THE BLACK HOLE

EPISTEMOLOGY AND THE LIBERAL ROOTS OF ADULT EDUCATION

Bruce Woll 
Summer 1992

Epistemology has been, until recently, like a black hole.
 Black holes absorb all the light that hit them so that they appear to be nothing more than a void in the sky, remote, irrelevant, uninteresting except to specialists. Epistemology, likewise, has been almost a non-word except to philosophers. Furthermore, those who get involved too deeply with epistemology tend to turn inward on themselves.
 On the other hand, I would contend that epistemology is like a black hole in another way, in that there is an enormously dense concentration of powerful significance and meaning massed behind the word, a “mascon.”
 This paper is an attempt to begin opening up the importance of epistemology for adult education. 
The Adult Education Association defines its purpose as "to further the concept of education as a process continuing throughout life . . ." (Knowles, 1962, p. 219). Northern Illinois University says that the "central idea of adult education is that conscious purposeful learning should be a lifelong process for everyone" (Information sheet for doctoral degree candidates). Learning is about knowing. Lifelong learning is about lifelong knowing. Adult education has tended to be seen, in its simplest sense, as being about the acquisition of knowledge by and the dissemination of knowledge to adults. But what is "knowledge"?  

Adult education as an organized enterprise can no longer, if it ever could, take for granted what is meant by knowledge, not in today's world, especially, when what is meant by knowledge and knowing, when the whole wide universe of knowing activities and behaviors, is the subject of intense interest on the part of a growing number of individuals and groups in a widening range of academic disciplines, including psychology, anthropology, physics, neurology, biology, computer science, literary criticism, philosophy, linguistics, as well as outside the academic world.
 

Epistemology as knowledge about knowing has long since spilled across the boundaries of academic philosophy and has become an issue in the self-understanding of every academic field of study and discipline.

DEFINING EPISTEMOLOGY

I believe that adult education as an academic field of study needs to start paying more attention to epistemology. I will elaborate on this statement in relation to the definition of adult education, the goals of adult education, and the research problems that follow from it. But it is first necessary to discuss what is meant by epistemology. 

Webster's defines "epistemology" as "the theory or science of the method and grounds of knowledge, esp. with reference to its limits and validity." The American Heritage Dictionary defines it as "the division of philosophy that investigates the nature and origin of knowledge." I do not use the word here in the narrow sense to refer to how we know, the method, grounds, and origin of knowledge only. Instead, I am using it in an expanded sense to include the "nature" of knowledge. It also includes, as I am using it, the nature of "knowing." And not only the nature and origin of knowledge in their most generic and universal sense. 

I include also inquiry into kinds of knowledge and knowing; the diversity of ways of knowing; what counts as knowledge in different societies and circles and why; the distribution of knowledge in an organization or society; the obstacles, blocks, and boundaries to knowledge and knowing; attitudes to and conceptions of knowledge and knowing; the evolution of knowledge and concepts. Epistemology includes exploration of what it means to know oneself, what it means to know another person, as well as what it means to know facts, theories, ideas, concepts; what it means to know courage; what it means to know terror or joy. Epistemology has to do not just with "knowledge" as we ordinarily think of it but with the whole universe of knowledge, from discovery of knowledge to the creation of knowledge; from wanting to know to wanting not to know; from data to wisdom, including truth, facts, information, interpretation, myth, belief, legend, propaganda, prejudice, errors, half-truths, mirage, mystery, vision, illusion, stereotypes, dreams, understanding, slogans, judgments, self-concepts; the entire universe of knowing states and experiences, including doubt, certitude, awe, wonder, denial, discovery, cognitive dissonance; the uses and abuses of knowledge by power, including liberation and tyranny, nourishment and impoverishment, the personal, social, economic, political, institutional functions of belief; the epistemological interactions between persons including misunderstanding as well as intimacy, including listening, hearing, seeing, body language; the different taxonomies of knowledge and knowing and their uses and abuses; the textures of knowledge from "thick description" to statistical description to story, to objective fact.

Adult education, as an organized enterprise, is grounded in the knowing that is an aspect of living. For example, I am using the term "knowing" here to encompass knowing oneself as well as knowing another person. These two forms of knowing cannot be distinguished from living. These are not means but ends. They are forms of knowing which are total and cannot in any way be reduced to cognitive, cerebral states. Visible, formal, institutionalized adult education activities are rooted in this soil of human "knowing" states, sensibilities, activities, behaviors, relationships, institutionalized as well as individual, exterior as well as interior. For adult education to define itself in terms of the visible, formal, organized forms of learning or education is to limit attention to the visible tree and ignore the roots beneath the soil. It is to run the risk of mistaking the tip of the iceberg for the whole iceberg, or better, completely misunderstanding and distorting the nature of the iceberg. 

One way to elaborate on this thesis is to draw on the rich warfare over objectivity that is taking place today. The debates and discussions on the theme of objectivity have taken many forms, including calling for the abandonment of the language of objectivity, dismissal of the ideal of a single objective truth, assaults on the notion of neutral, disinterested, detached inquiry, unmasking of claimants to objectivity, careful distinctions between objectivism and the pursuit of objectivity, etc. I want to make one point that bears on my thesis. One result of this discussion, regardless of the form it has taken, has been to recover the massive rootedness of knowledge and knowing in time and place, in specific communities and cultures, in specific histories and traditions. I wish to cite two examples.

RECONNECTING KNOWLEDGE WITH KNOWING AND THE KNOWER: RENATO ROSALDO

The first study, Culture and Truth, is an analysis of anthropology that is conceptually profound but reads like a novel. It is by Stanford Professor Renato Rosaldo, who argues that "a sea change in cultural studies has eroded once-dominant conceptions of truth and objectivity."  The "truths of case studies that are embedded in local contexts, shaped by local interest, and colored by local perceptions" now compete with "the truth of objectivism - absolute, universal, and timeless" (p. 21). 

