addressed 

the main research question. The main research question was, How can the introduction 

of transformative learning in a first-year Human Anatomy course improve students’ 

understanding of the subject? The five research sub-questions were: 1) How can 

transformative learning strategies improve the acquisition of an in-depth understanding 

of Human Anatomy? 2) What are the design implications of transformative learning for a 

Human Anatomy class? 3) What are students’ experiences with transformative learning 

in a Human Anatomy class? 4) What are the experiences of the lecturer with 

transformative learning in a Human Anatomy class?  5) How could teaching strategies 

and learning experiences change to allow transformative learning?  

As mentioned in Chapter 7, two main findings emerged regarding these first-time 

students’ engagement in the process of transformative learning. These findings were: 

Teaching and learning methods applied in a university undergraduate course, and 

participants’ experiences of transformative teaching and learning (see Table 7.4). These 

findings, as related to the five research sub-questions, are categorised into findings that 

are pertinent to the literature reviewed in this study, and the findings from the participant 

responses to the Open-ended Questionnaires and the Student Self-reflective Report. 

These findings are discussed in detail in the subsequent sections, beginning with the 

findings related to the literature reviewed in this study.   
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8.3 SUMMARY OF THE MAJOR FINDINGS PERTINENT TO THE LITERATURE REVIEWED 

IN THIS STUDY  

This section focuses on the findings that indicate explicit links between the findings of this 

study and the literature reviewed for this study. The first finding, which addresses 

research sub-question 1, relates to the acquisition of in-depth understanding and subject 

knowledge of Human Anatomy. The finding shows that the use of transformative learning 

methods stimulates undergraduate students who have entered university for the first time 

to articulate and evaluate their unexamined assumptions, which leads to growth through 

a more mature discernment of underlying frames of reference. This finding concurs with 

Mezirow’s statement that transformation results in a “reformulation of a meaning 

perspective to allow a more inclusive, discriminating, and integrative understanding of 

one’s experience. Learning includes acting on these insights” (Mezirow, 1990:xvi). Here, 

I would like to emphasise the inclusiveness, discriminatory and integrative nature of the 

understanding and learning experiences that the students described or talked about after 

they had applied Transformative Learning Theory in their Human Anatomy class. I explain 

further by taking the responses of one of the participants to illustrate this aspect.  

The account of participant 17_3 (see Section 6.3.1.4) shows that the use of transformative 

learning methods assisted him to gain a better understanding of the way in which he 

studied, particularly that it was beneficial for him to prepare before attending every lecture. 

Although this is a normal thing for students to do, for this particular student, it was only 

transformative learning that allowed and supported him to internalise what he had learned 

and to act on this understanding or knowledge that he gained. Respondent p. 17_3 states 

further that he gained the knowledge of being able to determine or assess which chapters 

in Human Anatomy he was good at and which ones he needed to work on. He concluded 

by indicating that he had learnt where his strengths and weaknesses lay in his study of 

Human Anatomy (see Section 6.3.1.4). In accordance with Mezirow’s (1990:xvi) 

expectations, transformative learning assisted participant 17_3 to reformulate his 

previous understanding and to act on his new understanding in the way in which he 

studied Human Anatomy. In other words, he learned or gained the knowledge to be able 
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to evaluate or assess his strengths and weaknesses; and to know which chapters he was 

good at and which he needed to work on or study. According to Mezirow (1990:xvi), this 

account of participant 17_3’s experiences of transformative learning demonstrates that 

the student not only increased or added to his repertoire of knowledge in Human 

Anatomy, or anatomical knowledge or discipline, but also had acquired knowledge of the 

way in which he should learn, monitor and assess his learning. He had further gained the 

ability to recognise his weaknesses and strengths because he was able to determine 

which chapters or topics he should spend more studying and which he should spend less 

time on. This experience stresses that change or transformation really occurred for this 

student.  

The second finding of relevance, which considers research sub-question 2, is the link 

between the learning conditions that prevailed in the Human Anatomy class and the 

conditions described by Mezirow (1997, 2000), Taylor (2000) and Cranton (1994) as 

fostering transformative learning. According to Mezirow (1997, 2000), a transformative 

learning classroom or environment should be designed in a way that fosters 

transformative learning among learners in that environment (see Chapter 3). The 

students’ descriptions of their learning environment resonate with the conditions listed as 

conducive for fostering transformative learning (Mezirow, 1997, 2000; Taylor, 2000; 

Cranton, 1994). Three aspects are worth noting here. Firstly, the students’ descriptions 

show that they were free to voice their own opinions without fear or coercion. This inspired 

them to engage freely and fully in class activities, which influenced them to experience 

transformative learning. This is illustrated in the following descriptions from the students, 

“Do not laugh at others,” (p. 18_3), “Learning to listen to each other,” (p. 7_3), “Always 

get your view out,” (p. 18_3) and, “Voicing up your answer through answering questions 

in class” (p. 35_3) (see Section 6.3.1.6). These examples of the basic principles or norms 

that prevailed in the Human Anatomy class, as evidenced in the above descriptions from 

the students, agree with Mezirow, who affirms that "finding one's voice" (2000:10-11) is 

one of the preconditions for free and full participation in transformative learning. This 

means that the conditions that prevailed in the Human Anatomy class allowed the 

students to engage freely and fully in critical discourse, which influenced them to 
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experience transformative learning. Secondly, the students acknowledged that having the 

opportunity to voice their own perspectives without being laughed at not only assisted 

them to be confident and built their self-esteem, but also it helped them to listen to one 

another’s opinions and see things from other students’ perspectives. This allowed them 

to gain wider perspectives on topics, provided them with a broader understanding, and 

supported them to learn a new way of thinking. An account of the participants’ opinions 

on this aspect is given in Section 6.3.1.6. In this vein, the participants responded by noting 

that, “Giving each other opportunity to talk and not laughing at people’s opinions help us 

to be confident,” (p. 22_3), “Co-operation in class. Through answering questions improves 

co-operation” (p. 35_3), “The interaction built self-esteem…It gave a wider 

understanding,” and, “It allowed sharing of ideas” (p. 14_3). “I was able to learn a new 

way of thinking… I received a broader perspective on topics” (p. 15_3). They further 

stated that, “When people [students] gave different views on particular things it helped 

me see things from other people’s [students’] perspective,” (p. 33_3), “This made us 

realise that we all had different views on anatomy and it has been such a nice experience 

sharing the information together and learning from one another,” (p. 32_3) and, “I learnt 

that you need to respect other people’s perspectives” (p. 34_3). 

These accounts from the student participants confirm that they really participated in a 

discourse wherein assumptions were articulated, challenged, reflected upon and others’ 

points of view were heard. They showed respect, civility and empathy for one another, 

and shared responsibility for helping one another learn. These narratives of the students 

are in accordance with the conditions expounded by Mezirow (1997, 2000) as the 

requirements for transformative learning (see Chapter 3). In other words, the students 

experienced change as the conditions in the Human Anatomy class supported them to 

enact the new experiences and understanding that they gained through transformative 

learning. Thirdly, some of the students were inspired and supported to change their 

personal views about other students’/people’s cultures, views and religion. As discussed 

in Section 5.3.4.3, the lecturer participant discussed students’ lack of willingness to 

change before he applied the Transformative Learning Theory in the Human Anatomy 

class. He noted, “This class is not as flexible. They are defensive of their ideology and 
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cultures. If not all, then a few dominant ones” (Lect_1). Nine students affirmed the 

lecturer’s statement when they indicated that transformative learning had permitted them 

to develop a new understanding and perspective of other students/people’s views, culture 

and religion. As discussed in Section 6.3.1.8, the student participants explained, “I am 

now able to accept other people’s opinions and respect their religions,” (p. 22_3), “I learnt 

to respect other people’s cultures and view,” (p. 34_3) and, “We were able to learn from 

different cultures” (p. 39_3). Another participant (see Section 6.2.2.3) added that he had 

learned “How to talk to people in a respective manner in regard of respecting their culture” 

(p. 14_2). These student accounts not only confirm what the lecturer wrote, but also reveal 

that transformative learning had supported and influenced them to revise their previous 

presupposed or unexamined beliefs and perspectives on other people’s culture. They 

were also empowered to act on their new knowledge and understanding. This is also in 

accordance with Mezirow (1999, 2000), who specifies that transformative learning occurs 

when adult learners use prior interpretation to construe a new or revised interpretation of 

their world view in order to guide future action. These students used their revised 

interpretation of their world view to guide their future action when they stated that they 

had a new-found respect for other people’s views, cultures and religions. 

The third finding, which reveals explicit links to the literature review, relates to Cranton 

(1994) and Taylor’s (2000) work. The students’ descriptions about the conditions that 

allowed them to engage and participate fully in discourse concurred with Cranton (1994) 

and Taylor (2000). They (Cranton, 1994, Taylor, 2000) assert that desirable learning 

conditions like a sense of safety, openness, trust, a learner-centred approach, 

participation and collaboration, the exploration of alternative perspectives and the 

willingness to learn and change, are prerequisites for the successful implementation of 

transformative learning (see Section 3.3.4). The sense of support, trust, listening to other 

students’ views, perspectives and experiences, sharing responsibility and authority, and 

the sense of equal contribution in discussions and knowledge creation are also in 

accordance with Barlas (2000), who explored the experiences of older doctoral students 

in a transformative learning programme. The above-mentioned descriptions from the 

students show that they felt safe, were open and trusted one another and thus were able 
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to participate, collaborate and explore alternative perspectives. This assisted them to 

revise their world view in the way in which they regarded other students/people’s views, 

culture and religion. This finding further agrees with Taylor’s (2000) review of research, 

which illustrated the importance of relationship elements like trust, friendship, and support 

in the process of transformative learning, in contrast with Mezirow’s (1997, 2000) 

emphasis on rational discourse (see Section 3.3.4). 

The fourth finding that is linked to the literature relates to Mezirow, who advocates that in 

a transformative learning environment, participants are to learn how to think critically for 

themselves and be able to “engage in mindful efforts to learn” and “learn to become 

rational by advancing and assessing reasons” (Mezirow, 1991:103-104). In this study, the 

participants encountered incidences or situations that required them to think critically to 

be able to articulate and evaluate their reasons in their efforts to learn. Participant p. 10_3 

narrated an incident where members in his group had different ideas and experiences 

regarding a topic that created disagreement among them. As discussed in Section 

6.3.1.9, the group critically engaged with the topic and managed to create links among 

the different views. Finally, despite their different ideas and disagreements, and with the 

help and support of the lecturer, they agreed that all the various views were correct. 

Another example reported in Section 6.3.1.9 related to a participant who described his 

inability to provide an immediate answer when asked a question in class about what he 

could tell a mother who has a baby with diarrhoea if he was already a doctor. He explained 

that after assessing and evaluating his situation, he had reached a solution, which was to 

prepare ahead or read the topics before attending lectures, something that he did not do 

before. These and other accounts by the participants confirm that they learned to think 

critically for themselves, engage in mindful efforts and learned during class activities; and 

also learned to assess the reasons for their actions, as expected by Mezirow (1991:103-

104). Put differently, many participants fulfilled Mezirow’s expectations as mentioned 

above (Mezirow, 1991:103-104). 

Another finding of relevance that linked to the literature review, which considered 

research sub-question 3, concerns the factors that influenced students to experience 
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transformative learning in the Human Anatomy class. Preece (2004) notes that 

transformative learning occurs when adult learners are able to develop self-awareness 

from previous knowledge and understanding, which lead them to question assumptions 

or the reality of issues. The way in which transformative learning strategies were applied, 

as well as the conducive conditions that fostered transformative learning in the Human 

Anatomy class (see Sections 7.2.3 and 7.2.4) influenced and supported the students in 

this study to develop self-awareness from their previous knowledge and understanding. 

This assisted them to question their previous assumptions or the reality of issues. This 

was described in Section 6.3.1.5, where the issue was illustrated by quoting as follows 

from participant 15_3, who referred to perspective, knowledge and understanding,  

“Perspective - what we thought was right might be wrong  

Understanding - why certain people think a certain way,  

because of their environment.  

Knowledge - learning different perspectives enhances knowledge” (p. 15_3).  
 
Furthermore, the different views and experiences that the  individual participants brought 

forward for discussion formed part of the resources or multiple perspectives that the 

students explored in their groups and as a class. As individual participants’ views formed 

part of the multiple perspectives for consideration, those presenting ideas did not feel 

obliged to defend their contributions as if such contributions were fully developed and 

unchangeable. Rather, the groups used contributed ideas and questions to create 

multiple perspectives that were broader and more inclusive. Through this approach, the 

students learned from the experiences they and others shared, and this led to learning 

from the experience of sharing in a different way that was both individual and social.  

This approach is in accordance with Freire’s (1981) practice of community work, which 

creates some opportunity from the personal to gain perspective as a group and permit 

the development of social, instead of only individual solutions. One participant (p. 19_3), 

for example, narrated this experience of learning from group work as a very different kind 

of group work to what they had experienced in other classes. He claimed that there were 

different types of learning used by lecturers where only some students understood, but 

that with transformative learning, most of the students understood the topics taught. He 
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asserted that, “The learning has been transformed” (see Section 6.3.1.4). This finding is 

in contrast with Ellsworth’s (1989) finding where the students she studied felt obliged to 

defend themselves because they felt criticised and not supported in their openness and 

the contributions they made to discussions. In this study, the students’ accounts indicate 

that even expressions of confusion or uncertainty by individual students were considered 

as respected contributions. Such contributions provided an opportunity for the groups to 

not only explore complex issues more deeply, but also, such contributions were regarded 

as positive contributions from individuals who voiced their doubts or misgivings. 

