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I want to do a study of the influence of phenomenology on adult education. I want to ask whether phenomenology has enriched the epistemology of adult education. It seems clear that in a general sense phenomenology has been enriching; by, for example, enlarging the subject of adult education to include the lived, felt, textured experience of adults; by providing theoretical tools for resisting technicism; by validating the study of the human experience of the future, for example; by validating the doing of philosophy, by validating the practice of theory-making as action.


More specifically, however, I am interested in whether phenomenology has enabled adult education research to do justice to the implicit. I mean by "the implicit" something like what Michel Foucault calls "the unthought," or Raymond Williams calls "structures of feeling," or what many have referred to as the "life-world" which, according to Jurgen Habermas, is always "behind" us, only accessible indirectly; or what Karl Polanyi referred to as "tacit knowledge." That is my specific interest in phenomenology. Can phenomenology help us to "get at" in some articulate way that which is beyond articulation? 


According to Foucault, "We must conceive discourse as a violence which we do to things, or, in any case as a practice which we impose on them." According to William Connolly, what Foucault is here claiming is "that there is more to being than knowing and that the advance of the knowledge enterprise into new corners of life is the advance simultaneously of subjectification, normalization, and disciplinary control. The claim, in short, is that the will to truth that governs modernity is the will to extend discipline, to impose form over that which was not designed to receive it." 


One way to put the question, then, is to ask whether phenomenology, as an expression of "the will to truth" is a way of avoiding doing "violence" to being.


One can distinguish between two broad research goals that have formed the human sciences, the goal of certainty and the goal of adequacy or richness. These are not mutually exclusive goals. Nevertheless, the history of human sciences methodologies can be told in terms of which of these two has been given priority. This is illustrated in Polkinghorne's useful survey. The common feature of "the received view of science" is the priority given to certainty. According to this view science should limit itself to statements that can be made with certainty. In other words, it is more important for science to be certain than to be complete (p. 90, 91). The critics of the received view, on the other hand, have consistently sought for ways to do justice to "the fullness of human experience" (p. 20), the "immeasurable manifold" of the life world, "the wealth and variety of human life" (p. 25). 

STANAGE


Viewed in terms of these two goals, phenomenology has been adopted within adult education research primarily as a way of doing justice to the goal of adequacy or richness. Sherman Stanage, who has pioneered the application of phenomenology to adult education research, argues for phenomenology as the basis for an "epistemology of person" against all "reductionisms" (1987, 94). According to Stanage, "to claim to be able to investigate person with completeness, either in terms of contemporary objectivistic scientific models or in principle, is to commit oneself to an abstract fictive model of person and to negate the continuing, rich phenomena of person" (Ibid., 93). 


Stanage's phenomenological analysis of adult education unquestionably belongs on the side of those seeking to do justice to the richness of human phenomena. The gist of his argument is that the fundamental subject-matter of adult education is persons. In order to do justice to persons we must have an adequate understanding of the phenomena of personhood. Only a method which approaches persons as subjects, not just objects, will do. Only a method which takes into account that the researcher and the "subject-matter" of research are both subjects, and hence participate in a common intersubjectivity, will do. Hence phenomenology, which presupposes intersubjectivity (p. 81). 


Stanage's major relevant work is a textbook, a phenomenological contribution to adult education practice, theory, and research. It is organized into six parts, focusing respectively on (1) phenomenology; (2) adult education; (3) feeling; (4) experiencing; (5) consciousing; (6) and research. The themes treated in parts 3,4 and 5 make up the phenomenological account of what I would call personhood.


It argues that "phenomenology may be employed as a new paradigm of research in adult education" (p. 277,8), and that, if so employed, adult education can be considered "the paradigm of rigorous human science" (p. 41). That is a bold claim. 


At the heart of the argument backing up this claim is an understanding of personhood, what Stanage designates by the word person. Traditional 'objectivistic' models of rigorous scientific research cannot do justice to "personhood" without phenomenology. Stanage, it should be noted, is not opposing phenomenology to science, as mutually exclusive methods, but he is arguing that science cannot do without phenomenology when it comes to human sciences such as adult education. 


What, then, is meant by personhood? Stanage distinguishes between person and persons (p. 36). A central argument of the book, for example, is that "the subject-matter of adult education is person" (p. 102, cf. p. 37). Persons "via their behaviors, are susceptible to research in accordance with behavioral and statistical models, person clearly is not" (p. 106). 


The bold-faced, underscored form of the word appears throughout the book, catching the reader's attention on page after page. I found myself in turn puzzled, annoyed, frustrated, and finally intrigued and challenged by the device. What are we to make of this insistent notation? As in the passages just quoted, Stanage distinguishes between "person" and "person." The bold-faced, underscored form of the word stands for the "fusion" of subject and object (p. 81). His argument is that one cannot do justice to human, personal phenomena with an approach that treats human persons as objects rather than subjects. 


Stanage's use of this notation is designed to signal the intent to challenge dominant assumptions about personal phenomena, about the phenomena of personhood. It keeps the polemical context before the reader throughout the book. It hammers away at us, challenging us to re-examine our own way of seeing and understanding one another, in the mode of education and research, as feeling, experiencing, willing, conscious persons, subjects. It reminds the reader, over and over again, that the author will not let us take for granted our understanding of personhood.  