In his opening paragraphs, Rosaldo reconnects knowledge with feeling, understanding with emotion, explanation with grief and rage. He does this with a narrative which could be described as an adult learning story. Rosaldo and his wife did field work among the Ilongot, a headhunting tribe in the Philippines. Naturally one of the questions was why the men cut off human heads. When asked, older Ilongot men would explain that rage, born of grief, impelled them to do so. 

Initially, Rosaldo says, he brushed aside this repeated explanation and pursued various routes to a deeper, more satisfying explanation. Some fourteen years later Rosaldo's wife died in an accident and he found himself reacting with rage as well as grief, pain, and sorrow. It was this tragic personal experience which, he says, brought about a re-evaluation of the Ilongot explanation, and led him to grasp "that Ilongot older men mean precisely what they say when they describe the anger in bereavement as the source of their desire to cut off human heads" (p. 3). 

What Rosaldo does in this story is, first of all, to bring emotion back into the interpretive, analytical, epistemological picture. There is an emotional "force" to much of life experience, which involves both "affective intensity and significant consequences that unfold over a long period of time" (p. 20). In other words, the "cultural force of emotions," the cultural force of rage, for example, cannot be dismissed as irrelevant, or transitory, or insignificant. Yet most anthropological studies of death "eliminate emotions" by assuming the position of the detached observer (p. 15). 

The "grounding" of knowledge in emotion is elaborated further when Rosaldo turns to a critique of the monopoly held by the concept of culture as a stable, unchanging unity outside of which lies chaos. Equal time should be given, he argues, to exploring "the space between order and chaos" (p. 102). In this discussion Rosaldo focuses on how people's actions alter the conditions of their existence, which leads to people's own notions of what they are doing, which leads to consciousness, which in turn leads to the emergence of thoughts, where one is dealing with impulse, implicit not yet fully articulated ideas and concepts. At this level, he says, citing cultural theorist Raymond Williams, we are talking not about feeling against thought, "but thought as felt and feeling as thought: practical consciousness of a present kind, in a living and inter-relating community" (p. 106). Here, "thought and feeling are inseparable rather than being opposed as cognition and affect, or reason and the irrational. Ideas are felt, and feelings are conceived." (pp. 106,107, emphasis mine). Rosaldo, in this discussion, does not once lose sight of the social context, the context of community, that one is dealing with forms "in transition between being experienced as private and becoming recognized as social" (p. 107). 

Once again, what is significant in Rosaldo's discussion is not the recognition that thoughts may have their origin in impulse or feeling. Many would concede this but would then go on to attribute negative, not positive, value, whereas Rosaldo, in the context of this chapter, is focusing precisely on "transition zones" or "borderlands" such as this one where thought and feeling are inseparable as important areas of social analysis. 

Rosaldo reconnects knowledge and the knower, the whole self of the knower, cognitive and emotional. He also reconnects knowledge with the social and cultural situation of the knower through consideration of the "position" or, more accurately, the "positions" of the knower, grounding knowledge in social, cultural, and political conditions.

The classic position of the anthropologist - detached, distant, dispassionate - is given its due by Rosaldo. He is explicitly not suggesting that this approach should be abandoned. Rather, his point is that it has limits, and therefore must be supplemented with other positions. He wants to "break objectivism's monopoly on truth claims", to "decenter" not eliminate classic norms (p. 102). 

Analysis from a distance both reveals and conceals aspects of social reality, because the ethnographer, or any other social analyst, is never completely innocent, neutral, or detached (p. 69). There is no Archimedean point, no "God's eye" standpoint available. The historical and political context of anthropology in the last thirty years, "the potent historical conjuncture of decolonization and the intensification of American imperialism" (p. 35), informs Rosaldo's entire discussion. 

Therefore social analysts, "should explore their subjects from a number of positions, rather than being locked into any particular one" (p. 169). Social analysis should be done from up close, as well as from a distance, from within a community as well as from outside (Cf. p. 188). The insider or "native" is perfectly capable of analysis and criticism of his own culture and society and his truth needs to be taken just as seriously as that of the outsider ethnographer. It may be axe-grinding, self-interested, mistaken, but it may also be insightful and accurate - just as with the scholar/scientist (Cf. p. 50). Furthermore, it cannot be assumed that all such analyses can be subsumed into one "unified master summation." The different truths may not fit together into a larger whole (p. 136, 168). "Each viewpoint is arguably incomplete - a mix of insight and blindness, reach and limitations, impartiality and bias - and taken together they achieve neither omniscience nor a unified master narrative but complex understandings of ever-changing, multifaceted social realities" (p. 128).

This leads to the final point. Rosaldo not only reconnects knowledge with the knower, he also reconnects knowledge with knowing. He grounds knowledge in the breathing, moving, active, infinitely interesting dramatic processes of lived knowing. He puts knowledge in motion by putting culture in motion (See the title of ch. 4, "Putting Culture in Motion").

Rosaldo talks about "forms" that are "in transition between being experienced as private and becoming recognized as social" (pp. 106,107). He is referring to "thought as felt and feeling as thought," to "specifically affective elements of consciousness and relationships." Rosaldo is here using language taken from cultural theorist, Raymond Williams, who is describing what he calls "structures of feeling." 

Williams, like Rosaldo, is reacting to the tendency to describe society and thought and other "dominant systems of belief and education" as fixed rather than in process, a tendency which results in a separation of the social and the personal. To quote Williams, "As thought is described, in the same habitual past tense, it is indeed so different, in its explicit and finished forms, from much or even anything that we can presently recognize as thinking, that we set against it more active, more flexible, less singular terms - consciousness, experience, feeling - and then watch even these drawn towards fixed, finite, receding forms" (Williams, p. 128).