The sixth finding, which links explicitly to the literature review, relates to the research of 

King (2005), who asserts that classroom discussions and dialogues permit adult learners 

to branch out in their own ways of learning and begin to see different perspectives of their 

experiences. In this study, the majority of the students agreed that their group and class 

discussions and open communication in the transformative learning environment assisted 

and encouraged them to communicate effectively. The students’ descriptions of their 

experiences reveal that they integrated emotion into a traditionally cognitive way of 

learning Human Anatomy (see Section 6.2.7.2). One participant (p. 28_3) declared that 

he had learnt to communicate better with his lecturer and peers, while another (p. 1_3) 

added that effective communication enabled them to reach an understanding (p. 28_3). 

Moreover, reference was also made to how transformative teaching and learning methods 

had assisted with the realisation that it was critical for medical officers to explain and 

discuss patients’ conditions with them and/or their families. As discussed in Section 

6.2.7.2, this opinion was voiced by other participants as well. This discovery highlights 

the importance for medical students to be taught the necessary communication skills that 

will allow them to communicate in an appropriate and effective way to their future patients 

and/or their families, who may not have any knowledge about their own medical 

conditions.  

Although I did not ask any direct questions about communication in the Open-ended 

Questionnaires and the Student Self-reflective Report, the classroom discussions and 

dialogues empowered and motivated the students to branch out from learning the content 
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of this specific topic in Human Anatomy. In this respect, they became aware of the fact 

that they had gained good communication skills and were able to communicate effectively 

with their lecturer and peers. In addition, they became mindful of the fact that effective 

and appropriate communication was indispensable in their future profession as medical 

officers. As mentioned earlier in this paragraph, King’s (2005) statement confirmed the 

finding that the class discussions and dialogues in the Human Anatomy class assisted 

the students to branch out in their learning and become consciously aware of the fact that 

they had gained self-esteem, self-confidence, and developed effective communication in 

their experiences of transformative learning in the class. 

The seventh finding of relevance that indicates explicit links to the literature review, which 

considers research sub-question 4 and sub-question 5, concerns the literature on 

teaching in general, and the lecturer’s experiences with transformative learning. Teaching 

is referred to as a developmental process wherein one can move from simplistic abilities 

and beliefs to more integrated skills and conceptions. For instance, Sherman, Armistead, 

Fowler, Barksdale and Reif (1987) describe a four phase model of achieving teaching 

excellence in which academics move from an initial stage of teaching as telling, through 

teaching as leading, then teaching as transmitting knowledge, and finally to teaching as 

a complex interaction among students, content and teacher actions. In this study, through 

the lecturer’s experiences in applying transformative teaching and learning methods in 

the Human Anatomy class, by the end of the study, the lecturer had achieved teaching 

excellence, as described by Sherman et al. (1987). There are three aspects to be 

discussed here. Firstly, teaching transformatively, which allowed the lecturer to act as a 

facilitator and an interpretive guide rather than information giver, assisted the lecturer to 

improve the way in which he taught. It further enabled him to be conscious of the fact that 

all the students participated fully and engaged critically in class activities. For example, 

after the students had critically discussed both the clinical and traditional/cultural ways of 

treating diarrhoea in infants, the lecturer believed that the students had acquired the 

knowledge of healthy clinical management of diarrhoea in babies. He narrated his 

experience of students’ understanding of the topic as cited in Section 6.4.2.2. He 

asserted, “Students spoke clearly and became aware of/understood healthy clinical 
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management of diarrhoea in infants” (Lect_2). The lecturer’s view concurs with that of the 

students, who commented that transformative teaching and learning methods had 

permitted and supported them to gain knowledge or understanding consciously about the 

fact that babies are very sensitive to diarrhoea and dehydration and should be attended 

to immediately and should be kept in hygienic places when they have diarrhoea (see 

Section 6.2.1.1). This way of teaching, which permitted and encouraged students to voice 

their own perspectives, means that during the period of this study, the students learned 

to know who they were, moreover, their self-esteem, ability to think and capacity to take 

part in various discourse or activities in the class were bolstered.   

Secondly, the lecturer gained the knowledge that group work and other active learning 

strategies, or the constructivist approach to teaching like students interacting by 

themselves, do not lead to transformative learning on their own. The lecturer must 

deliberately facilitate learning through the use of probing questions and interaction with 

and among students, learning materials and activities in the class. According to the 

lecturer, before he applied the transformative learning approach, he described his way of 

teaching as interactive. However, after he had applied transformative teaching and 

learning strategies to teach students in the Human Anatomy class, he described the 

experience as follows, “A livelier class, students were fully engaged,” and, “More student 

participation,” as well as, “Students were more excited and less sleepy in the afternoon 

class (Wed 2-4 pm)” (Lect_2).  

After the lecturer was introduced to the Transformative Learning Theory, he described his 

way of teaching as being more interactive with better student attention. He was also able 

to move across medical fields by relating anatomy, which is structure, to physiology, 

which is function, and ended with pathologies, which comprises anomalies and diseases. 

He stated, “More interactive. Better student attention/interest,” and, “More across medical 

fields particularly relating Anatomy (structure) to Physiology (function) and ending with 

anomalies and diseases (pathologies)” (Lect_1). The lecturer’s description of his way of 

teaching places the level of his teaching at the first three stages of Sherman et al.’s (1987) 

model of achieving teaching excellence. This model requires the lecturer to move across 
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medical fields by telling, leading and transmitting knowledge about anatomy through 

physiology to pathologies, as stated above. However, after he had applied transformative 

teaching and learning strategies to teach students in the Human Anatomy class, he 

described the experience as follows, “A livelier class, students were fully engaged,” and 

“More student participation,” as well as, “Students were more excited and less sleepy in 

the afternoon class (Wed 2-4 pm)” (Lect_2). Clearly, the lecturer’s level of teaching had 

moved from the stage of telling, leading and transmitting knowledge to teaching as a 

complex interaction among students, content and teacher actions (Sherman et al., 1987). 

This had a trigger effect in the sense that the lecturer’s improved teaching in turn improved 

student learning, which empowered students to fully engage and participate in class 

activities, as narrated by the lecturer.  

Thirdly, the lecturer enacted the new knowledge or understanding he gained when he 

stated that he would reduce the lecture time or period in order to incorporate some of the 

new methods he had learnt into his teaching. He used phrases such as the following to 

explain his transformation as a lecturer, “Less lecture hours,” “More practical sessions,” 

and, “Introduce tutorial sessions” into the duration of his lecture period. This is in 

accordance with Pohland and Bova (2000:145), who note that to “claim that 

transformative learning has occurred there must be evidence of change.” The change 

that the lecturer decided to introduce into his teaching is evidence that the lecturer’s use 

of the Transformative Learning Theory in the Human Anatomy class had influenced him 

to experience transformative learning. This resonates with Freire (1981), who describes 

teachers as being students and students as being teachers in situations where teachers 

do not design and direct different learning experiences for students, but rather learning 

experiences are designed and directed in a way that both teachers and students become 

participants in the learning process. Freire (1981) refers to such a situation as a “teacher-

student with students-teachers” who “become jointly responsible for the process in which 

all grow” (1981:67). This is in contrast with Mezirow, who calls on adult educators “to 

encourage [social] critique and at the same time keep it as rational as possible” (Mezirow, 

1990:206). However, this concurs with Tisdell, who refers to her course event as “uniting 

of emotion, passion, and critical analysis...facilitated by three students, not by either of 
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the teaching partners” (Tisdell, 2003:155). In this study, the excitement that the students 

described did not reflect a passive, rational observation of topics in Human Anatomy that 

were directed by their lecturer or a feeling of individual goal achievement, but rather active 

engagement in the creation of shared experience. The students wrote about the role they 

played in making the Human Anatomy class a unique experience for themselves and 

others, and expressed appreciation for the significant contribution of others to the 

experience. According to Freire’s (1981) terminology, they were students and a ‘teacher’ 

engaged in the learning process in a Human Anatomy class. This means that, as 

compared to more traditional university courses, their roles changed along with 

interpersonal relationships and the location of authority in the Human Anatomy class 

during the period of this study. 

The eighth finding, which is pertinent to the literature review, concerns Mezirow’s (1975, 

1978, 2000) model. This model is critiqued for being an excessively cognitive model with 

its focus being on individualised learning and change, and a lack of attention given to 

emotion, social learning and change (see Section 2.7.4). Although Mezirow refers to 

emotion in the first phase of his model, it is separated from cognitive elements, which are 

fundamental to the model. It further leads participants to act in order to learn the new 

skills and knowledge that are required to execute a plan for incorporating revised 

perspectives into their life. This is in contrast with my study, where the students described 

both cognition and emotion in their experiences of transformative learning. The following 

aspects are worth noting (see Section 7.2.4). First, the discomfort of a ‘disorienting 

dilemma’ that Mezirow describes is congruent with the learners Mezirow studied who had 

returned to college after they had often encountered disorientating, difficult situations like 

the death of a partner, divorce, or the loss of family income. Unlike the women that 

Mezirow studied, the students in this study were young adults who had entered university 

straight from high school who had not experienced disorientating, difficult situations like 

the learners that Mezirow studied (see Section 2.7).  

Although, some students in this study also experienced discomfort when they discussed 

some of the various cultural and traditional practices of treating diarrhoea and dehydration 
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in infants in their groups. However, unlike Mezirow’s learners where the experience of a 

disorientating dilemma provoked discussion on individual discomfort, the sense of 

discomfort offered another opportunity for students in the current study to delve deeper 

into understanding the issue of diarrhoea and dehydration in infants and some of the 

traditional ways of treating the illness. Rather than feeling a sense of guilt, shame or anger 

like the learners in Mezirow’s study, some students in this study concluded that there was 

a need for medical officers to acquire well-grounded knowledge and understanding of the 

traditional practices of treating illnesses. To them, this would allow medical officers to 

provide appropriate and medically sound advice to their patients and/or their families to 

treat such illnesses when they cannot access hospitals. In addition, unlike Mezirow’s 

students who brought the issues they had discomfort about with them into the 

programme, the students in this study became aware of the discomfort in the classroom 

after they had critically discussed and developed new and deeper understanding about 

diarrhoea and dehydration in infants. For Mezirow’s students, the issues of discomfort, 

raised as topics in the programme, provided an opportunity for them to acknowledge and 

explore their areas of discomfort. In this study, the students considered the tension (that 

is, students’ own different opinions, information from the textbooks and other sources) as 

exciting and shared. Students freely expressed their views without fear or coercion and 

that seemed to be a balancing effect for students between the tension and discomfort 

they experienced, and the sense of safety and trust they felt in participating in the 

discourse. 

The second aspect relates to Mezirow’s (2000) statement that the feeling of disorientation 

intensifies the need for change, which results in self-examination that involves feelings of 

guilt, fear anger or shame. Unlike Mezirow’s re-entry students, the feelings of guilt and 

shame prompted the students in this study to discuss and delve further into understanding 

the issue of diarrhoea and dehydration in infants, which seemed to balance with the 

pleasure at the knowledge and understanding they gained. The dominant feelings in the 

class were respect for one another’s perspective and excitement at the depth of the topics 

they engaged in and the shared experience of learning. This is contrary to the feelings of 

defeat that Mezirow (1975) refers to as motivating learner change. The third aspect that 
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needs to be mentioned is the fact that Mezirow’s (1975, 1978, 2000) model seems to 

distinguish between cognitive processes and emotional responses. While emotion and 

cognition are both included in Mezirow’s model, they appear to act in separate stages of 

the transformation process. In the current study, the participants described both cognitive 

and emotional processes although they were accustomed to traditional classes that focus 

on cognitive learning. The students’ accounts show that they found the issues/topics they 

explored to be real and relevant to their future careers as medical officers rather than 

cognitive information to be accepted and learned. Emotion and cognition were interrelated 

through the process of in-depth exploration of students’ experiences as individuals, in 

their groups and as a class. This means that in the current study, emotion and cognition 

were integrated through the process of transformative learning rather than being 

separated, as suggested in Mezirow’s model.  

The ninth finding, which reveals explicit links to the literature review, relates to the final 

phase of Mezirow’s transformation process. According to Mezirow (1975, 1978, 2000) the 

final stage of the transformation process is the “reintegration into one’s life on the basis 

of conditions dictated by one’s new perspective.” At the end of the intervention period - 

that is, after they had applied transformative teaching and learning methods in the Human 

Anatomy class – the participants realised that it was beneficial to integrate or adopt 

transformative teaching and learning methods in teaching the Human Anatomy course to 

ECP students. Moreover, the transformative teaching and learning approach should be 

used for all other Human Anatomy students and for all other courses or subjects that are 

taught at the university where this study was conducted (see Section 6.2.5.5). The 

lecturer stressed that he would reduce the lecture hours and introduce transformative 

teaching and learning methods (see Section 6.4.2.3). This confirms Mezirow’s (1975, 

1978, 2000) statement that at the final phase of the transformation process, the learner 

integrates the new perspective into his life just as the lecturer intends to adopt 

transformative teaching and learning methods to teach Human Anatomy in the ECP class. 
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8.4 FINDINGS NOT EVIDENCED IN THE LITERATURE 

The first major finding not linked to the literature reviewed in this study, which relates to 

subject knowledge and in-depth understanding of Human Anatomy, was the lecturer’s 

support as the person who facilitated change as part of the students’ transformative 

learning experience in the Human Anatomy class. The majority of the students concurred 

that the way in which the lecturer used transformative teaching and learning strategies to 

facilitate the teaching and learning processes in the class allowed them to acquire subject 

knowledge and deeper understanding of the topics they dealt with in Human Anatomy. 