On the other hand, while I have characterized phenomenology as a methodology designed to do justice to the richness of phenomena, and Stanage explicitly characterizes it as a way of countering all reductionisms in adult education research, one of the characteristic features of the method is the phenomenological "reduction" or 'bracketing.' What is important about this aspect is that it belongs to that side of phenomenology which promised access to universals, essences, essential structures of phenomena. Thus, while according to Spiegelberg, it is true that "[t]he first objective of the phenomenological approach is the enlarging and deepening of the range of our immediate experience," it is also true that phenomenology involved a reduction to essences. To the extent that this side of phenomenology has been emphasized, it has resulted in abstraction, generalization, a distancing from the concrete, from context, from situation, from history. 

THE DISSERTATIONS


I have identified at least 20 dissertations that have employed phenomenology, starting with Michael Collins, in 1980, Ilsley (1982), Hardin (1985), Murphy (1986), Isaacson, Quigley and Supapidhayakul in 1987, Bao and Coffman in 1989, Canan (1990), six dissertations in 1991 (Gobledale, Keir, Okoro, Peterson, Scheffner, and Schlachter), Shaw in 1992, and Beckstrom, Tysl, and Dortch in 1993. This count is based on a review of the dissertation abstracts published by UMI. Therefore, it is not presumed to be a complete list. 


Topics of phenomenological investigation included competency (Collins), images of the future (Ilsley), the emergence of meaning through questioning and answering (Bao), national education policy making (Schlachter),  blocking creativity (Beckstrom), mentoring (Tysl). 


Several dissertations examined developmental processes of one kind or another, including transitional processes involved in faculty career change  (Supapidhayakul), professional development of family therapists (Scheffner), Christian leadership development (Okoro). We might include a study of Erikson's concept of generativity (Hardin) as a developmental "stage" in adulthood. 


There were several studies which examined learning processes, including Isaacson's study of cognitive learning processes, intentional learning processes (Canan), learning how to teach (Keir).


Several dissertations dealt with processes of resistance or other responses to oppressive contexts, including Peterson's study of self-will and self-determination among African-American women, adaptation strategies of successful professional African-Americans (Shaw),  alienation of African-American men (Dortch), resistance in the professions (Murphy), study of resistance among ABE non-participants (Quigley), Coffman's study of transformation and empowerment through the use of inclusive language in theological education, and Gobledale's study of the learning spirit in the context of apartheid. 


In what follows I have singled out certain dissertations for extended analysis on the basis of their relevance to the theme of epistemology. 

COLLINS


As the first to draw on phenomenology, Collins's dissertation warrants particular attention. An underlying purpose of his study is to reject the impoverished epistemology of positivism and propose a "more generous" (p. 291) approach to competence, learning, knowledge, and knowing. He cites Spiegelberg that "the first objective of the phenomenological approach is the enlarging and deepening of the range of our immediate experience" (p. 282). 


The theory of relevance, which is the centerpiece of Collins's approach to competence, is intended to counter all claims "that human experience can be reduced to discrete units" (p. 34), can be "isolated, sliced up, and controlled" (p. 281), and, conversely, to insist that all knowing is embedded in a layered, sedimented stock of knowledge. "We do not have isolated experiences which are measurable like dissected units of space and time. All of our experiencing takes place within a meaning context which cannot be reduced into elements unconnected with past experiences. The latter are embedded within the sedimentary layers of our stock of knowledge" (p. 281). 


The concept of a "stock of knowledge" is the most explicit epistemological theme. Individuals and groups accumulate knowledge with which they approach new situations. Our stock of knowledge is not a formless, shapeless heap. It is "sedimented," layered, built up over time, with new experiences, interpretations, beliefs integrated into previous layers. It is not homogeneous or entirely integrated or consistent, however (p. 203). Its elements can be thought of as "arranged in various degrees of plausibility from the conviction of certainty through all the modalizations of opinion" (p. 204, citing Schutz, 1970a, p. 76). Not only are there degrees of certainty but there are degrees of familiarity, ranging from intimate, detailed, explicitness to "zones" of vagueness, obscurity and ambiguity (Ibid). Again, citing Dewey, Collins points out that "every situation has vagueness attending it, as it shades off from a sharper focus" (109). 


Thus we can speak of the "texture" of knowledge. Collins does not use this word, but he does point out that a phenomenological approach which attends not only to the explicit "bits" of information which are the product of a process of knowing but also to the different modes of appearing "adds immensely to the possibilities for aesthetic knowledge of our environment" (p. 293). He goes on to cite Huxley's description of a painting:

Not an inch of smooth surface here, not a moment of peace or confidence, only a silken wilderness of countless tiny pleats and wrinkles, with an incessant modulation -- inner certainty rendered with the perfect assurance of a master hand - of tone onto tone, of one indeterminate color into another (p. 293).

This description is a perfect metaphor for the textures that characterize one's "stock of knowledge." It incorporates both explicit and "indistinct" aspects of social phenomena (p. 7). 