Over against the reduction of the social to fixed forms, of thought to fixed ideas, world-views, ideologies, of knowing to knowledge, Williams wishes to talk about the incredibly rich, complex reality of "meanings and values as they are actively lived and felt." To quote Williams again: "Social forms are evidently more recognizable when they are articulate and explicit. We have seen this in the range from institutions to formations and traditions. We can see it again in the range from dominant systems of belief and education to influential systems of explanation and argument. All these have effective presence. Many are formed and deliberate, and some are quite fixed. But when they have all been identified they are not a whole inventory even of social consciousness in its simplest sense" (p. 130. Emphasis added). 

The alternative to forms that have become socially recognized and defined is not silence or absence or even "just" feeling. It is "a kind of feeling and thinking which is indeed social and material, but each in an embryonic phase before it can become fully articulate and defined."  Furthermore, the relationships between such "embryonic" forms and the already articulate and defined forms are "exceptionally complex" (p. 131). 

Structures of feeling can be defined as social experiences still in process, social experiences which are often taken to be private, idiosyncratic, and even isolating, "social experiences in solution, as distinct from other social semantic formations which have been precipitated and are more evidently and more immediately available" (Williams, p. 133,134).

Rosaldo, like Williams, directs attention to social processes, to change, to time, to the "borderlands" and transition zones between cultures and times, to "nonorder", in place of the classic focus of attention upon the simple and unexamined contrast between culture and chaos. He suggests that "the space between order and chaos" be opened up for investigation and exploration.

The imagery of "borderlands," as transition zones between times and cultures, where differences appear in sharp relief, differences in power, in perception, in feeling, becomes a theoretically rich and powerful metaphor in Rosaldo's discussion. His case examples, comparing and contrasting Texan and Mexican interpretations of border history are among the most innovative and exciting chapters in the book. His point is that by focusing on the interstices, the nonorder between cultures - in time - one must suddenly start dealing with the interrelationships, the power relations, the ways of change, the relationships as seen from both sides of the border, from the bottom as well as the top. 

Furthermore, if culture as control mechanism is relaxed, then there is renewed space for agency, for human action, for the interplay of structure and agency. And hence for consciousness, processes of social transformation, the unfolding interplay of political struggles, social inequalities, and cultural differences (p. 105).  "The study of consciousness becomes central because people always act (however imperfectly) relative to their desires, plans, whims, strategies, moods, goals, fantasies, intentions, impulses, purposes, visions, or gut feelings. No analysis of human action is complete unless it attends to people's own notions of what they are doing" (p. 103). 
Rosaldo's analysis of action puts the stress on improvisation, on response to unforeseen contingencies, rather than on planned, deliberate action, on consciousness in formation rather than consciousness as an achieved state and hence, on the rich complex range of states or forms which characterize "consciousness" or what I am calling "knowing." In his elaboration of improvisation, for example, he discusses the Ilongot sense of time, focusing on its indeterminacy in contrast to the fixed clock time of the Westerner. Such indeterminacy, he suggests "constitutes a social space within which creativity can flourish." (p. 112). This leads to a new valuation of uncertainty, optionality, variability, and unpredictability as positive qualities rather than "negative zones of analytically empty randomness." 

How these qualities are epistemological, apply to "knowing", becomes clearer when they are viewed in connection with hunting decisions. Such decisions seem to "meander", he points out, especially to an outsider. "Yet the notion of a meander fails to characterize how purposive agents take account of multiple human and natural factors. The improvisational ways they chart their courses involve complex judgments and intricate forms of human responsiveness and cooperation" (p. 122). Lest one jump too quickly to contrast such decision-making to modern corporate decision-making, it is worth noting that when the theories of modern economists fail to predict, according to Robert Heilbroner, economists try to explain what actually happened by telling one another stories (p. 129). 

I have dwelt at length on Rosaldo's treatment of the social processes of consciousness because I believe that his opening up of the "borderlands" between ignorance and knowledge, between not-knowing and knowing, between "structures of feeling" and fully defined systems of thought opens up "knowing" as an infinitely rich realm of processes and states and interactions and interrelationships and forms "in transition between being experienced as private and becoming recognized as social" (p. 107). 

Furthermore, it seems to me, this is precisely where learning and education belong, as a part, not as co-extensive with, the total space. Like most borderlands, this is a battle zone, characterized by conflict and power struggles. So that learning, education, take place within a zone of battle, where there are barriers, obstacles, without but also within. 

RECONNECTING SCIENTIFIC KNOWLEDGE AND THE SCIENTIST: STEPHEN TOULMIN

A second writer who calls in question prevailing ideas about objectivity and in so doing grounds knowledge in life is Stephen Toulmin, a physicist and philosopher of science (Toulmin, 1972).
 Toulmin, like Rosaldo, challenges the extent to which we have separated knowledge from knower, the practice of knowledge from its theory. Toulmin, however, has roots in the physical sciences, whereas Rosaldo writes as an anthropologist with roots in the social sciences. When Toulmin talks about knowledge, therefore, he is talking, in the first instance, about the natural sciences: physics, chemistry, astronomy, for example. 

I used Rosaldo's concepts and arguments to talk about grounding knowledge in life. I extended Rosaldo's discussion of anthropological knowing to everyday knowledge and knowing. Rosaldo's own discussion contains indications that he meant his reconstruction of social analysis to be more generally applicable. The implications of this for adult education concern the relationship between formal, institutional, labelled forms of adult learning, on the one hand, and the rest of the universe of adult knowing experience. I will come back to this below.