The students’ accounts indicate that the personal changes they experienced in the study 

resulted from the way in which the lecturer applied transformative teaching and learning 

strategies to teach them in the Human Anatomy class. This includes the fact that they 

were able to understand what was taught and in broader context; that the materials that 

were previously not understandable had become understandable, and that they were able 

to relate Human Anatomy to real life situations (see Section 6.2.1.1).  

The students displayed interest, became keen, seemed to enjoy the lectures, and were 

able to engage in class and demonstrate interest in the topics they dealt with in class. 

The following quotations are repeated here to illustrate this. “The materials that were not 

understandable were now understandable,” (p. 22_2); “It has helped us in understanding 

anatomy,” (p. 44_2). “I understand the human body in larger context … I understood the 

skull of a human being in greater context,” (p. 27_3); “I was also able to understand what 

was taught,” (p. 22_3); “I am now able to relate anatomy to real life situations,” (p. 6_3) 

and, “I have a different perspective of anatomy. I no longer see it as difficult” (p. 4_3). 

These narratives from the students agree with the lecture, confirming that the students 

fully engaged in class activities with excitement, that the class was livelier and less sleepy 

in the afternoon sessions, and that the students participated more (see Section 6.4.2.3). 

This is further affirmed by other students who acknowledged that they were interested 

and keen, enjoyed the lessons and were able to engage in class. The following comment 

by one of the participants (p. 19_3) most appropriately summarises the way that the 

lecturer’s transformative teaching and learning approach had influenced the students to 
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experience transformative learning as follows: “There are different types of learning which 

lecturers use and some students understand, with transformative learning most students 

understood … Students prefer transformative learning … The whole context was 

understood very well … The learning has been transformed.”  

Similarly, the lecturer’s use of ‘questioning’ as a teaching tool in delivering lectures to the 

students helped them to achieve in-depth understanding of Human Anatomy. As the 

lecturer assumed the role of an interpretive guide and facilitator rather than an information 

giver, he utilised ‘questioning’ to guide and support students in their learning, which 

empowered them to achieve subject knowledge and in-depth understanding of the topics 

they studied in Human Anatomy. The student descriptions show that transformative 

learning supported students to gain a better understanding of topics than in normal 

lectures, which also helped them to determine how to apply the knowledge they acquired. 

The students further got a better understanding when the lecturer asked questions and 

interacted with them because the questions not only made understanding clearer but also 

caused students to learn from their peers and the lecturer in addition to their own 

knowledge (see Section 6.2.2.2). The student’s narratives of how they benefited from the 

way in which the lecturer used questioning to facilitate their learning is summed up by 

participant 32_3 as, “Being offered the opportunity to ask questions. Asking questions 

does not help you only understand the topic being discussed but rather helps you have a 

new outlook on something you didn’t really understand before. It gives your mind the 

ability to expand” (see Section 6.2.2.2). 

The second relevant finding that is not evidenced in the reviewed literature, which relates 

to factors that facilitated and permitted students to experience transformative learning in 

the class, was that the students believed that transformative learning had helped them to 

gain confidence and provided them with the opportunity to acquire understanding faster 

than a normal lecture. Although many other participants referred to this aspect (see 

Section 6.2.6.3), their points of view are best reflected by the following quote from 

participant 43_2, who described his experience as follows: “It helps in building confidence 

of the student and also build a room for understanding faster than a normal lecture.”  
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8.5 CONCLUSION 

In this final chapter, I have indicated that nine findings in this study are explicitly linked to 

those identified in the literature reviewed. The first is the link between Mezirow’s 

expectation that transformative learning occurs when adult learners critically reflect on 

their previously unexamined beliefs, values, and assumptions in light of acquiring new 

knowledge and begin a process of personal and social change by acting on the newly 

acquired knowledge. The student accounts showed that transformative learning 

strategies assisted and permitted them to acquire new and more effective ways of gaining 

in-depth understanding and subject knowledge of Human Anatomy. The second is the 

learning conditions that the participants created in the Human Anatomy class that fostered 

or influenced the participants to experience transformative learning. The way in which the 

lecturer designed the learning activities and materials, and how he facilitated the learning 

process as an interpretive guide, which allowed students to voice their views and share 

in their learning without fear or coercion, concurred with the conditions that Mezirow 

(1997, 2000) describes as favourable for transformative learning. The third finding relates 

to Cranton (1994) and Taylor (2000), who declare that desirable conditions like safety 

and openness are prerequisites for the implementation of transformative learning. The 

students’ narrations showed that they experienced a sense of safety, trust, openness, 

and support in the class. 

I will briefly summarise the remaining six findings by listing them without further 

explanation. The fourth finding concurred with Mezirow (1991:103-104), who posits that 

in a transformative learning environment, learners are to learn to think critically to be able 

to advance and assess the reasons for the new knowledge or understanding they acquire. 

The fifth relates to Preece (2004), who indicates that transformative learning happens 

when adult learners are able to develop self-awareness from previous knowledge and 

understanding, which enable them to question assumptions or the reality of issues. The 

sixth finding is the link to King’s (2005) assertion that classroom discussions and 

dialogues encourage adult learners to branch out from their own ways of learning and 

begin to see different perspectives of their experience. The seventh finding links to 
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Sherman et al.’s (1987) description of a four-phase model of achieving teaching 

excellence through which university teachers move from an initial stage of teaching as 

telling, through teaching as leading, then teaching as transmitting knowledge, and lastly 

to teaching as a complex interaction among students, content and teacher actions. The 

eighth finding, which integrates cognition and emotion, contrasts with Mezirow’s model, 

which distinguishes between cognitive processes and emotional responses. Finally, the 

ninth finding relates to Mezirow’s (1975, 1978, 2000) transformation model where 

Mezirow indicates that the final phase of the transformation process is that adult learners 

are expected to reintegrate the new perspective, understanding or knowledge they have 

acquired into their lives. In this study, the participants (both lecturer and students) stated 

that they would reduce the long lecture time in order to incorporate the transformative 

teaching and learning strategies they applied during the period of the study into the 

Human Anatomy class.  

I also noted that two findings in this study were not linked explicitly to the literature 

reviewed. The first was the way in which the lecturer used transformative teaching and 

learning strategies to facilitate and guide students’ learning. The second refers to the fact 

that transformative learning helped students to gain self-esteem, to learn to know who 

they were, and to take part in various discourses. 

8.6 LIMITATIONS OF THE STUDY 

There are a number of constraints or limitations when discussing the findings of this study, 

these include sample size, the purposive sampling technique, and course and site 

selection. The first limitation of this study is the sample size and the purposive sampling 

technique. While offering an opportunity to explore transformative learning processes in 

an undergraduate university environment, the sample of first-time undergraduate 

university students in the ECP Human Anatomy course from one university constitutes a 

limitation that does not support the generalisation of this study’s findings to other students 

or settings. The sample of undergraduate students who had entered university for the first 

time in the foundation course of the Extended Curriculum Programme for the Bachelor of 

Medicine and Surgery degree in the subject of Human Anatomy allowed for exploring 
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experiences common to the students who were interviewed. It is also significant to 

mention that this was only to determine how the participants experienced aspects of 

transformatory learning in a support programme. To extrapolate the views of the students 

interviewed to other previous or future ECP Human Anatomy students, and other Human 

Anatomy students in the same institution and in other settings would be unfounded. 

Considering the differences that students bring to the learning environment, those 

interviewed might have had unique experiences that students in other settings would not.  

This study does not provide an answer to the question of whether first-time undergraduate 

students engage in transformative learning. While students’ accounts of the experiences 

and the facilitating factors in the Human Anatomy class demonstrate a picture of more 

than individual, isolated experiences, they do not denote that a transformative experience 

was shared simultaneously and in the same way by all or most of the students in the 

study. Furthermore, it is not denoted that other students sharing in the transformative 

experience in this study would describe the experience in a similar manner. However, 

considering the research aim and the lack of a previous research base to draw on, this 

exploratory study with undergraduate students who had entered university for the first 

time (except for one student) allows consideration of what transformative learning is like 

for those who experienced it in this study, and provides a starting point for discussion and 

future research. 

The course selection in this study is also a limitation in understanding transformative 

learning in a university environment. To some extent, the type of course - Human 

Anatomy and the topics engaged in - could be thought to have influenced how teaching 

and learning were organised. It could be argued that the topics, together with the goals 

of the discipline within medical education may be more amenable to the discussion of 

medical issues. It could also be argued that topics like motion and speed in physics could 

be presented and learned in different ways, from learning key information to discussing 

the implications and assumptions around this information. Shor and Freire (1987) assert 

that dialogue takes an immeasurable amount of energy and it is not the best choice when 

transferring information is the purpose of teaching. In this study, the Human Anatomy 
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course was chosen because it constitutes the basis of medicine. As mentioned by the 

lecturer in Section 5.3.3.2, anatomy, that is, the structure of the human body, and 

physiology, which is the function, and pathology, which concerns diseases form the basis 

of medical education. Within the duration or period of data collection, I was not able to 

access courses in statistics or physics. The course sampling limits understanding across 

a complete range of course offerings in undergraduate education and needs 

consideration in future studies. 

One site being used for this study also limits generalisation to other settings. Although the 

site was elected among previously disadvantaged African communities, which are 

predominantly undergraduate university settings that face similar challenges, it has 

distinctive characteristics by virtue of its history, geographical and community setting, 

research interests and approaches to teaching, and student population backgrounds. 

With a whole range of possible variation among these aspects, universities can be 

matched only in general terms or on a limited number of variables. The experience of the 

students interviewed at the selected site in this study may possibly be due to unique 

aspects unexplored in the study. Without further research, it would be inconsistent to 

assume that the experiences described at this setting would be described in other 

settings. However, the study offers a starting point for future research. 

Another limitation is the fact that this study is exploratory rather than explanatory. The 

students gave accounts of the factors that they saw as influencing their experiences in 

the Human Anatomy class. They also narrated changes that had occurred in their feeling, 

thinking, and action since the course experience. Although it was not the purpose of this 

study to investigate the end-point outcomes of transformative learning, this study is limited 

in the sense that it does not monitor or track student responses over a longer period to 

understand the outcomes of students’ learning experiences and the relationship of these 

outcomes with the process. The current study has explored some of the issues raised by 

critiques of transformative learning and issues considered in the reviews of research on 

Mezirow’s Theory of Transformative Learning. As with any study, the current study 

provides one way, among many possible ways, of discussing the data. It does not test 
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Mezirow’s transformative learning. However, it provides indications of a complex social 

and individual experience that warrants further research. 

8.7 IMPLICATIONS FOR PRACTICE AND THEORY 

This section places the learning experiences narrated by the students in this study within 

the larger context of undergraduate education, and reflects on what might be needed 

within the university to support the kind of learning described by students in this study. By 

describing their personal values and probing previously acquired and often unexamined 

values, as evidenced in this study, undergraduate students who have entered university 

straight from high school are in a unique developmental stage that can be supported and 

reinforced in university by demonstrating new ways of exploring issues and presenting a 

range of thought-provoking ideas (Pascarella & Terenzini, 1991) in a way that the content 

and process of learning allow and support a new experience of learning. Barnett 

(1997:22) points out that “higher education...cannot be seen as purely cognitive, but has 

to be seen as experiential: the development of critical reason calls for the development 

of whole persons. [However, this] observation alone runs against the grain of most of our 

practices in higher education.” Hargreaves (1998) expresses similar sentiment when he 

refers to the authority currently given to cognitive learning in elementary and secondary 

education. He further contends that, concerning the content of educational 

transformation, governments and administrators need to integrate the emotional aspects 

of teaching and learning into learning criteria and curriculum outcomes for students, and 

into professional criteria for skills required by teachers and administrators.  

As mentioned above, the call by Barnett (1997) and Hargreaves (1998) to integrate 

emotional dimensions into learning is problematic. As Boler (1999) indicates, there has 

been little theory or research to guide the process of incorporating emotion into cognition 

in education. The emotional component of learning is the least understood, both in theory 

and practice, and the need to incorporate the affective component into learning has been 

highlighted from several perspectives (Bandura, 1997; Brophy, 1990; Byrne, 1996; Crites, 

Fabrigar & Petty, 1994; Donald, 1997; Francis, 1993; Gardener, 1993; Halpem, 1998, 

2013; Root-Berstein & Root-Berstein, 2000). However, these have not been integrated to 
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inform educational theory or practice. Price (1998) notes that although many significant 

discussions relate to the affective domain of learning, understanding in this area has 

progressed arbitrarily. Several discussions separate learning into cognitive and affective 

aspects instead of incorporating them through the lived experiences of learners, and this, 

in turn, separates individual and social learning and change. This is in contrast with the 

incorporation seen in transformative learning in this study, or which is required for 

development at the undergraduate level for students who enter university straight from 

high school. 