The stock of knowledge is structured, then, not shapeless. "While no phenomena in the natural world are entirely regular, discrete, finite, and concrete," he says, "they cannot be treated as totally nebulous" (p. 7). The structure is further characterized in terms of an essence or kernel surrounded by fringes or connections (Ibid). Collins talks in terms of horizons, an inner horizon encompassing the details of a particular theme, and the outer horizon made up of connections to other themes or sub-themes (p. 19). See, for example, the chart summarizing the thematic field of competency (p. 13). The first task of the theory of relevance is to describe these structures (p. 10ff.), which form a "system," using the term system "in its strong sense" (p. 16). 


When we consider the stock of knowledge of a group (p. 203), we encounter differences in the social distribution of knowledge, epistemological inequities and profound separations within society (p. 206). This societal aspect is not developed at length by Collins, but reminds us of the links between Schutz and the sociologists of knowledge, particularly Berger and Luckmann's theory of the social construction of reality. 


One of the most important features of the stock of knowledge concept is that it incorporates reflection, reflection back on itself, so that it includes a critical dynamic (p. 201), which gives it a certain quality, so that we can speak of the quality of our knowledge, epistemological quality, the "quality of experience and the meaning of behavior" (p. 15). This critical, reflective characteristic also contradicts any static, fixed understanding of the notion of stock of knowledge. It is open-ended. Collins quotes Schutz:

It is indeed impossible for me to be 'through-and-through' familiar with an object of experience, precisely because every familiar object carries along with it an open horizon of hitherto unknown or strange (unfamiliar) implications and aspects that can be disclosed only in the course of experience (which itself will reveal yet further open horizons (p. 16, citing Schutz, 1970b, p. 59).

It is in process. "The process is of paramount importance" (p. 270). 


Furthermore, this dynamic interplay that characterizes the process of sedimentation means that the stock of knowledge "is not merely a compilation of recipes" (p. 239). Collins recognizes that recipe knowledge is an important constituent of the stock of knowledge, but "recipes," what the computer scientists call algorithmic knowledge," are embedded in day to day living, in projects of action, acts of critical reflection. 


The notion of critical reflection leads us to the most important epistemological theme in Collins's theory of relevance, the theme of 'life-world.' While the concept of 'stock of knowledge' is more explicitly epistemological, the concept of life-world is even more fundamental. The life-world constitutes the context of relevance (p. 10). 


The term life-world is used to refer to ordinary, everyday experience. However, the use of this term is intended to signal a break with the certainty and taken-for-grantedness which we bring to everyday experience in our normal routine. The concept of 'life-world' brackets the reality of everyday life, puts the words, the language, the operational definitions, the assumptions in quotation marks. It expresses a critical epistemology that challenges the assumption of competency-based systems "that there is a social reality out there already 'in place'--as a basic unquestioned fact--rather than one in flux upon which we have a conscious influence" (p. 124). The term 'life-world' sets up a distinction, a break, between the natural attitude and its assumptions about reality and an attitude of wonder, questioning, disorientation. It calls in question that reality and marks off a distance from that taken-for-grantedness. 


This decisive epistemological move, the epoche of phenomenology, must be sharply distinguished from the objectifying move of positivism. The phenomenological move does not abandon everyday reality for the sake of another, objective reality, but rather, breaks with it in order to return to it with new attention and critical awareness in order to see it more fully, more completely. Collins distinguishes between the phenomenological act of bracketing (epoche) and the kind of separating out that is done in other approaches (11). Bracketing does not lose sight of context, of links to themes on the "outer-horizon." The break is followed by reconnections.


This is the point of the theory of relevance. It situates learning, education, and indeed all knowing within the web of the life-world, within matrices of relevance (p. 10, citing Stanage, 1976). One point of the theory of relevance is to recover the interconnectedness of all knowing. The characteristic term for "objects" of knowing is themes, which suggests the impossibility of complete separateness, themes within a "field." "Fundamental to our way of knowing," says Collins, quoting James, is "the thematic field structure encompassing a thematic center and its horizontal background, depicted by William James as surrounding fringes" (p. 14). 


The final point is to make clear how this epistemology connects theory and action. We have seen that the stock of knowledge is not static, that it includes the active reflecting back upon itself of an agent, that it is in motion.  We have seen that this is an epistemology which breaks from everyday reality in order to return to see it more fully, which breaks with it only in order to explore in new ways the inter-connections. It breaks from everyday reality in order to be able to return to the richly textured sediment of the stock of knowledge. At the heart of this epistemology, then, is action, a critical, active breaking from and engaging with the life-world. Knowledge cannot be separate from the intentional projects of an agent. 


 The concept of intentionality is one way this is expressed. Intentionality refers to "the active participation of the ego in the ordering of our experience" (216). We are active agents in the construction of our life-worlds. Our relationship to our life-world, then, is not one-way. We are born into it and it shapes and forms us. But we in turn act back upon it and form it through our selection of purposes, our choice of projects or projections upon it, through our actions and interpretations. 