In turning to Toulmin I wish to focus attention on the other end of the spectrum of knowledge, not everyday knowing, but the "ivory tower," academic research and scholarship, the individual and collective "learning projects" engaged in by scientists, researchers, scholars at universities and other research institutions, including, I might add, adult education faculty at universities who are engaged in research. Toulmin's study of human understanding provides a comprehensive framework which grounds even such "higher" knowledge.

There are three aspects of Toulmin's approach which are noteworthy. First, Toulmin has chosen to start with the social, communal, collective aspects of human understanding, not the individual or psychological. Second, his approach to epistemology is not in terms of timeless principles or ideals but is evolutionary. Change is primary. Third, his approach opens up the full evolutionary variety and diversity of human understanding.

The proper starting point for epistemology, according to Toulmin, is "the living, historically-developing intellectual enterprises within which concepts find their collective use" (p. 85). The emphasis here is squarely on the words "living," "historically-developing", "enterprises." Let's look at how we actually go about seeking understanding in specific areas such as physics, anthropology, law, to name three, and build our epistemological theories from there. 

For example, in responding to the inevitable charge of relativism directed at an approach which discards the search for timeless truths (p. 44), Toulmin suggests examining how the problem of 'relativity' is handled in actual practice within legal traditions (See pages 93ff., 238ff.). 

It is this commitment to what I am describing as a "grounded" epistemology that leads Toulmin to focus the main body of his epistemological inquiry on the historical evolution and practice of specific disciplines: how atomic physics developed as a discipline, what is it that makes a problem 'problematic' in biology - this is the kind of data that Toulmin uses to construct his account of human understanding.

In other words, systems - rational, formal, logical - are precisely not the "primary reality" in human understanding. Human, living, historical, collective enterprises which create systems are. "For certain limited purposes, we may find it useful to represent the provisional outcome of such an enterprise in the form of a 'propositional system', but this will remain an abstraction. The system so arrived at is not the primary reality; like the notion of a geometrical point, it will be a fiction or artefact of our own making (p. 85, cf. 171 on the 'intellectual substance' of a natural science). 

Likewise, the activity of explaining is primary, not the explanation. "[I]t is physicists who 'explain' physical phenomena, not physics" (p. 157). The same reversal of traditional priorities is found in Toulmin's definition of 'rationality," an attribute "not of logical or conceptual systems as such, but of ... human activities or enterprises" (p. 133). One more example is suggested in his provocative description of concepts: "Every concept is an intellectual micro-institution" (p. 166).

Every rational enterprise has two faces, disciplinary and professional. If we view the development of adult education in disciplinary terms we are interested, for example, in how its concepts and research methods and procedures developed. If we view adult education in professional terms, we are looking at its human face, the individual leaders, associations, institutions.

The heart of Toulmin's argument is that the disciplinary and professional sides of an "intellectual enterprise," viewed historically, are correlative. The one cannot be explained apart from the other (p. 154). They cannot be treated separately: "[We] can separate the 'internal' life-story of ideas from the 'external' life-stories of the men (sic!) whose ideas they are, only at the price of over-simplification" (p. 143).

What is most germane in the present context is that a discipline, as a discipline, can not be defined apart from the profession, apart, that is, from the 'explanatory ambitions of the professional guild." (p. 154).

The mission, goals, ideals of a discipline are not timeless. They evolve in history, and there are moments when the basic intellectual goals of a discipline become problematic. When this occurs, when there is disagreement about disciplinary goals, the issues are intrinsically "cloudy" (pp. 232, 241). The very criteria for choice are no longer clear and agreed upon. "The cloudiness of the issues arising at such 'rational frontiers' is therefore inescapable. There can be general agreement about selection-criteria, only for so long as the current aims and strategies of a discipline are sufficiently agreed upon; and in a discipline which is also in historical development, this state of affairs cannot be maintained for ever. Any profound redirection in the strategy of a discipline thus has to be justified by appeal, not to previously established patterns of argument, but to the overall experience of men in the entire history of the rational enterprise concerned" (p. 241).

At this level, disciplinary judgments cannot be separated from those making the judgments, the human "judges," the professionals. "Cases of this kind," says Toulmin, "take us to the 'rational frontier' at which fallible individuals, acting in the name of the human enterprise that they represent, have to deal with novel and unforeseen problems by opening up new possibilities" (p. 240). They must act in the light of a "longer-term vision," on the basis of their "best individual judgement."

Such judgments, even though they have to do with conceptual and explanatory issues of the discipline, involve "prospective estimates of the consequences to be expected from alternative intellectual policies" (p. 246). They have to do with "possibilities." They amount to "rational bets" (ibid). In this sense, then, even physics is grounded in human history. The knowledge of physics cannot be separated from the knowers, the physicists. 

A CASE EXAMPLE: SEAN COURTNEY

To clarify Toulmin's argument, I wish to look at an example in adult education of the kind of decision-making and selection procedures that Toulmin is referring to. 

I shall use Sean Courtney's recent monograph, Why Adults Learn. The point in citing Courtney is to illustrate Toulmin's argument that disciplinary knowledge cannot be satisfactorily treated apart from the professional knowers. This interdependence of knowledge and (collective) knower is, perhaps, clearest where disagreements arise over goals. Such strategic disagreements become, in effect, disagreements over the nature and definition of the discipline itself. Furthermore, such disagreements cannot be considered as separate and apart from the substantive, explanatory activity of the discipline. 