By incorporating emotion, cognition, and individual and social learning through integrating 

students’ experiences, in this study the Human Anatomy class shifted from a “semantic 

view of knowledge” (Marton & Booth, 1997:174), which decontextualises what is learned 

and provides what Shor and Freire (1987:137) refer to as a “bookish academic curriculum 

or a dehumanizing vocational program” to learning that presents opportunities for 

students to participate more fully in the learning process. This is contrary to the findings 

of Rader, Piland, and Pascerell (2002:147), who declare that “students learn to 

disconnect from others and from creative, compassionate, empowered parts of 

themselves in college.” This is further contrary to the comments of some researchers 

(Donald, 1997; Hu & Kuh, 2001; Rolfe, 2002) that disengagement from learning is an 

increasing problem for university students. The students in this study acknowledged how 

engaging they found learning in the Human Anatomy class as compared to their other 

classes. The students’ descriptions also showed that they developed interest in the issues 

raised and in the process of interacting with others. Students who would not normally 

participate in class activities described themselves as being actively involved and 

contributing to the learning process in the class. What is of particular importance 

regarding this discussion is the creation of space for emotion and experience in the more 

traditionally cognitive field of university learning. There was a sense in the Human 

Anatomy class that the students were bringing more of themselves and sharing more 

ownership of individual and group learning than they had in their other courses.  
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In this study, the challenge to the authority of cognition does not imply that experience, 

emotion or social learning should substitute cognition; it rather shows the importance of 

integration. The example in this study of engaged learning through integrating students’ 

experience to incorporate emotion and cognition, individual and social learning, and 

change suggests a need for further research. Furthermore, I concur with Kegan (1994), 

who contends that at a time (that of young adults or undergraduate students who enter 

university straight from high school) when student development may be most amenable 

to the integration of affective and cognitive aspects of experience into learning, scholars 

do not have strong theory, or research-based direction for practice. As Miller and Stiver 

(1997:27) assert, it is “significant that there does not seem to be a common word in our 

language to convey the concept of ‘feeling-thoughts’ or ‘thought-feelings’ - that is, 

thoughts together with their accompanying emotions.” Similarly, we appear to think in 

terms of separation rather than incorporation when discussing individual and social 

learning and change. This is a gap that the current study has attempted to fill. By 

challenging the authority of cognition within the university environment, this study 

suggests the possibility for moving away from the dichotomies about emotion and 

cognition, and individual and social learning. It is these dichotomies that limit the 

transformation of our views on teaching and learning for undergraduate students at this 

important developmental phase of both their age and education. 

Spies (2000) indicates that one of the problems confronted in universities is the 

separation and competition among the purposes of vocational training, individual 

development, and preparing students for membership and participation as democratic 

citizens. As mentioned in the literature review, “[The] knowledge and skills necessary for 

employment and to build careers” (Downey, 2003:11) (see Section 2.2) can become 

emphasised during periods of decreased resources and increased demands for market 

awareness and accountability (Gumport, 2000; Rhoades, 2000). The need for training for 

future work, the individual development of university undergraduates, and societal change 

does not imply that we must abandon the goals of social justice and empowerment, or 

our own histories and identities (Weiler, 1994). Rather, it calls for rigorous discourse on 

ways to more fully understand and integrate training, individual, and the societal 
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requirements or need for universities’ goals within the learning process. In this study, the 

students described transformative experiences as influencing their deeper understanding 

of their social responsibility towards their patients and their families in their future work as 

medical practitioners. Rather than giving accounts of course experiences as focusing on 

one purpose to the exclusion of others, the students in this study wrote about their own 

development as individuals, learners and friends; learning valuable skills and attitudes, 

like being willing to actively participate in class; developing individually in terms of their 

concepts of themselves around issues in the Human Anatomy course and medical 

education as a whole; and gaining knowledge about themselves as active constructors of 

knowledge and contributors to learning and group development by incorporating student 

perspectives into topics for engagement in the Human Anatomy class. In this study, the 

student accounts show integration rather than separation of purposes of the university. 

I agree with Giroux (1999), who asserts that seeing the significance of “open[ing] up new 

institutional spaces in which students can experience and define what it means to be 

cultural producers capable of both reading different texts and producing them” (Giroux, 

1999:110-111). However, this does not imply abandoning the passing on of discipline 

knowledge that could offer valuable lenses. Instead, it requires using good sense not to 

reject the old just because it is old but to accept what is valid in both old and new (Freire, 

1976). Transmitting discipline knowledge and procedures is valid in coursework for the 

professional development of students wishing to pursue the discipline further or to 

understand discipline-related research and the information used in a multiplicity of day-

to-day settings. Kegan (2000) differentiates between transformational and transformative 

learning and emphasises that each is valuable (see Section 1.2).  I concur with the view 

that providing opportunities for students to engage in transformative learning does not 

mean abandoning or discarding informational learning (Freire, 1976; Giroux, 1999; 

Kegan, 1994). In the current study, the students and the lecturer described the rigorous 

manner in which learning activities were engaged with in the class as essential for 

supporting students to be knowledge constructors in the Human Anatomy course. This 

involved teaching and practising accepted, medically researched ways to explore issues 

of medical, personal, economic and social interests or issues. In this study, the knowledge 
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and perspectives of other disciplines needed to be accurately represented to emphasise 

the similarities and differences involved in medical education and to integrate knowledge 

bases to create a new understanding. Additionally, learning to effectively gather and 

assess in-depth information using technology sources was key in bringing a broader 

perspective and contextual information into university learning. In this study, discipline 

knowledge and skills were integral in opening spaces and providing a frame for 

discovering issues within those spaces.  

For courses and subjects in disciplines other than Human Anatomy in this study, 

incorporating discipline knowledge and procedures into the discourse of multiple 

perspectives and unexamined, presupposed underlying assumptions would also be 

appropriate and valid. For example, Shor and Freire (1987) indicate how calculating the 

flow rate and efficiency of a fluidised aquaculture biofilter may be important for 

engineering students who are required to develop effective and sustainable solutions to 

aquaculture pollution. Learning this skill may not be directly enhanced through the 

discourse of social concerns. However, exploring the broader issue of aquaculture from 

environmental, economic, and community social perspectives could be an excellent use 

of the energy needed for sustained, thoughtful discussion (Shor & Freire, 1987), and a 

suitable way of educating engineers. Despite the fact that every course, subject and 

discipline will have its own design or mix of interaction structures or arrangements and 

aims, this study suggests that across the university, there is a need for a collaboration in 

to explore the often unexplored and unexamined assumptions of research and 

disciplinary or academic knowledge if “[s]tudents, individually and collectively, [are] to 

realize that transformatory potential themselves” (Barnett, 1997:5). In this study, the 

example of the Human Anatomy course suggests the need for future research into how 

courses, subjects and disciplines address and possibly integrate university purposes.  

In the absence of an integrated theory and research to structure learning that presently 

is not properly or well understood, support for transformative learning at university is 

implausible. Considering complex questions on supporting deeper learning for 

undergraduate students requires different methods that integrate, instead of separate 
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individuals, discipline knowledge bases, perspectives and experiences. McLaughlin and 

Talbert (1993) emphasise the significance of education that involves students in pursuing 

deeper understanding of their world. These authors (ibid) also assert that problematic and 

extremely complicated questions arise regarding the sorts of institutional or policy 

arrangements that are needed to support such teaching, the types of resources needed 

to create the required knowledge, commitment among teachers, and the transformations 

required in current arrangements. For them, these questions mainly are unrequited and 

not properly understood.  

There are definite differences between the findings in this study and Mezirow’s (1975, 

1978, 2000) theoretical model about emotion and cognition, and individual and social 

learning and change. These emphasise the separation or division between theory and 

practice that Gore (1993) recognises in the difference between social vision and 

instructional practice of feminist and critical pedagogies. According to Gore (1993), this 

separation is significant as it can inhibit critical reflection on the process and content of 

instruction. Gore contends that there is a lack of focus on the precise way/method to guide 

educators/scholars on how we can implement research produced on instructional 

methods. This is the case for both our current practices and the future educational and 

political aspirations that we envision for our different societal needs, and thus we may fail 

completely to preserve the way in which our instructional methods operate. Further, the 

instructional methods we research and debate may not be consistent with the ones we 

debate/argue (Gore, 1993). The discrepancy to which Gore (1993) refers to above is not 

a matter of neglecting to practise what is promoted or theorised. There are gaps in our 

understanding of the process of student engagement or in transformative learning; gaps 

that are likely to be only considered through collaborative research and practice efforts 

across disciplines. Supporting such collaboration requires challenging power over 

cognition and engaging in transformative change in the university. If change is to be 

transformative instead of merely adapting to external pressures (Doring, 2002; 

Fairweather, 2002; Manicas, 2000; Neubauer, 2000; Rhoades, 2000; Rolfe, 2002), then 

the roles, organisation, and relationships within the university need to be considered. Put 

differently, challenging existing power relationships around the power of cognition, 
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separation of university purposes and separation of disciplines could support developing 

transformative power in the university. Further research is required to explore the 

possibility of developing transformative power within the university through challenging 

power relationships and developing power within. 

8.8 FUTURE RESEARCH 

The work of Mezirow (1975, 1978, 2000) has highlighted the value and challenges of 

addressing transformation in more formal educational environments than Freire’s (1981) 

work. Mezirow (1975, 1978, 2000) talked about transformation based on a more diverse 

group of learners who did not have common background, perspectives and social action 

goals, as did Freire’s community of learners. By broadening the view of transformative 

learning to embrace formal education, I think Mezirow provides an opportunity for 

discourse on transformative learning. He does not, however, provide a model that 

explicitly probes the interactions among emotion, cognition, individual and social learning 

and power. Mezirow’s model provides an initial point for thinking further about 

transformative learning, however, it leaves a significant gap in exploring classroom 

practice. The current exploratory study presented the opportunity to consider if 

engagement in the early components of transformative learning was possible with 

undergraduate students who have entered university straight from high school. It was also 

discussed as to what that procedure involved and the factors that facilitated the 

experiences that the students described. The general impression provided by the study 

reveals the potential value of further investigation. By exploring the experience of first-

time undergraduate students who have entered university straight from school, and who 

are learning to engage in the process of transformative learning, this study explored 

issues of power in the university classroom, and the integration of cognitive, emotional, 

individual and social elements of learning in a new light. Future researchers may extend 

the present study’s exploration in terms of sample, methodology and links to other 

research and theory. 

This study raises a number of thought-provoking questions that warrant further research 

about who experiences transformation. What is not recognised or identified from my 
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purposive, volunteer-based sample concerns answers to questions such as the 

prevalence of experience, the significance of the year of university study, the influence of 

student positioning, and the importance of the voice of the alumnae. Because the 2017 

ECP Human Anatomy class was recruited as the sample for this study, I do not know 

whether the majority of students of other ECP classes or other Human Anatomy students 

would have described similar experiences. This means that the experience of other 

students requires further exploration. It is also significant to explore whether the 

experiences narrated are limited to particular students. In other words, are there 

positionings or past experiences that students bring to courses that allow them, in some 

way or another, to engage in transformative learning or that limit their engagement? 

Sampling for future research needs to focus on: a) More than one group of students for a 

Human Anatomy course, b) Different year levels of study of Human Anatomy, and 

alumnae students, c) Other courses and disciplines across different year levels of study. 

This will assist to explicate for whom engagement is feasible regarding the number of 

students, background and year of study. While this study suggests that engagement in 

transformative learning is possible, future researchers need to consider for whom it is 

feasible. Understanding the experience of a comprehensive category or range of 

university students is required before recommendations or policies intended to be applied 

to students within courses and disciplines, as well as the entire student body, can be 

developed.   

There is also further research required concerning other aspects of the research design 

to achieve a more comprehensive understanding that students' experience consists of 

what is asked of students, how it is asked and when. In this study, the students were not 

asked to write about their perceptions of emotional and cognitive aspects, individual and 

social processes of learning and change, or how they perceived power relationships 

influencing their experiences in the class. Nonetheless, their descriptions reflected these 

aspects. Considering the significance of these aspects in the current study and the lack 

of integration in other research, it would be expedient to ask these questions. Some of 

the issues that could also be considered for future research are discipline requirements 

and expectations for core and elective courses and subjects, and the evaluation 
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processes in courses and disciplines when lecturers attempt to change power 

relationships in their university classrooms. Employing quantitative procedures to 

augment students’ narratives of transformative experiences could also be constructive. 

This would not only be for data collection across bigger numbers of students in a course 

or discipline and across courses or disciplines and university campuses, but also for 

providing tangible, standard terminologies against which students may compare their 

experiences, as well as for measuring aspects such as experience frequency and 

intensity. 