Embedding competencies within their relevance to the life-world challenges the separation we make between the institutions of knowledge, including universities and professional associations, for example, and other realms of life. This challenge is clearly one aspect of Collins's criticism of competency-based systems, and of educators as technicians (p. 277). Theorizing, doing philosophy, knowledge and learning processes are no longer separated off sharply from everyday living. "Knowing and action are not separate events" (p. 260).


For Collins, the 'bracketing' that occurs in reflection is not something that is reserved for philosophers or research. It is, rather, a characteristic of a mature, adult, critical stance to everyday living. 

We are not suggesting that this approach of deliberate attending to our mental processes [i.e. intentional reflection] is suitable only for research undertaken apart from actual learning situations. On the contrary, it is a further confirmation that knowledge and action, theory and practice, cannot be separated. We begin to know with more certainty as we experience our knowing. This presupposes a theoretical stance. Reports on our own experiencing and that of others constitute research when they are conducted in a deliberate and rigorous fashion. Further deliberation, much of it undertaken as a solitary endeavor, is required to draw out further meanings and to impart structure to the reports. But it is, in effect, a continuation of the  experiencing which takes place in the 'thick of events.' It is misleading to talk of bringing theory to bear on practice as though they were two completely separate undertakings. We continue to theorize, albeit with varying degrees of competence, by reflecting on our actions in the course of our essentially inter-connected life-world projects. It is probably more useful to think in terms of refining our theories so that we become more effective in our projects of action. We put ourselves into action, not our theories (pp. 262,3). 


I want to step back at this point and reflect on the significance of Collins's interpretation of competency on the basis of Schutz's theory of relevance. I start with the question as to the relationship between the concepts of stock of knowledge and life-world, on the one hand, and the concept of culture. How does stock of knowledge and life-world differ from the idea of culture? It is easier to distinguish between 'life-world' and 'culture' if we understand life-world to imply by its very use a bracketing attitude towards culture. On this understanding culture is taken-for-granted, whereas the use of the term life-world to refer to culture is signalling an awareness of this taken-for-grantedness and a stepping back in critical reflection. 
But what of stock-of-knowledge? The notion of sedimentation recalls Clifford Geertz's notion of "thick description." Geertz cites one definition of culture as "a storehouse of pooled learning," and another one as "a precipitate of history," both of which at least suggest a comparison. Furthermore, Geertz's own concept, a semiotic one, could be used as elaboration on the structures of relevance. Says Geertz, 

Believing, with Max Weber, that man is an animal suspended in webs of significance he himself has spun, I take culture to be those webs, and the analysis of it to be therefore not an experimental science in search of law but an interpretive one in search of meaning. It is explication I am after, construing social expressions on their surface enigmatical (Geertz, 1973, p. 5). 

There is an interpretive, hermeneutical aspect in Collins's approach to thematic structures, just as there is in Geertz's approach to culture as a semiotic web, a web of meaning. It is no accident that in subsequent dissertations, phenomenology and ethnography have been combined as methods of research. 


What does all this mean for an epistemology for adult education? What are the implications for adult education theory more generally? In the first place, it seems clear that Collins's approach suggests the need for adult education to pay attention to cultural theory. His approach, therefore, supports the attention to Gramsci's theory of hegemony and counter-hegemony, which concerns the relationship between culture and power. It also suggests the importance of Raymond Williams, one of the founders of "cultural studies" in England, and an adult educator.


On the other hand, we should ask what phenomenology, as represented by Collins, brings to an understanding of the relationship between culture and adult education. It brings a self critical moment, first of all, a stance that brackets assumptions. Second, Collins emphasis on intentionality and agency counters the tendency to see cultures ahistorically as given orders and instead suggests that a culture is a dynamic, living process. Third, phenomenology's reinstatement of intuition as an indispensable method of description, inquiry, research, reflection, thought is of fundamental importance in countering positivistic approaches to culture, to knowledge, and to learning and education. The concepts of "degrees" of plausibility, "modalizations" of opinion, "zones" of familiarity and certainty, which take seriously vagueness, ambiguity, the implicit, the tacit, in relation to the explicit - these concepts are extremely important to an adequate epistemology for adult education and learning. 

ILSLEY


The next dissertation to use phenomenology as a research method is Paul Ilsley's investigation of images of the future. His study poses a fundamental question for epistemology. Can we talk about "knowledge" of the future? Ilsley concedes the obvious point at the very beginning of his study that "in an absolute sense, we cannot have knowledge about the future," but then goes on to ask how we can determine the future "if we do not understand, and can never have knowledge of what it is" (p. 2). He suggests that images of the future are "types of cognitive maps" (p. 73), which suggests that they do have cognitive value.  Is there a way of talking about knowing that can account for our ways of thinking about and imagining and planning for the future? Is there an epistemology of the future? 


As we have seen in the case of Collins, the phenomenological approach melts hard epistemological categories and introduces a variety of gradations, modalities, ranges, zones, continua which provide a richer and more flexible way of thinking and speaking about actual epistemological experience. Ilsley's dissertation is an exemplary case study applying this non-reductionist approach to the future. The fact that the future "is a realm of uncertainty" (p. 2) simply locates it along a continuum of epistemological experience rather than rendering it invisible to research.
 Indeed, one of the functions of myths regarding the future is "to manage thoughts regarding the unknown" (p. 80). 