Courtney illustrates this point clearly. The question posed by his study is the question of the title, Why do adults learn? What are the reasons adults participate in adult education? Early in his discussion Courtney raises the question of how to define adult education, and proceeds to point out that this definitional question has a direct, substantive bearing on the research question he has raised: "[A]t the very core of the question of why adults learn is the manner in which adult education is defined" (p. 14). If, for example, adult education is defined in individualistic, psychological terms exclusively, then an answer to the question of why adults learn will leave out of account sociological, institutional, and organizational factors. Specifically, an individualistic analysis will leave out of consideration the possibility that education itself may be a motivating factor (p. 147). 

 
Courtney's analysis of participation in adult education takes him from a psychological to a sociological "paradigm," from a language of motivation to a language of action (p. 82). And this move has implications for the definition of adult learning and adult education. Thus, for example, he concludes, after a discussion of "schooling," that "it makes little sense to talk about the identity or definition of adult education without considering the institutions which perform this function" (p. 127). Again, in his concluding chapter, he points out that on the basis of his analysis "organization . . . is at the very center of the act of learning." He goes on, "And I say all of this knowing that there is a current move to eschew the organizational component in adult learning and to focus almost exclusively on self-directedness" (p. 156). 

Thus, rather than the discipline providing Courtney with clear criteria for making judgments, his analysis leads him into the kind of "cloudy" domain described by Toulmin,  where the ideals, the goals, the definition of the discipline itself is in question, and where choices must be made by an individual on the basis of his or her best judgement in the light of the overall purpose and experience of the enterprise taken as a whole, in the light, that is, of an overall vision. 

Here again, Courtney perfectly illustrates Toulmin's description. Courtney announces in his opening pages that his monograph is an attempt at "the big picture" (xv). At the crucial transition point in his argument, preparing to shift to the sociological explanation, he argues that we "cannot now make significant advance" in explaining participation in adult education without a shift in "the perspective or 'frame' which the researcher brings to the task" (p. 88). 

One of the most powerful elements in Courtney's case for moving "beyond the current paradigm" is that it is firmly rooted in and builds upon past achievements within adult education research. He appeals to the fact that his topic, "participation," is and has been "a subject that many would judge to be central to the adult education enterprise in this country" (xv), based on the history and the volume of research devoted to it. His balanced review of this research lays the foundation for his own conclusions both positively, by showing, for example, a high correlation between early education and participation in adult education, as well as negatively - its theoretical weaknesses, for example. 

In his concluding chapter, spelling out the implications of his study for a new paradigm, he reiterates the centrality of participation. "PAE [participation in adult education] is not a problem that belongs to a small group of researchers anxious to stake vague claims to posterity. Nor is it merely a problem of practice in the here and now. It is in the final analysis a problem of our history and how we interpret that history. . . . Indeed, it would not be unrealistic to argue that the whole history of adult education in this country is in reality the history of efforts to create, improve or even prevent participation in adult education" (p. 157, 158). 

Courtney's whole discussion, in this final chapter, is an appeal to, in Toulmin's words, "prospective estimates of the consequences to be expected from alternative intellectual policies."  Courtney is basing his judgement upon a "longer-term vision" that opens up "new possibilities." 

The visionary character of his argument is most dramatic when he talks about the possibility of "new direction" if PAE is placed within "a much broader framework" than hitherto attempted, a new framework which would include the concept of "change" as a key element. The sorts of changes he has in mind are "of such a magnitude that they promise salvation to those who most desire transcendence over their ordinary, everyday lives, while being just as stoutly resisted by those who suspect the possibility of such change and oppose it" (p. 155).

EPISTEMOLOGY AND ADULT EDUCATION

Having indicated the kind of epistemology I am talking about, I wish to return to the question with which this paper began and ask, Why should adult education pay more attention to epistemology? The answer, of course, depends upon how the terms are defined, but on almost any definition of adult education, it has to do with knowledge and knowing, so that any theory of adult education is at least partly dependent on an underlying epistemology. Yet there is very little explicit attention to epistemology in the adult education literature. Adult education appears for the most part to have taken its epistemology for granted. 

Now, however, adult education can no longer afford to do so. Adult education can not simply ignore the massive re-examination of epistemological roots that is taking place throughout the university, from physics to anthropology to literature. Adult education must begin questioning its own epistemology. Epistemology must become problematic.

I believe that the implications of a grounded epistemology for adult education go further and suggest the need for a re-examination of the very roots of adult education in the liberalism of the eighteenth and nineteenth-century. There is a close relationship between liberalism and the epistemology of 'objectivity' being questioned by Rosaldo, Toulmin, and many others. The fact that adult education has taken for granted its epistemology is simply one expression of the fact that it has for the most part taken for granted the liberal culture that it grew out of. 

THE NEED TO RE-EXAMINE THE LIBERAL ROOTS OF ADULT EDUCATION

Several other considerations can be cited to support the conclusion that adult education needs to critically re-examine its liberal roots. 

One such consideration is the tendency to use unqualified language about learning and education, as if adult education is about any learning, any education, any training, whether it involves the Girl Scouts or the Ku Klux Klan. This is one reflection of what Michael Collins calls a "cult" of efficiency,  which pays little attention to ends (Collins, 1991, p. 2). The legitimation of the obsession with efficiency, technique and technology by appeal to the virtues of objectivity and neutrality involves a very selective use of liberal ideals. Objectivity and impartiality stripped of the larger vision and ideals of liberalism leads to barren discussion of means without consideration of ends, a reduction ad absurdum of the liberal ideal. If, as Collins argues, this cult of efficiency has reached crisis proportions, it suggests the need for a radical response, a re-examination of roots.

A further consideration is the challenge by Courtney and others to the individualistic, psychological paradigm that has tended to dominate adult education recently and the call for a more sociologically informed theory. This, I suggest, is evidence that some adult educators have begun feeling the inadequacy of some of the liberal assumptions that have shaped adult education, or at least the inadequacy of the way in which those assumptions and principles have been understood. The impact of Freire's critical pedagogy on adult education is another such indication of discontent with individualism. 