 Another future study could focus on longitudinal studies. Although the students in this 

study engaged in the process of transformative learning, the long-term effects of this 

learning process were not probed. The changes narrated by the students in this study 

may mirror the impact of support for trying new behaviour within the frame of the course, 

instead of a change in learning that will transfer over a longer period to other courses or 

other aspects of life. A longitudinal study would give an opportunity to assess the long-

term effects of the transformative learning in which the students engaged. To re-interview 

these participants after seven or eight years regarding the changes they claim to have 

made and the action they hoped to take would provide an opportunity to assess the long-

term effect of this teaching strategy. The topics to be addressed could include whether 

they continued to use reflection, and the various ways they used to reflect, personal 

changes that occurred regarding relationships and how they respond within their social 

interactions. The environment in the Human Anatomy class is a reasonably safe and 

closed one, and to track students’ identity and how they have progressed in terms of 

being medical practitioners in their communities would give further indicators of what the  

long-term effect has been on teaching strategy. Asking students at that time about the 

changes that they understand to have happened would give the opportunity to compare 

and gain a retrospective understanding of change with the current data on change in 

progress. 

This study and previous research suggest that several theoretical areas deserve further 

study. These involve three interrelated areas: considering the relationships among 
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Mezirow’s model and other literature; delineating transformative learning regarding 

undergraduate students who enter university for the first time straight from high school; 

and embracing further issues of power, emotion and cognition, individual and social 

learning, and change into models. This study emphasises the fact that it is essential for 

further research to be conducted to understand Mezirow’s model and the studies that 

have been built on it, including other theoretical and practical literature on “the 

complexities of transformative learning” (Taylor, 2000:318). Two main studies were 

considered for framing transformative learning in this study, namely, Mezirow’s model and 

Freire’s work on liberatory education. The similarities and dissimilarities between these 

two provide insights into the two regarding the meaning of transformation and the 

challenges in integrating power, emotion and cognition, individual and social learning, 

and change.  

8.9 RECOMMENDATIONS    

It is recommended that future research needs to be conducted to improve on the 

methodology to include a selection of more course categories and other universities. The 

use of other research designs to draw student experience, incorporate student and 

lecturer perspectives in a Human Anatomy course is recommended. Further research that 

taps into a greater variety of samples, courses and disciplines is also recommended 

8.10 SIGNIFICANCE OF THE STUDY 

This section of the study delineates the contributions of this study to the body of 

knowledge. This thesis, being a PhD study, is not an end in itself (Wisker, 2008:13), but 

is a training ground for me as a researcher (Potter, 2008:207) and as a development of 

human capital. Considerably, it assisted me to establish necessary sound practices as a 

researcher. I hope that this will influence future research, primarily for the improvement 

of classroom practice in the academic environment. I undertook this study with the 

practical intent of being able to contribute to the practice of undergraduate university 

education, especially in the area of medical education and, specifically, in the teaching 

and learning of Human Anatomy. This study has shown how the use of transformative 
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learning can improve student learning in a first-year Human Anatomy class. I have also 

argued how a transformative learning environment can be fostered so that students are 

consciously aware of working toward their own transformation. However, even when 

students fully engage and put their own effort into bringing about the personal changes 

that they perceive as essential and desirable, and while the lecturer takes his 

responsibilities seriously, transformative learning is not simply a mechanical tool of 

transformation; there are other factors at work. 

Significantly, the importance of this study includes its usefulness and practicality for higher 

institutions of learning. The study will make a contribution to the meagre literature base 

on transformative learning for undergraduate students who enter university straight from 

high school. Universities are also specifically mandated to carry out some basic 

responsibilities, which include conducting research. The researcher hopes the findings of 

this study will contribute to the body of knowledge. While the data gathered by this study 

mirror the situation at one South African higher education institution, the analysis will 

probably be valuable to higher institutions of learning generally. Therefore, this research 

will be beneficial to a large number of scholars and stakeholders in universities, and 

across faculties and departments. In brief, this study could assist to develop educational 

policy in higher education. Put differently, the findings of this study could help courses, 

departments, faculties and universities to develop guidelines and policies for the adoption 

of transformative teaching and learning strategies as one of the pedagogical approaches 

in higher education.  
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APPENDIX B: REQUEST PERMISSION FROM ACTING EXECUTIVE DEAN 

 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 
“Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme” 
 
24 October 2016 
 
Prof AO Ayo-Yusuf 
Acting Executive Dean 
Faculty of Health Sciences 
Sefako Makgatho Health Sciences University (SMU) 
 
Dear Prof Ayo-Yusuf 
 
I, Mary Frimpomah Coleman, am doing research with Prof WJ Fraser, Emeritus Professor in the 
Department of Science, Mathematics and Technology Education (University of Pretoria), Tel (work) 012 
4202207; email: william.fraser@up.ac.za towards a D Ed degree at the University of South Africa. We are 
inviting your School to participate in a study entitled Response of First Year Anatomy Students to 
Transformative Learning in an Extended Curriculum Programme. 
The aim of the study is to explore how first year Anatomy students will respond to transformative learning 
in an Extended Curriculum Programme Anatomy class and what transformative learning is supposed to 
contribute to learning in an Anatomy class. 
 
Your institution has been selected because it is one of the higher education institutions in South Africa 
where the Extended Curriculum Programme for the Bachelor of Medicine and Surgery degree is offered. 
 
The study will entail the implementation of transformative teaching and learning strategies in the 
Anatomy class for the first year students of the Extended Curriculum Programme of the Bachelor of 
Medicine and Surgery degree. The aim is to explore how the students will use transformative learning 
strategies to respond to the lecturer who will be coached to utilize transformative teaching strategies in 
the Anatomy class. The research will focus on the experiences of the students of transformative learning 
and students’ critical self-reflection on the way they study Anatomy. 
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The benefits of this study are for the improvement of teaching and learning. The literature also indicates 
that there are benefits of transformative teaching and learning such as in-depth understanding and critical 
thinking. 
  
Potential risks are limited because the implementation will take place during the Anatomy classes without 
interrupting the syllabus. This means that transformative teaching methods will be used to teach the 
students who will be introduced to transformative learning methods. 
 
Feedback procedure will entail informing the lecturer (post six months) about the findings of the research 
and the lecturer will inform the students. 
 
Yours sincerely 

 
Mrs Mary Frimpomah Coleman: Researcher 
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APPENDIX D: REQUEST PERMISSION FROM DIRECTOR: SCHOOL OF 

PATHOLOGY AND PRE-CLINICAL SCIENCES SMU 

 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 
0003 

 
 
“Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme” 
 
24 October 2016 
 
Prof BB Marvey 
Director 
School of Pathology and Pre-Clinical Sciences 
Sefako Makgatho Health Sciences University (SMU) 
012 5214371/012 5214304 
 
Dear Prof Marvey 
 
I, Mary Frimpomah Coleman, am doing research with Prof WJ Fraser, a Professor in the Department of 

Science, Mathematics and Technology Education (University of Pretoria), Tel (work) 012 4202207; email: 

william.fraser@up.ac.za  towards a D Ed   at the University of South Africa. We are inviting you to 

participate in a study entitled Response of First Year Anatomy Students to Transformative Learning in 

an Extended Curriculum Programme. 

The aim of the study is to explore how first year Anatomy students will respond to transformative learning 
in an Extended Curriculum Programme Anatomy class and what transformative learning is supposed to 
contribute to learning in an Anatomy class.  
Your School has been selected because the research will be conducted in the subject Medical Foundation 
Introduction to the Human Body-Anatomy (MFHB010), one of the subjects of the Extended Curriculum 
Programme for the Bachelor of Medicine and Surgery degree which is offered at the Department of 
Anatomy in the School of Pathology and Pre-Clinical Sciences. 
The study will entail the implementation of transformative teaching and learning strategies in the 
Anatomy class for the first year students of the Extended Curriculum Programme of the Bachelor of 
Medicine and Surgery degree. The aim is to explore how the students will use transformative learning 
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strategies to respond to the lecturer who will be coached to utilize transformative teaching strategies in 
the Anatomy class. The research will focus on the experiences of the students of transformative learning 
and students’ critical self-reflection on the way they study Anatomy.  
The benefits of this study are for the improvement of practice- teaching and learning. The literature also 
indicates that there are benefits of transformative teaching and learning such as in-depth understanding 
and critical thinking.  
Potential risks are limited because the implementation will take place during the Anatomy classes without 
interrupting the syllabus. This means transformative teaching methods will be used to teach the students 
who will be introduced to transformative learning methods. 
Feedback procedure will entail informing the lecturer (post six months) about the findings of the research 
and the lecturer will inform the students. 
Yours sincerely 

 
Mrs Mary Frimpomah Coleman: Researcher. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
 
 
 

356 
 

APPENDIX E: PERMISSION FROM DIRECTOR: SCHOOL OF PATHOLOGY 

AND PRE-CLINICAL SCIENCES - REFER TO PERMISSION FROM SMUREC 

According to SMUREC, the Research Ethics Committee of the institution where the study 

was conducted, the Director of a School does not need to respond to a request for a 

research to be conducted if SMUREC grants permission to such a request.  
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APPENDIX F: REQUEST PERMISSION FROM HEAD OF DEPARTMENT: 

DEPARTMENT OF HUMAN ANATOMY SMU 

 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 
0003 

 
“Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme” 
 
24 October 2016 
 
Mr H Human 
Head of Department: Department of Human Anatomy, School of Pathology and Pre-Clinical Sciences 
Sefako Makgatho Health Sciences University (SMU) 
Tel (work) 
 
Dear Mr Human 
 

I, Mary Frimpomah Coleman, am doing research with Prof WJ Fraser, a Professor in the Department of 

Science, Mathematics and Technology Education (University of Pretoria), Tel (work) 012 4202207; email: 

william.fraser@up.ac.za  towards a D Ed   at the University of South Africa. We are inviting you to 

participate in a study entitled Response of First Year Anatomy Students to Transformative Learning in 

an Extended Curriculum Programme. 

The aim of the study is to explore how first year Anatomy students will respond to transformative learning 
in an Extended Curriculum Programme Anatomy class and what transformative learning is supposed to 
contribute to learning in an Anatomy class.  

Your Department has been selected because the research will be conducted in the subject Medical 
Foundation Introduction to the Human Body-Anatomy (MFHB010), one of the subjects of the Extended 
Curriculum Programme for the Bachelor of Medicine and Surgery degree which is offered at the 
Department of Anatomy in the School of Pathology and Pre-Clinical Sciences. 

The study will entail the implementation of transformative teaching and learning strategies in the 
Anatomy class for the first year students of the Extended Curriculum Programme of the Bachelor of 
Medicine and Surgery degree. The aim is to explore how the students will use transformative learning 
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strategies to respond to the lecturer who will be coached to utilize transformative teaching strategies in 
the Anatomy class. The research will focus on the experiences of the students of transformative learning 
and students’ critical self-reflection on the way they study Anatomy.  
The benefits of this study are for the improvement of practice- teaching and learning. The literature also 
indicates that there are benefits of transformative teaching and learning such as in-depth understanding 
and critical thinking.  

Potential risks are limited because the implementation will take place during the Anatomy classes without 
interrupting the syllabus. This means transformative teaching methods will be used to teach the students 
who will be introduced to transformative learning methods. 

Feedback procedure will entail informing the lecturer (post six months) about the findings of the research 
and the lecturer will inform the students. 

Yours sincerely 

  

Mrs Mary Frimpomah Coleman: Researcher. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
 
 
 

359 
 

 

APPENDIX G: PERMISSION FROM HEAD OF DEPARTMENT (HOD): 

DEPARTMENT OF HUMAN ANATOMY- REFER TO PERMISSION FROM 

SMUREC 

 
According to SMUREC, the Research Ethics Committee of the institution where this study was 
conducted, the HOD does not need to respond to a request for a research to be conducted if 
SMUREC grants permission to such a request.  
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APPENDIX H: REQUEST PERMISSION FROM SEFAKO MAKGATHO 

HEALTH SCIENCES UNIVERSITY RESEARCH ETHICS COMMITTEE 

(SMUREC) 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 
0003 

 
 
“Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme” 
 
24 October 2016 
 
Prof G Ogunbanjo 
The Chairperson 
Research Ethics Committee 
Sefako Makgatho Health Sciences University (SMUREC) 
012 5215853  
 
Dear Prof Ogunbanjo 
 
I, Mary Frimpomah Coleman, am doing research with Prof WJ Fraser, a Professor in the Department of 
Science, Mathematics and Technology Education (University of Pretoria), Tel (work) 012 4202207; email: 
william.fraser@up.ac.za  towards a D Ed   at the University of South Africa. We are inviting you to 
participate in a study entitled Response of First Year Anatomy Students to Transformative Learning in 
an Extended Curriculum Programme. 
 
The aim of the study is to explore how first year Anatomy students will respond to transformative learning 
in an Extended Curriculum Programme Anatomy class and what transformative learning is supposed to 
contribute to learning in an Anatomy class. Your institution has been selected because it is one of the 
higher education institutions in South Africa where the Extended Curriculum Programme for the Bachelor 
of Medicine and Surgery degree is offered. 
 
The study will entail the implementation of transformative teaching and learning strategies in the 
Anatomy class for the first year students of the Extended Curriculum Programme of the Bachelor of 
Medicine and Surgery degree. The aim is to explore how the students will use transformative learning 
strategies to respond to the lecturer who will be coached to utilize transformative teaching strategies in 
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the Anatomy class. The research will focus on the experiences of the students of transformative learning 
and students’ critical self-reflection on the way they study Anatomy. 
 
The benefits of this study are for the improvement of practice- teaching and learning. The literature also 
indicates that there are benefits of transformative teaching and learning such as in-depth understanding 
and critical thinking.  
 