Although Ilsley carries out an explicit phenomenological analysis in chapter 4 of his dissertation, the first three chapters are best understood as a phenomenological investigation of images of the future, the results of which are summarized in chapter 4. In these three chapters Ilsley engages in a rich meditation on time, noting that our experiencing and consciousness of time has quality, depending upon its content (p 30). This leads to a description of future-oriented phenomena of experience including expectation, hope, imagination, desire, fear. 



Images of the future take a variety of forms. Many are taken for granted and exist as a "gestalt of assumptions" (p. 60) and "bundles of value statements" that we are scarcely aware of. Our notions of the future take the form of beliefs, opinions, attitudes, conjectures. In many cases images of the future take explicit form as articulated utopian visions, or stories about the future, as in the case of myth (explored in chapter 3). Characteristic of modern society has been the emphasis on deliberate planning and calculation processes applied to the future. Such processes include scenario construction, decision and relevance trees (p. 46) and result in  policy formulations and legislation intended to bring about a particular future.  


Images of the future "exhibit qualities of sharpness." We can speak of the degrees of certainty or uncertainty, clarity or vagueness of images, the degrees of probability or realizability (p. 50, citing Boulding). We can speak of the "strength" of an image of the future, referring to the degree of belief in it (p. 9). We can speak of it decaying or dying. We can speak of "dogmas" regarding the future (p.11), visions of the future (p. 15). We can evaluate images of the future in terms of whether they "promote and inspire, or suppress and limit, the mission of a socially responsible and change-oriented profession" such as adult education (p. 16). Images as such function to provide meaning in life, so that an inquiry into images of the future is an inquiry into meaning (p. 16, p. 19). 


In studying images of the future, we are engaging in a study of an aspect of culture since "the vitality of a culture is expressed in the vitality of its conception of the future" (p. 8). Ilsley does not follow up on the theme of culture when he turns attention to adult education as such. But I would note that his study lends support to the importance of culture and cultural studies for adult education. 


An image of the future is "an abstract symbolic conception which takes its form as an idea, expectation, and/or belief system, concerning a future state of affairs, for the purpose of directing present action and/or illuminating options." (Ibid). Thus images of the future are an example of knowledge that is inseparable from projects of action. 


The fundamental contribution of Ilsley's dissertation is to make the future problematic, to identify our images of the future as a legitimate topic for adult education inquiry and understanding, and to do so in a way that is non-reductive. The significance of this contribution can be suggested by noting the importance of the concept of images of the future for understanding and interpreting the media. The corporate sponsors of television are very clear about the power of images in general and images of the future in particular. Organized adult education pays very little attention to media criticism but that fact does not mean that the mass media are not of overwhelming importance for adult learning and adult education in the larger sense, and the media cannot be understood on the basis of a positivistic epistemology. 


A common feature of Ilsley's and Collins's dissertations is the critique of technicism. 
A fundamental feature of technicism is a controlling stance towards the future. Ilsley reviews the contrasting approaches of those futurists who define the field strictly in terms of technical control, and those who approach it broadly, between those who would re-enforce the socio-economic status quo and those who advocate social and political change. Associated with the technical approach is the increasing fragmentation of knowledge (p. 62). 


I would pose one critical question of Ilsley. Near the end of the dissertation he makes the following statement: "It is unrealistic to hold...an image which projects things as they are" (p. 265). Unrealistic to whom? The Spanish have a saying 'Que no haya novedad' ("May no new thing arise"). Many traditional cultures, according to Eliade, project a future which is made in the image of the past, the sacred past, the time of the beginning. In other words, I suggest that Ilsley's assumption that all cultures assume that the future will be different from the present or past is actually a reflection of his situation in modernity. 


The dissertations by Collins and Ilsley are the most thorough-going in their use of phenomenology, and Collins is the only one which as a whole is an example of phenomenological inquiry. As noted above, Ilsley engages in an explicit phenomenological analysis in chapter 4, although the first three chapters are in fact phenomenological in my judgment. In the last two chapters, however, the phenomenological perspective is less obvious. 

MURPHY, QUIGLEY and COFFMAN


The dissertations by Murphy, Quigley, and Coffman are similar in that all three draw on resistance theory and phenomenology. I was unable to get a copy of Coffman's 1989 study of the impact of inclusive language in theological education. From the abstract, it appears noteworthy because of the attention to language and the theme of power. 


When we turn to Murphy's study of resistance in the 

professions, the contribution of phenomenology is more limited. In his first three chapters (nearly half of the dissertation), Murphy lays out the sociological theory of resistance which informs his study. Chapter 4 describes the phenomenological and descriptive methodology used in the study, and chapter 5 spells out the findings. 


The core of Murphy's dissertation is the application of Giroux's theory of resistance, worked out in relation to schooling, to the professions. This is a creative, important, insightful contribution. The contribution of phenomenology boils down to providing a philosophical basis for generalizing the results of his interviews. As he says, categories and themes derived from his 22 interviews are understood, following the phenomenological insight into intersubjectivity, "as instances which stand for general essences. Far from representing merely themselves, subjects of this study can be understood as 'exemplifying particulars'" (p. 120).