A final consideration has to do with confusion over the scope of adult education, its boundaries, its goals, its very definition. In one way or another various adult educators have pushed the boundaries of adult education out to the point where it is, to quote Courtney, "everything and everywhere, from Sierra Club weekends in the mountains to Graduate Business programs in the cities, from English language classes for new immigrants to politics for senior citizens, from mixology to mineralogy, from How-To-Be-A-Swinging-Single to How-To-Be-A-Single-Parent" (p. 127). 

The examples cited by Courtney involve organized activities. I am raising a more radical question, namely, the relationship of adult education to informal learning that goes beyond such organized labelled activities, that goes beyond even Allen Tough's individual learning projects to activities that could be considered adult learning or adult education but are not so labelled, such as counseling by psychologists, social workers, psychiatrists; to the learning that is an intrinsic part of other activities, experiences or relationships, such as "getting to know" another person or beyond that the learning that is involved in ongoing relationships with other persons, the learning that is part of knowing others over time; to the kind of learning that is involved in knowing oneself, self-understanding. 

In the opposite direction, I have suggested above that adult education should recognize the rich case material for understanding adult learning represented by those who are adult learners by profession, namely, scholars, researchers at universities, colleges, research institutes, etc. 

In other words, asking about the implications for adult education of the kind of epistemology I have described above pushes the question of the scope of adult education to what appears to be absurd extremes. If we extend the scope of adult education and adult learning as indicated what is not included? What are its boundaries?  How is it limited? 

I would argue, following Toulmin,  that a discipline is defined and delimited by its mission, its agreed-upon goals, its 'explanatory ideals' which are, in turn the basis for defining the problems of the discipline at a given point in time. 

Yet there is little agreement about the goals of adult education as a discipline. Statements of goals that can be found clearly reflect liberalism but equally typically tend to be too general to be useful in defining disciplinary boundaries or direction. Here again, it seems to me, is an indication of the need for adult education to undertake a systematic, direct, explicit, critical re-examination of its liberal roots with an eye to the goals that have shaped and formed it as discipline and as practice.

THE MISSION AND GOALS OF ADULT EDUCATION

Turning, then, to the question of the goals of adult education as discipline and as practice, what can be said in light of this discussion? 

Necessity of Judgement, Choice, Morality, Ethics

First, adult education must address ends, goals, mission. It cannot be content to focus narrowly on means. It cannot assume neutrality. Learning and education in and of themselves are not necessarily good. Children are not born racists. They learn racism. Furthermore, ends cannot be chosen by technical means. Choice of ends is a matter of judgement ultimately, a matter of the whole person, the whole collective body, technical, scientific, rational yes, but also political, moral, spiritual. To paraphrase Bertrand Russell, technique is not a substitute for virtue.
 It must take responsibility for its position. 

The necessity of defining goals and mission should be understood in the context of Stephen Toulmin's view that the crucial element in any collective discipline is "the recognition of a sufficiently agreed goal or ideal, in terms of which common outstanding problems can be identified" (p. 364). In other words, this is not a peculiar requirement placed upon adult education as a practice-oriented discipline. It is just as true of physics or any of the other physical sciences. 

Furthermore, adult education should follow Michael Collins in taking the lead against the reduction of education and learning to technique. However, a fundamental re-examination of epistemology along the lines I have indicated above is an essential component of such an attack, since narrowly technical understandings of learning and education have their roots in narrow definitions of knowledge and knowing. 

In this connection, it is worth taking note of the artificial intelligence enterprise, the apotheosis of technology. Comments by a contributor to and subsequent critic of AI is highly relevant. Joseph Weizenbaum, in Computer Power and Human Reason (1976), cites the claims of those who believe that there is no reason in principle why machines cannot be made that will think and understand like humans. The standpoint of such advocates is obviously related to the thinking of those who believe that learning and education can be reduced to technique. 
In his critique of such AI advocates, Weizenbaum, in the end, concludes that the questions raised by the artificial intelligence enterprise are ultimately "neither technological nor even mathematical; they are ethical. They cannot be settled by asking questions beginning with 'can.' The limits of the applicability of computers are ultimately statable only in terms of oughts. What emerges as the most elementary insight is that, since we do not now have any ways of making computers wise, we ought not now to give computers tasks that demand wisdom (p. 227).

This leads to a central conclusion of this paper regarding how adult education defines itself and its mission. It cannot afford to rest its understanding of learning and education and therefore its self-understanding and understanding of its goals and mission on definitions of knowledge and knowing that are so narrow they make concepts such as "wisdom" seem quaint or foreign. Adult education needs to base its self-definition and its goals upon a grounded epistemology.

The point here is that adopting the position of the objective, detached observer, while leading to new insights and knowledge not available any other way, is also, like any other position, a limiting one. One can see certain kinds of truth at the expense of other kinds. When emotions are eliminated from cultural descriptions of funerary rituals, for example, the result is distorted and limited, as Rosaldo points out. His account reconnects knowledge with the whole self of the knower, cognitive, emotional, ethical.  The knower is the "positioned" knower, socially, culturally, politically. It is the position of the knower, including that of the scientist, which is inherently limiting. Hence in considering the narrowness or breadth of adult education's epistemology I am not talking about cognitive and emotional aspects from a merely personal or individualistic or psychological perspective. I am talking about limitations imposed by institutional, social, political, economic, cultural situations and contexts. 