Potential risks are limited because the implementation will take place during the Anatomy classes without 
interrupting the syllabus. This means that transformative teaching methods will be used to teach the 
students who will be introduced to transformative learning methods. 
Feedback procedure will entail informing the lecturer (post six months) about the findings of the research 
and the lecturer will inform the students. 
Yours sincerely 

 
Mrs Mary Frimpomah Coleman: Researcher. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
 
 
 

362 
 

 APPENDIX I-PERMISSION FROM SMUREC 

 
 
 
 
 
 
 



 
 
 
 

363 
 

APPENDIX J: REQUEST CONSENT FORM TO LECTURER 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 

0003 
 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 
Department of Human Anatomy 
 School of Medicine 
Sefako Makgatho Health Sciences University (SMU) 
 

24 October 2016 
 

Title: Response of First Year Anatomy Students to Transformative Learning in an Extended 
Curriculum Programme 
 
Dear Prospective Participant 
 
My name is Mrs Mary Frimpomah Coleman and I am doing research with Prof WJ Fraser a Professor in the 
Department of Science, Mathematics and Technology Education (University of Pretoria), towards a D Ed 
degree at the University of South Africa. We are inviting you to participate in a study entitled Response 
of First Year Anatomy Students to Transformative Learning in an Extended Curriculum Programme 
 
WHAT IS THE PURPOSE OF THE STUDY? 
This study is expected to collect important information that could improve the practice of teaching and 
learning. The literature also indicates that there are benefits of transformative teaching and learning such 
as in-depth understanding and critical thinking.  
 
WHY AM I BEING INVITED TO PARTICIPATE? 
You are invited to participate in this study because you are involved in teaching the group of students who 
will take part in this study. The number of participants will be approximately fifty. The participants are 
invited because they are among the students who will be registered for the Extended Curriculum 
Programme in your institution in 2017. Your name, names of the participants, your department and the 
name of your institution will not be recorded or reflected in this proposed study. This is to ensure 
confidentiality and anonymity of the information that you will be requested to provide. 
 
WHAT IS THE NATURE OF MY PARTICIPATION IN THIS STUDY? 
The study involves the implementation of transformative teaching and learning strategies that you will be 
requested to use in teaching your students. The aim is not to test your teaching abilities; it is to find out 
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about how your experiences will be when you use this approach with your students. Before you will start 
to use this approach you will be requested to respond to some interview questions which will be audio-
taped (see attached Appendix O)  to find out how much you know about or utilize these teaching strategies 
in your class. The purpose is not to test you but to seek information about how you and your students will 
experience transformative teaching and learning in your class. 
 
The expected duration of your participation is six months. As mentioned above you will be requested to 
respond to some interview questions before you start using transformative teaching approaches in your 
class and once you start implementing these approaches the researcher (i.e. myself-Mary Frimpomah 
Coleman) will observe you in class using an observation checklist (see attached Appendix N) and will take 
notes of how students will respond and interact with you as well as their interaction with one another 
and with themselves in response to the transformative teaching and learning strategies that you will use 
in your teaching. A second interview with you which will also be audio-taped (see attached Appendix P) 
will take place towards the end of the participation period. The first interview will take about thirty 
minutes and the second interview will take approximately one hour. Your students will also be interviewed 
two times at the beginning and towards the end of participation (see attached Appendices Q & R). The 
students will also be requested to critically self-reflect on their experiences with the transformative 
teaching and learning in written reports (see attached Appendix S) but in these instances they will be 
asked not to write the name of their lecturer, Department, university or their own name or names of their 
fellow students in their report. This is to ensure confidentiality and anonymity.   
 
CAN I WITHDRAW FROM THIS STUDY EVEN AFTER HAVING AGREED TO PARTICIPATE? 
Participation in this study will be voluntary and you can withdraw from the study at any time should you 
wish to do so without any penalty.  If you do decide to take part, I will require your consent to participate 
in the study. You will be given this information sheet to keep and be asked to sign a written consent form. 
Your name, your department or your university’s name will not be written, recorded or reflected in your 
students’ self-reflection reports or my reports. 
 
WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 
The possible benefits will be to improve your practice as a lecturer and your students’ learning practices 
where they will become more independent learners and critical thinkers not only in your subject but also 
in their other subjects and in their own lives as a whole. 
 
ARE THERE ANY NEGATIVE CONSEQUENCES FOR ME IF I PARTICIPATE IN THE RESEARCH PROJECT? 
There is no foreseeable potential risks or discomfort to you or your students as your participation take 
place within the University premises during normal university lecture hours. You will be requested to 
implement transformative teaching strategies as you teach your syllabus during your normal lecture 
hours. 
 
WILL THE INFORMATION THAT I CONVEY TO THE RESEARCHER AND MY IDENTITY BE KEPT 
CONFIDENTIAL? 
Your name will not be recorded anywhere and no one will be able to connect you to the answers you will 
give in order to ensure your anonymity. Your answers will be given a code number or a pseudonym and 
you will be referred to in this way in the data, any publications, or other research reporting methods such 
as conference proceedings in order to maintain confidentiality. The data will be transcribed and decoded 
by myself and a transcriber/professional external coder and these individuals will be required to maintain 
confidentiality by signing a confidentiality agreement (see attached Appendix T). A report of the study 
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may be submitted for publication, but individual participants will not be identifiable in such a report. Your 
answers may be reviewed by people responsible for making sure that this study is done properly, including 
the members of the Research Ethics Review Committee. Otherwise, records that identify you will be 
available only to people working on the study, unless you give permission for other people to see the 
records. 
 
HOW WILL THE RESEARCHER(S) PROTECT THE SECURITY OF DATA? 
Hard copies of your answers will be stored by the researcher for a period of five years in a locked 
cupboard/filing cabinet in the office of the researcher for future research or academic purposes; 
electronic copies of the information will be stored on a password-protected computer. Future use of the 
stored data will be subject to further Research Ethics Review and approval if it becomes necessary. 
Otherwise, information will be destroyed if necessary- hard copies will be shredded and/or electronic 
copies will be permanently deleted from the hard drive of the computer through the use of a relevant 
software programme. 
 
WILL I RECEIVE PAYMENT OR ANY INCENTIVES FOR PARTICIPATING IN THIS STUDY? 
No payments or rewards will be offered as this will take place within the University premises and during 
the normal university lecture hours. 
 
HAS THE STUDY RECEIVED ETHICS APPROVAL 
This study has received written approval from the Research Ethics Review Committee of the College of 
Education, Unisa. A copy of the approval letter can be obtained from the researcher if you so wish. 
 
HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS OF THE RESEARCH? 
If you would like to be informed of the final research findings, please contact Mary Frimpomah Coleman 
on 012 5214506/ 0827868528 or email: mary.coleman@smu.ac.za  Fax: 012 521 5937. The findings are 
accessible post six months for a period of one month. Do not hesitate to contact the researcher if any 
further information is required about any aspect of this study. Please contact Mary Frimpomah Coleman 
on 012 5214506/0827868528 or email: mary.coleman@smu.ac.za  Fax: 012 521 5937. 
Should you have concerns about the way in which the research has been conducted, you may contact  
Prof WJ Fraser, a Professor in the Department of Science, Mathematics and Technology Education 
(University of Pretoria), Tel (work) 012 4202207; email: william.fraser@up.ac.za.   
Alternatively, contact the research ethics chairperson of the College of Education Research Ethics 
Committee Chairperson: Dr Madaleen Claassens: mcdtc@netactive.co.za.  
 
Thank you for taking time to read this information sheet and for participating in this study. 
Thank you. 

 
Mary Frimpomah Coleman 
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APPENDIX K - RESPONSE/RETURN CONSENT FORM FROM LECTURER  

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 
Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 
 
CONSENT TO PARTICIPATE IN THIS STUDY (Return slip) 
I, _________________________________________________________________ (participant name), 
confirm that the person asking my consent to take part in this research has told me about the nature, 
procedure, potential benefits and anticipated inconvenience of participation. I have read (or had 
explained to me) and understood the study as explained in the information sheet. I have had sufficient 
opportunity to ask questions and am prepared to participate in the study. I understand that my 
participation is voluntary and that I am free to withdraw at any time without penalty (if applicable). 
I am aware that the findings of this study will be processed into a research report, journal publications 
and/or conference proceedings, but that my participation will be kept confidential unless otherwise 
specified.  
I agree to the recording of the Interview Schedules 1 & 2 (see attached Appendices O & P). I have received 
a signed copy of the informed consent agreement. 
 
Participant Name & Surname (please print): ______________________________________________ 
        
 
Participant Signature                                                       Date 
 
 
Researcher’s Name & Surname (please print): Mary Frimpomah Coleman 

                      24 October 2016 
Researcher’s signature                                                Date  
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APPENDIX L: REQUEST CONSENT FORM SENT TO STUDENTS 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 
0003 

 
Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Department of Human Anatomy 
School of Medicine 
Sefako Makgatho Health Sciences University 
 

24 October 2016 
 
Title: Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme 
 
Dear Prospective Participant 
 
My name is Mrs Mary Frimpomah Coleman and I am doing research with Prof WJ Fraser, Emeritus 
Professor in the Department of Science, Mathematics and Technology Education (University of Pretoria), 
towards a Doctor of Education degree at the University of South Africa. We are inviting you to participate 
in the study entitled Response of First Year Anatomy Students to Transformative Learning in an 
Extended Curriculum Programme 
 
WHAT IS THE PURPOSE OF THE STUDY? 
The purpose of the study is to collect important information that could improve the practice of teaching 
and learning. Research that has been previously conducted on transformative learning shows that there 
are benefits of transformative teaching and learning such as in-depth understanding and critical thinking.  
 
WHY AM I BEING INVITED TO PARTICIPATE? 
You are invited to participate in this study because you are among the group of students who are 
registered for the Extended Curriculum Programme of the Bachelor of Medicine and Surgery (MBChB) in 
your institution in 2017. The number of participants will be approximately fifty. Your name, names of 
fellow participants, name of your lecturer, your department and the name of your institution will not be 
recorded or reflected in this proposed study. This is to ensure confidentiality and anonymity of the 
information that you will be requested to provide. This means that the information you will give will be 
confidential or secret and your identity will remain anonymous, meaning your name will not be written, 
recorded or reflected in any of the reports on this study. 
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WHAT IS THE NATURE OF MY PARTICIPATION IN THIS STUDY? 
The study (study means research) involves the implementation of transformative teaching and learning 
strategies that your lecturer will be requested to use in teaching you and the other students in your class. 
The aim is not to assess you but to find out about how you have gained experiences when transformative 
teaching and learning method is used to teach you and the other students in your class. Before you will 
start to use this method you will be kindly asked to answer some few interview questions which will be 
audio-taped and/or written (see attached Appendix Q) to find out how much you know about 
transformative learning. The reason for doing this research is not to test you but to get information about 
how you and your fellow students’ experiences will be with transformative learning in your class. 
 
The expected duration of your participation is six months. As mentioned above you will be requested to 
respond to some interview questions (see Appendix Q) before you start using transformative learning 
approaches in your class and once you start using this approach the researcher (i.e. myself-Mary 
Frimpomah Coleman) will observe you in class using an observation checklist (see attached Appendix N) 
and will take notes of how you will respond and interact with your peers and your lecturer. A second 
interview with you which will also be audio-taped and/or written (see attached Appendix R) will take place 
towards the end of the participation period. The first interview will take about thirty minutes and the 
second interview will take approximately one hour. You will also be requested to critically self-reflect or 
write about your experiences with the transformative learning in a written report (see attached Appendix 
S) but in these instances you will be asked not to write the name of your lecturer, Department, university 
or your own name or names of fellow students in your report. This is to ensure confidentiality and 
anonymity.   
 
CAN I WITHDRAW FROM THIS STUDY EVEN AFTER HAVING AGREED TO PARTICIPATE? 
Participation in this study will be voluntary and you can withdraw from the study at any time should you 
wish to do so without any penalty.  If you do decide to take part, I will require your consent to participate 
in the study. You will be given this information sheet to keep and be asked to sign a written consent form. 
Your name, your department or your university’s name will not be written, recorded or reflected in your 
self-reflection report or any reports for this study. 
 
WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 
The possible benefits will be to improve your learning practices where it is expected that you will become 
a more independent learner and a critical thinker not only in Human Anatomy that you will do this study 
in but also in your other subjects and in your own life as a whole. 
 
ARE THERE ANY NEGATIVE CONSEQUENCES FOR ME IF I PARTICIPATE IN THE RESEARCH PROJECT? 
There is no foreseeable potential risks or discomfort to you or fellow students as your participation will 
take place within the University premises during normal university lecture hours. You will be requested 
to use transformative learning methods as you learn during and after your normal lecture hours. 
 
WILL THE INFORMATION THAT I CONVEY TO THE RESEARCHER AND MY IDENTITY BE KEPT 
CONFIDENTIAL? 
Your name will not be recorded anywhere and no one will be able to connect you to the answers you will 
give in order to ensure your anonymity. Your answers will be given a code number or a pseudonym and 
you will be referred to in this way in the data, any publications, or other research reporting methods such 
as conference proceedings in order to maintain confidentiality. The data will be transcribed and decoded 
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by myself and a transcriber/professional external coder and these individuals will be required to maintain 
confidentiality by signing a confidentiality agreement form (see attached Appendix T). A report of the 
study may be submitted for publication, but individual participants will not be identifiable in such a report. 
Your answers may be reviewed by people responsible for making sure that this study is done properly, 
including the members of the Research Ethics Review Committee in the College of Education at Unisa. 
Otherwise, records that identify you will be available only to people working on the study, unless you give 
permission for other people to see the records. 
 