Thus, Murphy explores four themes, meaning, struggle, power and social change as these themes come to expression in the interviews and characterize the professional self-understanding of the interviewees. The result challenges the one-dimensional image of professionalism which characterizes most literature whether championing professionalization or challenging it. Murphy introduces a much needed awareness of the possibility of alternative understandings of what it means to be a professional. His study also makes it clear that what it means to be a professional is a dynamic process that involves the professional as a human agent who constructs meaning and interprets his or her life situations rather than being determined by them. 


If we take the fact of diversity and variety within the professions a step further, we find that there is a paradox in the attempt to identify "general essences" by means of phenomenology, on the one hand, and the challenge to what has been taken to be what we might call the "general essence" of professionalism. There is a tension between the tendency of phenomenology to want to describe universal structures, on the one hand, and its affinity to ethnomethodological description, which elicits the concrete, the particular, the contextual, and therefore uncovers diversity and variety of species. 


Quigley's study of non-participation in adult basic education (1987) parallels Murphy in its approach and method. Both adopt Giroux's theory of resistance as a conceptual framework and then use phenomenology in their analysis of the data though Quigley's data source is literary fiction rather than interviews.


Murphy and Quigley both place their phenomenological analysis within a sociological context, more specifically, both select a sociological perspective which focuses on culture. One of the significant points about their choice of Giroux lies in the latter's focus on culture. Giroux approaches culture from the perspective of Gramsci's theory of hegemony and counter-hegemony, which characterizes culture as saturated with power relations, rather than being somehow apart from the power structures and relations of a society. Giroux's concept of culture as a site of a dynamic, active struggle over symbols, meanings, ideas is a potential source of rich epistemological understandings. It is a concept that lends itself to phenomenological and ethnographic methods of investigation. 


The sociological framework employed by both Murphy and Quigley tempers the ahistorical, acontextual tendency of phenomenology. On the other hand, phenomenological investigation plays a much more subordinate role in both cases, compared especially to Collins but also to Ilsley. And the combination of a sociological and a phenomenological approach raises questions about the theoretical relationship between the two approaches, questions about the relationship between the social and the personal. Such questions come into sharp focus in the next study we will look at. 

BECKSTROM 


Beckstrom's study (1993) adopts a "heuristics" approach to the experience of blocked creativity. Beckstrom defines heuristics as "a passionate and discerning personal involvement in problem solving, an effort to know the essence of some aspect of life through the internal pathways of the self" (p. ix, citing Douglas & Moustakas, 1985, p. 39). 


Although heuristics has roots in phenomenology, there are differences. The central difference lies in the emphasis of heuristics on the personal. Where phenomenology "encourages a kind of detachment from the phenomenon being investigated,"        heuristics emphasizes connectedness and relationship (p. 87). Heuristics "appears to question even the possibility of phenomenological reduction" (p. 90). Phenomenology "loses the person in the process of descriptive analysis," whereas in heuristics "the participants remain visible in the search process" (Ibid). 


In other words, heuristics at its essence is personal. Its existential roots are stronger than its phenomenological roots. It is a search within. Beckstrom develops this theme by calling attention to the parallels between depth psychology and heuristics (p. 96). Progoff, he says, could have been speaking of the heuristic research methodology when he states that research oriented "outward" must be followed by a "turn inward" (p. 97). The heuristic process is characterized by four specific processes, self-dialogue, indwelling, focusing, and dialogue with others (p. 97). Indwelling is the process of "turning inward" (p. 100). 


There is an explicit epistemology at stake for Beckstrom in heuristics, an epistemology of "tacit knowing." "Perhaps the single most important concept underlying the heuristic search," he says, "is that of tacit knowing. Tacit knowing starts with the observation that we can know more than we can tell" (p. 99, citing Polanyi, 1966). Again, "the fundamental difference between the heuristic research model and other problem-solving models is the focus on the tacit dimension" (p. 105). Where other models treat problems as "out there," heuristics, based on tacit knowledge, recognizes "that the answers are within the individual and need to be searched for there" (p. 106). 


The value of Beckstrom's dissertation lies in its extreme emphasis on the personal, the inward, the tacit, the 'subjective.' By pushing his inquiry in this direction so single-mindedly, he has placed in bold relief the problem of the relationship between the personal and the social, a problem which he explicitly recognizes. "The emphases on the autobiographical and the elucidation of personal experiences in the attempt to find personal meaning in those experiences appear to relegate the social/intersubjective reality of experiences to a subsidiary role" (p. 156). 


In response to this potential weakness, Beckstrom calls for balance (p. 156ff.). But that is not enough. How to achieve "balance" is precisely the problem. As he notes, there is an ongoing discussion among adult educators regarding the personal in relation to the social (157). Does "balance" mean a 50/50 split, for example, or does it mean one hundred percent of both, which is how I would prefer to think of it. The latter essentially means that "balance" is unquantifiable, is qualitative, requires concrete, substantive analysis. 