Repression, Denial, Blocks, Blinders

I believe that adult education in defining its mission must take more seriously the kinds of forces that can stand opposed, in any given situation, to knowledge and knowing, learning and education. For instance, adult education's own position as part of an originally optimistic liberal movement which believed in progress through education has caused it to neglect the force of denial as an obstacle or block to knowing and learning. 

One of the most sobering examples of denial involves incest. I would like to cite a personal anecdote which brought home to me the depth and scope of denial that surrounds this taboo subject. 
I once worked for a state child welfare agency as a member of a team responsible for investigating allegations of child abuse and neglect. A co-worker was assigned a case involving a teen-age girl who reported that her father had been molesting her for several years. In the course of the investigation the worker learned that the family was already involved in counseling with a psychiatrist. She reported the allegations to the psychiatrist and with court approval a decision was made to permit the father to stay in the home as long as the family continued to see the psychiatrist. 

Some time later, the girl reported that the abuse had resumed and the father was removed from the home. Imagine the shock of the worker when she was told by the girl that the psychiatrist had not once brought up the subject of the sexual abuse in the counseling sessions!

This is an extreme case without a doubt. However, experts have found that the typical pattern of behavior in such cases is for everyone involved to deny what is going on, starting with the victim herself, the spouse, the perpetrator, and other family members if told. I personally investigated cases in which the victim reported the abuse to her mother and was told to stop telling lies about her father. It is not unusual for adult victims of incest to repress all memory of the abuse until something occurs to bring the memories back. 

The impact of such massive social denial on a victim's capacity for mature self-understanding or intimacy with another person can be devastating. 

The dynamics of denial in the case of incest are not strictly personal and individual. They are collective and social, beginning with the family and including, as in the case of the psychiatrist cited above, even professionals. No one likes to think about or talk about incest. 

Sexual abuse is a social problem in another sense, namely, that it involves such institutions as the church and, of course, child care agencies and even organizations such as the Boy Scouts. And the lengths to which institutions such as the church will go to deny and cover up when there are allegations to a member are staggering.

When Blinkers Become Blinders

Individual or group denial of experiences considered shocking, unthinkable or taboo such as incest may appear to be an extreme example of forces which can hinder or block or oppose knowing and learning. Choosing not to know, or not to see, however, is common. Ignorance is not merely due to lack of opportunity or lack of capability to learn. It is often a matter of choice, sometimes a deliberate refusal to learn or know. 

Such choices are related to the role played by our basic beliefs in shaping how we view the world. Liberalism, with its belief in rationalism, has tended to neglect the inescapable role of belief in perception and learning as well as the corollary, the inevitably selective nature of the way we view the world. 

To illustrate this I would like to cite a study of corporate decision making by an economist, Peter Earl, called The Corporate Imagination (1984). One reason for citing this study is to make it clear that we are talking about institutions, not just individuals. 

The focus of Earl's study is how big companies make mistakes. One of the major causes of corporate mistakes is their inevitably "blinkered" view of the world (p. 41). In order to take action a corporation, like an individual, must adopt a set of assumptions about an uncertain and indeterminate future. Two points are important. One is that a manager must commit corporation resources on the basis of such a set of assumptions even though they are not absolutely certain. Secondly, a belief about the future as a basis for action brings certain things into focus and filters other things out. 

Earl uses a variety of terms to describe a manager's set of assumptions about the future. He distinguishes, for one thing, between the "core" beliefs and policies which characterize the "self-image" of the firm, on the one hand, and those principles, policies, assumptions, which the manager is prepared to modify in the face of change. The former he calls "dogma." They constitute a "paradigm," a "world view." Earl sees close parallels between the structure of corporate revolutions and the structure of scientific revolutions as described by Kuhn. 

What I want to focus on is how the blinkers become blinders. The blinkering or filtering effect of a world view is a positive and necessary basis for action. It serves to focus attention, to focus resources, to direct an organization's resources in a consistent manner and in a common direction. Likewise, commitment to the imagined scenario about the future is essential, even in the face of contradictory information. A manager cannot be "scanning all relevant possibilities continuously" and cannot be questioning the basic assumptions in response to every contrary indication. 

Thus a manager commits corporation resources on the basis of a view of the future which cannot be certain. Such a commitment invests the viewpoint with the character of a belief system demanding loyalty. Along with the material investment there is a personal investment and even identification with the set of guiding assumptions and beliefs. 

Taking this a step further, if circumstances do change significantly so that it would be appropriate to question the core beliefs, those very beliefs have become part of the frame of reference involved in assessing the need for change. "Dogma precedes criticism, but criticism itself is not independent of dogma. When a manager learns something about her business environment, she revises her earlier theories about it in the light of what she has seen. But her perception is selective. What she sees happening depends on what she is looking for, on the constructional templets she lays over the world. Experience is inevitably theory-laden" (p. 60. Emphasis added). 

The net result of all this is that it often becomes impossible for a corporation to "see" changes for what they are and respond accordingly. They fail to ask the right kinds of questions (p. 92). They become afflicted with "tunnel vision" (p. 93). They "shut their eyes" to problems that threaten their "world view." Subordinates who challenge the corporate stance frequently find themselves disciplined or even fired (p. 97). Learning becomes impossible (p. 62). 

Of course this is a much larger issue, involving not only individuals and corporations and other organizations and institutions but the state. Individuals and institutions with power can seek to impose their "beliefs", their vision, their knowledge upon others by limiting access to alternative viewpoints, and through other, more subtle and indirect means of control. Such limitations and blocks can be and are imposed by educational institutions themselves, including adult education institutions.
 One result is that minorities, for example,  feel "invisible" to the larger society. 