HOW WILL THE RESEARCHER PROTECT THE SECURITY OF DATA? 
Hard copies of your answers will be stored by the researcher for a period of five years in a locked 
cupboard/filing cabinet in the office of the researcher for future research or academic purposes; 
electronic copies of the information will be stored on a password protected computer. Future use of the 
stored data will be subject to further Research Ethics Review and approval if it becomes necessary. 
Otherwise, information will be destroyed if necessary- hard copies will be shredded and/or electronic 
copies will be permanently deleted from the hard drive of the computer through the use of a relevant 
software programme. 
 
WILL I RECEIVE PAYMENT OR ANY INCENTIVES FOR PARTICIPATING IN THIS STUDY? 
No payment or reward will be offered as this will take place within the University premises and during 
your normal university lecture hours. 
 
HAS THE STUDY RECEIVED ETHICS APPROVAL 
This study has received written approval from the Research Ethics Review Committee of the College of 
Education, Unisa. A copy of the approval letter can be obtained from the researcher if you so wish. 
 
HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS OF THE RESEARCH? 
If you would like to be informed of the final research findings, please contact Mary Frimpomah Coleman 
on 012 5214506/ 0827868528 or email: mary.coleman@smu.ac.za  Fax: 012 521 5937. Then the 
researcher will share the findings with your lecturer who will pass the information on to you. The findings 
are accessible post six months for a period of one month. Please, feel free to contact the researcher if you 
require any further information about any aspect of this study. Please contact Mary Frimpomah Coleman 
on 012 5214506/0827868528 or email: mary.coleman@smu.ac.za  Fax: 012 521 5937. 
Should you have concerns about the way in which the research has been conducted, you may contact  
Prof WJ Fraser Professor in the Department of Science, Mathematics and Technology Education 
(University of Pretoria), Tel (work) 012 4202207; email: william.fraser@up.ac.za.   
Alternatively, contact the research ethics chairperson of the College of Education Research Ethics 
Committee: Dr Madaleen Claassens: mcdtc@netactive.co.za.  
 
Thank you for taking time to read this information sheet and for participating in this study. 
 
Researcher’s Name & Surname (please print): Mary Frimpomah Coleman 

                 24 October 2016 
Researcher’s signature                                                Date 
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mailto:mary.coleman@smu.ac.za
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APPENDIX M: RESPONSE/RETURN CONSENT FORM FROM STUDENTS 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 
Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 
Medical Foundation Introduction to the Human Body (MFHB010) 
Department of Human Anatomy 
School of Medicine 
Sefako Makgatho Health Sciences University 
 
Title: Response of First Year Anatomy Students to Transformative Learning in an Extended Curriculum 
Programme 
 
12 May 2017 
 
CONSENT TO PARTICIPATE IN THIS STUDY (Return slip) 
I, _________________________________________________________________ (participant name), 
confirm that the person asking my consent to take part in this research has told me about the nature, 
procedure, potential benefits and anticipated inconvenience of participation. I have read (or had 
explained to me) and understood the study as explained in the information sheet.  I have had sufficient 
opportunity to ask questions and am prepared to participate in the study. I understand that my 
participation is voluntary and that I am free to withdraw at any time without penalty. 
I am aware that the findings of this study will be processed into a research report, journal publications 
and/or conference proceedings, but that my participation will be kept confidential unless otherwise 
specified.  
I agree to the recording of the Interview Schedules 3 & 4 (see attached Appendices Q & R). I have received 
a signed copy of the informed consent agreement. 
 
Participant Name & Surname (please print): ______________________________________________ 
 
__________________________________  ____________________________________ 
Participant Signature                                                                                  Date 
 
Researcher’s Name & Surname (please print): Mary Frimpomah Coleman 

                             24 October 2016 
Researcher’s signature                                                Date 
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APPENDIX N: OBSERVATION CHECKLIST - RESEARCHER PARTICIPANT 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 
Purpose: To observe students’ 

1. Participation in Human Anatomy Class 

2. Interaction with one another in Human Anatomy class  

3. Students’ in-depth understanding of Human Anatomy in Human Anatomy class  

4. Lecturer’s application of transformative teaching strategies in Human Anatomy class 

 

Lesson observation checklist 

Rating:  (3) Strongly Evident (2) Somewhat Evident   (1) Not Evident. 

 Observation was indicated in the spaces provided by selecting (3), (2) or (1) as appropriately 

observed.  

1. Provided a context ( introduction) for the lesson 

 Gained attention through novelty, material broader in scope than lesson 

 Activated student background knowledge 

 Gave the rational and purpose of the lesson 

 Connected the lesson to common “real world” experience 

 Showed how the lesson content relate to the broader curriculum, previous 

learning and will add to future learning 

2. Began the lesson 

 Set expectations for using materials , participating, behaving and overall 

accountability 

 Presented the lesson agenda (orally or written)- the lesson objectives and the 

sequence of lesson activities 
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3. Taught according to the lesson agenda (Transformative teaching)- built toward 

answering the lesson question ensuring to include 

 Teacher input 

 Interactive processing and scaffolding 

 Independent assessment for student understanding/comprehending 

4. Managed the lesson by using transition points between lesson activities to: 

 Summarize and make connections among points in learning 

 Assess and monitor student understanding relative to background 

knowledge/cultural experience 

 Give feedback, praise and encouragement to students 

 Provide directions for the next activity 

 Condense lesson timing and effectiveness and change course where necessary. 

5. Re-establish the context (conclusion) for the lesson 

 Had students share what they learned  

 Had students discuss in groups how topic/main ideas/concepts are practised in 

their communities  

 Had students share their cultural practices in relation to topic/main ideas /main 

concepts 

 Why it was important  

 How it related to them and could be applied in other modules/subjects/ 

situations 

 Showed how the new learning added to what students already knew and would 

add to future learning. 
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APPENDIX O: OPEN-ENDED QUESTIONNAIRE 1: LECTURER 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 

 
Title: Response of First Year Anatomy Students to Transformative Learning in an Extended 
Curriculum Programme 
 

Purpose: To establish the lecturer’s teaching methods in Human Anatomy Class 

Questions  

Prompts or follow-up questions were added to the main questions to guide the participant to provide 

responses that are focused on the study to avoid responses that may be too general and unrelated to 

the study. 

 

1. How long have you been teaching Human Anatomy to the Extended Curriculum Programme 

(ECP) students? 

Prompts: 1.1 Why do you think students chose to do their undergraduate education at this 

university? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

1.2 Why did they choose this program of study- Bachelor of Medicine and Surgery?  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________



 
 
 
 

374 
 

______________________________________________________________________________

______________________________________________________________________________ 

What kinds of experiences, learning or understanding do students bring with them that relate to 

this? 

1.3 Programme of study- Bachelor of Medicine and Surgery?  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

1.4 Course of study- Human Anatomy? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

1.5 How would you describe the teaching-learning process in your course- Human Anatomy? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

1.6 Beyond understanding the material, what are your main aims for students in this 

course- Human Anatomy?  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

How do the aims mentioned above (1.6) fit: 

 1.7 With your philosophy of teaching/your approach to teaching? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 
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1.8 The overall aims of the program- Bachelor of Medicine and Surgery? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

 

1.9 State the number of years you have been teaching Human Anatomy to MBChB ECP students 

in this institution 

___________________________________________________________________________ 

 

2. What is the average number of students in your class every year? 

___________________________________________________________________________ 

 

3. What teaching method(s) have you been using for the past three years? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

4. What assessment method(s) do you apply in the teaching of your course- Human Anatomy? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

5. What is the average time period do you give feedback to your students after assessment? 

__________________________________________________________________________ 

 

6. What is your idea/understanding of transformative teaching and learning practices? 

Prompts: Can you tell me about any activities or approaches that you use in the Human Anatomy 

lessons to try to open students’ eyes to an issue or help them explore their attitudes or assumptions in 

one way or the other. Activities and approaches like: 
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6.1 Teaching/learning activities 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

6.2 Teaching style/method 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

6.3 Interaction with your students 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

6.4 Students’ interaction with their peers 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

6.7 Teaching materials 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

____________________________________________________________ 

 

6.8 Technology use 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 
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6.9 Introduction of new ideas 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

7. Will you like to implement/try transformative teaching and learning strategies in your class? 

                Prompts: 7.1 If YES, give reason(s) 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

7.2 If NO, give reason(s) 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8. What are your expectations with transformative teaching and learning strategies? 

               Prompts: Try to respond to the above question in the context of:  

8.1 Your teaching methods 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.2 Ascertaining students’ prior knowledge 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

              8.3 Relevance of subject taught 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________



 
 
 
 

378 
 

______________________________________________________________________________

______________________________________________________________________________ 

8.4 Student-teacher interactions 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.5 Student-student interactions 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.6 Course structure (i.e. Human Anatomy) and pedagogy (i.e. teaching method) 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.7 Module/course assessment procedures 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.8 The role of the lecturer/teacher 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

8.9 The role of the student 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 
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9. Do you have any other comment that you will like to make?  

               Prompts: For example: 

    9.1 Are your students open to change? Give reason(s) for your response 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

     

9.2 Any comments on what you do to contribute to the development of students’ thinking 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

I thank you with appreciation and gratitude for taking the time to respond to these questions.  
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APPENDIX P: OPEN-ENDED QUESTIONNAIRE 2: LECTURER 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 

 
Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 
Purpose: To determine the outcome/experience of the lecturer after the application of 
transformative teaching in the Human Anatomy class 
 
Questions 
 
Prompts or follow-up questions were added to the main questions to guide the participant to 
provide responses that are focused on the study to avoid responses that may be too general 
and unrelated to the study. 
 

1. What has gone well in teaching using transformative learning theory? How can you 
capitalize on that?  

Prompts:  
1.1 Give examples of things that have gone well in teaching using transformative  

learning theory in this Human Anatomy class:  
1.1.1 Example 1: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
1.1.2 Example 2: 
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______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
1.1.3 Example 3: 
______________________________________________________________________________
______________________________________________________________________________
_____________________________________________________________________ 
1.2 Mention ways in which you capitalized/made use of this. Give examples: 
1.2.1 Example 1: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
1.2.2 Example 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
1.2.3 Example 3: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
2. What has been difficult? How have you compensated?  
Prompts: 
2.1 Mention difficulty/difficulties experienced in using transformative teaching methods. 
       Give examples: 
2.1.1 Example 1: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
_______________________________________________________________ 
2.1.2 Example 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
2.1.3 Example 3: 
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______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
2.2 How have you compensated? 
Prompts: Mention ways in which you resolved/overcame the difficulty/difficulties:   
2.2.1  
______________________________________________________________________________
______________________________________________________________________________
_____________________________________________________________________ 
2.2.2 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
2.2.3 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
3. How have students responded in ways that you did not expect? How is that different 
     from maybe before?  
Prompts: Students responded positively to transformative teaching: 
3.1 YES: Give examples 
3.1.1 Example 1:  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
3.1.2 Example 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
3.1.3 Example 3:  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
3.2 NO: Give examples 
3.2.1 Example 1: 
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______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
3.2.2 Example 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
3.2.3 Example 3: 
______________________________________________________________________________
______________________________________________________________________________
_____________________________________________________________________ 
 
3.3 How is the way the students responded different from maybe before? Give examples. 
3.3.1 Example 1: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
3.3.2 Example 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
3.3.3 Example 3: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
4. What ways are you using to monitor student interaction? How do you know if students  
     are doing something different or you are simply more aware? 
Prompts: 4.1. Mention the ways you monitor student-to-student interaction/make sure that all 
students (interact or have conversations with one another) in their group discussions. Give 
examples. 
4.1.1  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 4.1.2  
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______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
4.1.3  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
_______________________________________________________________ 
4.2 How do you know if students are doing something different or you are simply more aware? 
Prompts: Mention how you monitor/ensure that students focus on the given topic/tasks and 
not discuss different issues that are not related to the topic/tasks.  
4.2.1 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 
4.2.2 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
4.2.3 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
 

5. What do you think should be changed? 
Prompts: Make some suggestions for improvement 
5.1 Suggestion 1: 
___________________________________________________________________________ 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
5.2 Suggestion 2: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
5.3 Suggestion 3:  
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______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
6. Would you like to add any further comments? 
Prompts: For example: The Topic on “Diarrhoea in infants”. You gave students tasks to 

discuss in their groups about how diarrhoea in infants is treated in their different communities or 

cultures.  