The problem appears not only in connection with the heuristic method but also in connection with the subject of the dissertation, blocking creativity. What is missing throughout is attention to the interplay between external factors which may contribute to blocking and the internal. One catches glimpses. In his highly personal journal excerpts, for example, there is a reference to the childhood messages of a conservative religious home, church, and school: "Life is dangerous--you mustn't take chances. Be average..." (p. 21). I was disappointed that Beckstrom did not explore the influence of the internal "tapes" coming from his own class, culture, gender on his freedom to express emotion and creativity. Likewise with his intellect, which, in his journal, is identified as one of the sources of blocked feelings and creativity (p. 22). 


The premise of heuristics as a research method is that with virtually every personal, autobiographical problem there is a social, perhaps universal significance (p. 74). But it is not enough to assert this. It is up to the researcher precisely to explore this significance. 


To make the point another way, I wish to juxtapose the theme of "blocks" to creativity in Beckstrom's dissertation with the theme of "walls" in Warren Braden's study of the "homies," a group of African American men from the west side of Chicago (Braden, 1993). The vocabulary of boundaries, walls, lines, borders is astonishingly rich, varied, and concrete in Braden's study, starting with the "distinct line" that was created in Braden's own mind at an early age between "street smart" culture and "book smart." The 1919 Chicago riots began when "a colored boy swam across the imaginary line which was supposed to separate Negroes from whites at the Twenty-ninth Street beach" (32). The borders of the West Side ghetto, and, more narrowly, of the "homies" own turf, are concrete, expressed in the form of price differences in rent, insurance, the cost of groceries, differences in responsiveness by the city to complaints about garbage collection, etc. The "blocks" to creativity and self-expression encountered by those growing up in such an environment are layered with the history of slavery.


It is clear from the example of Braden himself, who crossed the boundaries of prejudice, racism, fear, intolerance, class, that these social factors cannot be interpreted in deterministic fashion. Yet neither can they be ignored. In the case of a population such as the "homies" they are too obvious to ignore. In the case of white, male, intellectuals, the social blocks to genuine freedom and empowerment are just as real but far less visible. 


My purpose in comparing Beckstrom and Braden is not to denounce Beckstrom but to try to bring into sharper focus the issue of blocks and blinders as an epistemological issue of the first importance. This is an issue that cannot be adequately addressed on a psychological level alone, as is the case with much of the Freudian-influenced discourse regarding blocks. It cannot be addressed in individualistic or personal terms alone, which Beckstrom, representing heuristics and much of depth psychology, tries to do. Nor, I would argue, can it be adequately understood, described, addressed in positivistic terms. The challenge is the interplay across these boundaries of personal and social, internal and external, individual and collective. 


I want to take this discussion one more step. Beckstrom, in defining creativity, brings up the concepts of spirituality and mysticism and reviews the difficulty of addressing these terms from the perspective of science, even the human sciences (p. 55). I want to focus on one point in this discussion that bears on the relationship between the personal and the social. Beckstrom draws on Buber to articulate his understanding of the spiritual, distinguishing, with Buber, between three spheres of relationship, our life with nature, our life with others, and our life with spiritual beings (p 58). 


But surely our life with "others" is a life with "spiritual beings"?! As is our life with our own self. Compare this distinction between others/spiritual beings with Beckstrom's statements elsewhere concerning others. He says at one point, for example, "The force of the Other overwhelms the individual and makes creativity difficult" (p. 139). This is a general statement, but it needs to be understood in relation to the highly personal reports Beckstrom has provided earlier. For example, he reports that gift-giving for him was painful and difficult. He explains this as having to do with losing his sense of self and being "sucked up into the other" (p. 24). 

If gift-giving is sharing of oneself, then I must be petrified at doing so. In a sense, by gift-giving I am recognizing and accepting the existence of Others, accepting the Others as being. For me, the Other is all powerful. I continually fear losing myself in the Other. I need rigid and firm boundaries to maintain my sense of self. These rigid and firm boundaries are, for the most part, boundaries that I have set up. The cage that I have put myself in to protect--my self from others and others from my rage--is a cage of my own making (p. 24, 25). 


The picture is clear because Beckstrom is so honest about himself. The "Other" is negative. The boundary between the personal and the social is deeply rooted in his personal experience. It is, I would add, socially constructed. One could even interpret Beckstrom's dissertation project as an attempt by him, in part, to break down the walls of this "cage." 


I believe that Beckstrom's interpretation of Buber which results in a sharp distinction between "others," on the one hand, and "spiritual beings" on the other is characteristic of a great deal of modern spirituality and contributes to the perpetuation of a wall between the individual and the social. The erection of this wall in the modern era is typically traced back to Descartes (at one point Beckstrom cites the image of interaction between "monads," p. 156). I suggest there are religious roots to this wall, in the Christian doctrine of the eternal salvation of the soul, for example. 


The point of this extended discussion of Beckstrom is to suggest that the problem of the relationship between the personal and the social is trivialized by a call for "balance." It is a problem that is rooted deep in our history and culture, deep in our self-understanding as constructed by us in ongoing interaction with our worlds. Coffman's study, which, according to the abstract, "uncovered and named, through the methodology of phenomenology, the resulting critical awareness of self and society as resistance to hegemony" is the kind of exploration of this interplay which is needed. Gobledale's reflections on "the learning spirit" in the context of apartheid is another example (1991). 