Do you think the students discussed their cultural/traditional treatment of diarrhoea in infants 

freely? State: 

 

6.1.1 YES and explain:  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

__________________________________________________________________ 

___________________________________________________________________________ 

 

6.1.2 NO and explain: 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

6.2 Prompts: Select by ticking the relevant response.  
At the end of the lessons on the topic about “Diarrhoea in infants” the different groups 
reported on their tasks to the class. Through their group presentations, it became evident that:  
 
6.2.1 The students, through their group discussions, had acquired the knowledge of some of the 
dangers/risks that are associated with the cultural/traditional ways of treating diarrhoea in 
infants. Tick 
 
YES     or NO     
 
 
Give reason(s) for your response 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
                                                                                                                              
6.2.2 You succeeded, through the students’ group discussions, to bring into the conscious 
awareness of the students the need for parents to seek medical care immediately an infant gets 
diarrhoea. 
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    YES      or   NO    
 
Give reason(s) for your response 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
__________________________________________________________________ 
6.2.3 Any other comments or suggestions: 
Prompts: Please Indicate 
6.2.3.1 Whether you a medical practitioner by profession or not and state for how long in years. 
______________________________________________________________________________
________________________________________________________________________ 
6.2.3.2 For how long have you been teaching? Please state in years 
______________________________________________________________________________
________________________________________________________________________ 
6.2.3.3 For how long have you been teaching Human Anatomy to ECP students? Please state in 
years. 
______________________________________________________________________________
________________________________________________________________________ 
6.2.3.4 Please indicate your age in years by selecting: 
 

20-30   30-40    40-50        50-60      60 and above 

 
6.2.3.4.2 Please indicate your gender 
 

Male     Female 

 
6.2.3.5 (Optional) Please state your qualifications 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
6.3 Any other comments or suggestions: 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
_______________________________________________________________ 
 
7. Additional information 
 
THE END: Thank you for taking the time and the effort to respond to all these questions. 

     Your cooperation is highly appreciated. THANK YOU 
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APPENDIX Q: OPEN-ENDED QUESTIONNAIRE 3: STUDENTS 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 
Title: Response of First Year Anatomy Students to Transformative Learning in an Extended 
Curriculum Programme 
 

Purpose: To establish the students’ initial learning strategies in Human Anatomy class/to 
establish students initial learning strategies of Human Anatomy in Human Anatomy class 
  
Questions to guide students to provide information on how they learn/study Human 
Anatomy 
Prompts or follow-up questions were added to some of the main questions to guide the 
participants to provide responses that are focused on the study to avoid responses that may be 
too general and unrelated to the study. 
Questions 

1. Why did you choose to do your undergraduate education at this university? 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
______________________________________________________ 
 

2.1 Why did you choose the program (Bachelor of Medicine and Surgery) that you are in? 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
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________________________________________________________________________
________________________________________________________________________ 

          2.2 How do you feel about the fact that you had not been admitted into the  
                  mainstream (MBChB) but into the Extended Curriculum Programme (ECP)? 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
___________________________________________________ 

 
          3.1 What expectations did you have coming into university? 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
___________________________________________________ 
 
3.2 What do you hope to get out of your studies? 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
___________________________________________________ 
 

           4. What kinds of experiences, learning or understanding did you bring with you that 
               relate to your study of this course- Human Anatomy? 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
______________________________________________________ 
 

           5. Explain in your own words how you study Human Anatomy in terms of: 
            Prompts: 5.1 Talking with others (your peers/lecturer or others) about this course-  
             Human Anatomy 
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________________________________________________________________________
________________________________________________________________________
________________________________________________________________________ 

             5.2 Learning new skills which relate to Human Anatomy  
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
______________________________________________________ 

 
      5.3 Learning information which relate to Human Anatomy 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
______________________________________________________ 
 

           6. Tell me the aspect of your Human Anatomy class which influenced your: 
     Prompts: 6.1 Actions 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________ 

     
       6.2 Usual behaviour 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________ 

 
     6.3 Way of thinking about life and death 

________________________________________________________________________
________________________________________________________________________
______________________ 

 
    6.4 Attitude towards death  

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 
 
Thank you for participating in responding to these questions. 
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APPENDIX R: OPEN-ENDED QUESTIONNAIRE 4: STUDENTS 

   

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 
Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 

Purpose: To establish the students’ understanding and learning of Human Anatomy after   
experiencing/application of Transformative teaching in the Human Anatomy class. 
 
Prompts or follow-up questions were added to some of the main questions to guide the 

participants to provide responses that are focused on the study in order to avoid responses that 

may be too general and unrelated to the study. 

 

Questions 
1. Can you tell me about any experiences in this Anatomy course (transformative teaching 

& learning) that have opened your eyes to an issue or that have changed your 
attitude(s) towards learning?  
E.g., after being taught a topic like dehydration in babies then you were asked to discuss 
in your groups how this illness is treated in your different communities 
 
Prompts: Select your response by giving a Tick in the appropriate box   

1.1 YES 

 Explain what it was? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________  
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1.2    NO  

Give a reason for your response  

 
2.  How did this learning experience occur in your studies/lecture with transformative 

teaching and learning? 
Prompts: Tick the appropriate response. You may tick more than one. 
2.1 
Understanding that one’s discontent and the process of transformation  
are shared 

 
 

2.2 Building self-confidence after much discussion in my group  
 

3. What do you think were the factors that influenced you in this learning experience 
(environment) of transformative teaching and learning? 
Prompt: Tick the appropriate response. You may tick more than one. 
3.1 Having information after my lecturer related it to what happens in our communities           

 
 

3.2 We reached agreement in our group  
 

3.3 We did not reach agreement but we accepted each other’s ideas      
 

4. Tell me about aspects of the class that you see as most influencing of your 
Learning experience (transformative teaching and learning) 
Prompts: Select by ticking relevant response. You may tick more than one. 
 

4.1 Teaching/learning activities  
 

4.2 Teaching style        
 

4.3 Interaction with lecturer       
 

4.4 Interaction with peers          
 

5. Did the way the lecturer present the lesson and ask questions helped you understand 
the topic? Prompt: If YES, explain and if NO, explain 

 ________________________________________________________________________
________________________________________________________________________
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________________________________________________________________________
________________________________________________________________________
_________________________________________________________ 

 
6.1 Do you think that most students in your class responded as you did in class-Explain 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
______________________________________________________ 

6.2  Or did others respond differently in class?-Explain 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 

 
7. Tell me about the other things that happened outside of this class that contributed to 

your understanding of the topics in Human Anatomy. 
 ________________________________________________________________________

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
_________________________________________________________ 

 
8. Is there any additional factor you will like to comment on regarding the new 

(transformative teaching and learning) approach/method of your lecturer?   
 Prompts: 
 8.1 The lecturer should continue to use this method for all future ECP Human Anatomy 

students:   YES          NO         
 Give a reason for your response 
 ________________________________________________________________________

________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 

 
 8.2 The lecturer should introduce this new method to all Human Anatomy lecturers: 

  YES             NO        
 Give a reason for your response 

________________________________________________________________________
________________________________________________________________________
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________________________________________________________________________
____________________________________________________________  

 8.3 I will recommend all lecturers at this institution to use this new method of 
transformative teaching and learning 

  YES            NO           
Give a reason for your response 

________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
_________________________________________________________ 
 
8.3 After this method of transformative teaching and learning, I have realised that to be 
a medical officer means more than just helping sick people. It requires me to be 
empathetic to my patients and be prepared to discuss their conditions with them or 
their families. 
Prompts:  

8.4.1 Select YES      
          Explain why 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 
 

8.4.2 Select NO    
     Explain why 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________________________________ 
 
NB: Thank you for taking the time to respond to all these questions. Your effort is 
highly appreciated. 
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APPENDIX S: STUDENT SELF-REFLECTIVE REPORT 

 
College of Education 

School of Teacher Education 
Department of Curriculum and Instructional Studies 

PO Box 392 
Unisa 
0003 

 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 
 

Medical Foundation Introduction to the Human Body (MFHB010) 

Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
  
Purpose: To establish students’ experiences after transformative learning 
 
Questions to guide students in reflective writing 
 

Questions 
Prompts or follow-up questions were added to some of the main questions to guide the 

participants to provide responses that are focused on the study in order to avoid responses that 

may be too general and unrelated to the study. 

 
1. Did you experience any difficulties or challenges throughout the Human Anatomy 

lessons when transformative teaching and learning method was used? If YES, what kind 

of difficulties/additional information that was required? 

Prompts: For example, your lecturer asking you to discuss/provide ideas about how a 

particular topic/ theme/concept such as diarrhoea or dehydration in babies is treated 

/considered /thought of in your communities:   

1.1 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

_______________________________________________________________ 

 

1.2 Was there anything that helped you to overcome those difficulties/challenges/ different 

ideas? 
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       Prompt: Talking with your peers/lecturer about those difficulties /challenges /different  
       ideas   

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________ 

2. Was there anything in the lesson (transformative teaching & learning) you found 

especially helpful for students who are new to the Human Anatomy course?  

Prompt: Give three examples and explain  

3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

 

3.2 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

3.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

3. Is there anything you would change/include in the Human Anatomy lesson 

(transformative teaching & learning) to make it more encouraging to students who are 

new to Human Anatomy course? 

              Prompts: 4.1 Write down the things you would include or add/insert  

4.1.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________4.1.2 
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________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

 

 

 

4.1.3 

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________ 

4.1.4 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

4.2 Give reasons why you would include or add/insert them  

4.2.1 

_________________________________________________________________ 

________________________________________________________________________

__________________________________________________________________ 

4.2.2 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________4.2.3 

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________4.2.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

4.3 Write down the things you would change or remove/delete them from the Human 

Anatomy course 
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4.3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________4.3.2 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

 

4.3.3    

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

4.3.3    

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

 

 4.4 Give reasons why you would include or add/insert them 

4.4.1 

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________ 

4.4.2 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________4.4.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________4.4.4 

________________________________________________________________________
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________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

 

4. How was your experience being in the class with some other students who are also new 

to the Human Anatomy course? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

______________________________________________________ 

5. What do you think you got out of this course overall- that is, the transformative 

teaching and learning of Human Anatomy? Mention four things and explain how or give 

reasons 

6.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

______________________________________________________ 

6.2 

________________________________________________________________________

__________________________________________________________________ 

________________________________________________________________________

________________________________________________________________________

_______________________________________________________________ 

 

6.3  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

______________________________________________________ 
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6.4 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_________________________________________________________ 

 

6. What will you recommend to be added or removed during the presentation of your 

lessons/lectures when transformative teaching approach/method is used?  

Prompts: 7.1 Mention at least four things you will recommend to be added 

7.1.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

7.1.2 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

 

7.1.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

 

7.1.4 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

 

7.2 Give reasons/explain why you will recommend them to be added 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________
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________________________________________________________________________

________________________________________________________________________

________________________________________________________________________  

7.3 Write down four things you will recommend to be removed 

7.3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

7.3.2  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

7.3.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

7.3.3 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

7.4 Give reasons/explain why you will recommend them to be removed 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

7.5 Write any further comments you would like to give and provide reasons for your 

comments. Number your comments as: 7.5.2, 7.5.3, etc    

Prompts: Select your response by giving a Tick in the appropriate box   

7.5.1 

 I will recommend the ECP lecturer to use transformative teaching and learning methods 

during ECP lectures/lessons  
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I will not recommend the ECP lecturer to use transformative teaching and learning 

methods during ECP lectures/lessons  

 

Give a reason for your response 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

____________________________________________________________ 

7.5.2 

 I will recommend transformative teaching and learning methods to be used by all 

lecturers  

 

I will recommend transformative teaching and learning methods to be used by only 

ECP lecturers  

  

 

Give a reason for your response  

_____________________________________________________________________ 

________________________________________________________________________

________________________________________________________________________ 

 

7.5.3 Write any other comments and give reason(s):   

7.5.3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

7.5.3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

7.5.3.1 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 
Thank you for taking the time to participate in responding to these questions. Your effort is 
very much appreciated. 
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APPENDIX T: SEMI-STRUCTURED INTERVIEWS/GROUP DISCUSSIONS 

CONSENT/ASSENT AND CONFIDENTIALITY AGREEMENT FORM 

 

College of Education 
School of Teacher Education 

Department of Curriculum and Instructional Studies 
PO Box 392 

Unisa 
0003 

 

Ethical Clearance Number: 2016/11/16/31540236/27/MC 

 
12 May 2017 
 
Medical Foundation Introduction to the Human Body (MFHB010) 
Department of Human Anatomy 

School of Medicine 
Sefako Makgatho Health Sciences University 
 
Title: Response of First Year Anatomy Students to Transformative Learning in an Extended 
Curriculum Programme 
 
SEMI-STRUCTURED INTERVIEW/GROUP DISCUSSIONS CONSENT/ASSENT AND CONFIDENTIALITY 
AGREEMENT 
 
I______________________________________________________________ grant consent/assent that 
the information I share during the Human Anatomy class activities/group discussions/any discussions 
may be used by the researcher, Mrs MF Coleman, for research purposes. I am aware that the group 
discussions will be digitally recorded and grant consent/assent for these recordings, provided that my 
privacy will be protected.  I undertake not to divulge any information that is shared in the Human 
Anatomy class activities/group discussions/any discussions to any person outside the group/Human 
Anatomy class in order to maintain confidentiality. 
 
Participant‘s Name (Please print): ____________________________________ 
 
Participant Signature: ______________________________________________ 
 
Date: ___________________________________________________________ 
 
Researcher’s Name: (Please print): Mrs MF Coleman 
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Researcher’s Signature:     
 
Date: 12 May 2017 
 
NB: If you are an adult who gives permission you consent then delete assent 
       If you are a learner who gives permission you assent and then delete consent 

 