CONCLUSIONS


The first conclusion I have reached from this study is that an essential step in the construction of a rich understanding of adult education is a theory of culture. The premise of this study has been that adult education must challenge one-dimensional, impoverished technicist epistemologies. It seems to me now that a theory of culture, informed by the life-world perspective of phenomenology, is an essential aspect of a rich epistemology.


The concept of culture is, it goes without saying, contested. That is, in fact, one reason that it must be addressed. Adult education cannot stand on the sidelines in the culture wars. More to the immediate point, the concept of culture as it has been interpreted within the tradition of Gramsci, Raymond Williams, and Giroux, is epistemologically rich because it is a meeting point for knowledge and power, knowledge and knowing processes, on the one hand, and power relations and processes on the other. It is also a meeting point for the personal and the social. And one of the criteria for a rich epistemology is that it address the interrelations between knowledge and power, and the personal and the social. 


A second conclusion of this study is that the phenomenological tradition makes several important contributions to the kind of understanding of culture required by a robust adult education. 


First, it brings to the study of culture the concept of the "life-world" in the sense of the "everyday" world, the world of taken-for-granted reality. This immediately distinguishes this concept of culture from all partial concepts of elite, or popular, or mainstream, or subjugated cultures, embracing them all and focusing on their commonality as life processes. 


Second, phenomenology has experimented with a variety of original ways of breaking through the familiarity of everyday reality in order to see the phenomena of the life-world, the culture in which we live, with fresh wonder, surprise, attention and critical awareness. Thus, a phenomenological approach to culture brings to the word itself a rigorous setting aside of conventional interpretations. Phenomenology's reinstatement of intuition as an indispensable method of description, inquiry, research, reflection, thought is of fundamental importance in countering positivistic approaches to culture, to knowledge, and to learning and education. 


Third, phenomenology's emphasis on process, on lived experience, on agency, meaning, intentionality directs attention back from external behavior, techniques, procedures, algorithmic thinking, method, structures to culture as a living, ongoing flow, and thus counters the tendency to see cultures as static, fixed orders. 


A third conclusion of this study follows from the first. If richer theoretical reflecting on the theme of culture is required for a vital adult education enterprise, then it is time for adult education to take seriously the life work of Raymond Williams as an adult educator. Raymond Williams identified himself as an adult educator, wrote on adult education, was active in workers education for fifteen years, and active in adult education in the media most of his life. He is also considered to be one of the most important writers and thinkers on culture of the twentieth-century. 


The concept of culture is not one that has characterized adult education discourse in recent years, though I suspect that is already changing. A glance at the subject index of the 1989 Handbook of Adult and Continuing Education yields three references to the theme of culture, two referring to Bourdieu's concept of cultural reproduction (p. 46, 64), one referring to Gramsci's concept of hegemony (p. 56). Culture does not appear in the subject index of Peters and Jarvis's 1991 overview of the field.


Raymond Williams, likewise, has not received much attention within mainstream adult education discourse, despite his towering reputation outside the field. His relevance to the theme of culture is suggested by the following quote:

Williams was without doubt the most pervasively influential cultural thinker produced by post-war Britain, a writer who placed the very concept of culture back at the heart of social and political argument; and there is a case for going further and claiming that, when the historical record comes to be soberly reviewed, Williams will be accorded the status of the single most masterly, original cultural thinker in 


Britain of the twentieth century (O'Connor, p. vii).

Another writer identifies Williams as one of the two most important contemporary sociologists of culture (Calhoun, p. 500). 
Even if we discount this statement, no one would question his importance to the contemporary discussion of the politics of culture. Yet apart from occasional references to him in the literature, his influence on adult education theory and practice, certainly in the U.S., has been negligible. Sallie Westwood's reference in passing is typical:


Adult education can be viewed as a cultural field and should, therefore, relate to the current politics of culture. This was, of course, central to the views brought to adult education by Raymond Williams, and many adult educators have been deeply populist in orientation" (Westwood, p.54)


Another adult educator who should receive new attention in this light is Alain Locke, whose conception of adult education as "cultural education" has recently been studied in Talmadge Guy's dissertation. Two points may be noted that suggest a fruitful comparison between Locke and Williams. First, what Locke had in mind was "popular" not "elite" culture. His differences with the Carnegie Foundation were over this issue. "Real, essential culture, is baked into our daily bread or else it isn't truly culture. In short, I am willing to stand firmly on the side of the democratic rather than the aristocratic notion of culture" (Guy, p. 87, citing Harris, p. 231).


Second, culture was not to be separated from politics and power. Culture was a means of social change. At the First Conference on Negro Adult Education, in 1938, held at Hampton Institute, Locke emphasized education for "political competence." He understood that "minority" status is a matter of cultural domination, not mere numbers (p. 193).


But further pursuit of this theme is work for another study. 
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    �    �See my paper on Raymond Williams as adult educator (Woll, 1994). 


    �Even the future is not exempt from positivism. Ilsley asks, "Which data are excluded from futurists' analyses simply because they cannot be quantified?" (p. 5). Images of the future are, after all, "unquantifiable, almost undetectable" (p. 5). 