Religion and Meaning

The reference to the role of beliefs and dogma in Earl leads to the subject of religious and spiritual knowledge, another kind of knowing which adult education, under the influence of its founding liberalism, has tended to neglect or treat in narrow ways. The concept of lifelong learning is a banality if it does not include reference to the ways in which humans crave meaning in life and, concomitantly, how humans confront death and evil. 

It has become abundantly clear that the modern age has not done away with religion, that rationalism has not swept away belief, that modern technology has not eliminated death or evil or the spirit. On the contrary! 

On the other hand, it is equally clear that religion, like any other cultural creation, is both a killing and a healing force. Liberalism is right to be wary of the excesses of religious fanaticism. A touchstone for defining spirituality can be found, however, in Natan Sharansky's Fear No Evil.
  This moving story tells of a ten-year attempt by the KGB to break Sharansky's spirit. No physical torture was used. It was spiritual warfare - that is the only way to describe it - between one man and the Soviet state. 

Adult education, as one of the heirs of liberalism, cannot afford to be silent in the face of the resurgence of intolerant fundamentalisms world-wide, for example. It cannot take for granted that bigotry, intolerance, racism, fascism, obscurantism, or totalitarianism are going to fade away. 

Lifelong learning has its origins in curiosity, wonder, and awe and is sustained by a lifelong awareness that we are surrounded by mystery. Out of the evil of the Holocaust one survivor, Elie Wiesel, testifies that "the essence of man is to be a question, the essence of the question is to be without answer"
 

CONCLUSION: THE "BORDERLAND" 

What emerges from these reflections as the focal point of interest is the heavily charged boundary between inner and outer, private and public, individual and social domains. Courtney proposes a sociological paradigm for adult education in place of the psychological paradigm. He proposes a "shift away from the notion of learning as an internal, invisible, cognitive, knowledge- or skill-oriented activity, a conception which is the legacy of twentieth-century psychology because it seems little related to the idea of participation in its fullest sense, a sense which inevitably contains the concept of community and social involvement" (p. 155).

It would be a misunderstanding to interpret Courtney to mean that the internal should be thrown out altogether, as is evident from his next remarks on the concept of change. Here he makes it clear that he is proposing a concept of learning that involves both inner and outer. His critique of earlier notions of learning is that they are partial in their conception of what I would call interiority. "Are we talking about a mere change in understanding, knowledge or skill?" he asks. "Potentially, are we not talking about a change in personality, in the organization of the ego, in the individual's way of construing of him- or herself, and especially are we not talking about changes in the social and political environment within which the learner as actor endeavors to effect the lives of others" (p. 155).

Courtney clearly has his eye on both sides, both territories, both lands though his focus is upon the social. I believe his remarks can be fairly interpreted as supporting a call to do justice to the total self, the total person, not just the cognitive or the technical, on the one hand, as well as the total institutional, organizational, societal, economic, and political position or situation of the person, on the other. 


But we cannot think in terms of psychology, on the one hand, and sociology, on the other. It is the "borderland" itself between the psychological and the social, between "change in personality" and "changes in the social and political environment", that is the necessary focal point for adult education research, a territory electric with interest, unexplored, rife with misunderstanding, confusion, mystification, charged with conflict between inner and outer. 

This borderland is a crossroads, not a wall. It is where action occurs, where adult education practice occurs.
If we extend the metaphor in the direction of movement and influence, we can talk about influence from the outside upon the individual. As such it can be education, but it also can be propaganda, brain-washing, advertising, or more subtle forms of influence and control of attention. We can also talk about movement in the opposite direction, from the inside upon the outside, the projection of a vision, an individual way of seeing and interpreting things upon others, inquiry, discovery, imagination, learning, knowing, experiencing the world, others, oneself even. 

The mission of adult education as inquiry is to understand adult education as practice.  As a discipline, then, adult education needs to be based upon an epistemology of action, an epistemology of the borderland, of the crossroads. 

To do justice to the charged interdisciplinary nature of its object of inquiry adult education as inquiry needs more case study, which can do justice not only to the multiple dimensions of action but can do justice to specific contexts, cultural, social, political, psychological, and can do justice to change, to history, to the living, moving, active, dynamic character of all action. 

Liberalism itself is born of concern for this borderland, that is, concern for the individual over against the state, and the possibility of society over against the full rights of the individual. Liberalism charges education with a crucial role in effecting a successful interdependence between individual and public interest. Adult education came out of this political soil and received its marching orders from what was, first of all, a political and social theory, a theory about the relationship between the individual and society. Through education society will maintain an informed citizenry - over against the potential encroachments of the state. This is the original political context of liberalism's appeal to reason and science as objective sources of legitimacy.

When the ideal of objectivity is lifted out of this original context it becomes a neutral, detached place outside the body politic. This leads to a distortion of liberalism and of liberal education. 

Such education leads to conforming rather than critical citizens. It can lead to individuals who interpret self-interest in selfish terms rather than in terms of the interdependence of the self and the other. It can lead to uniformity rather than respect for difference and singularity.

There are voices within adult education that have recognized the need to go beyond this sort of liberalism as regards the political and institutional side of the borderland. The power of social and political institutions to control knowledge, not only in direct and obvious ways such as censorship, but even more effectively through indirect means, has been described in a seminal paper by Thomas Heaney, who also explores the implications of this for adult education research. Indeed, Heaney's paper is of fundamental importance to adult education. 

On the other side of the borderland, the side of the person, the individual, the psychological, the side of interiority, there is also a need to go beyond liberalism to a deeper sense of personhood. But it is the borderland itself that must be the focal point of attention. 

Understanding of the social, political, institutional issues of knowledge, education and learning in relation to power requires a richer treatment of the total person, the total self, the total reaches and dimensions of consciousness and interiority. But the opposite is true at the same time. Personhood cannot be reduced to a universal. Personhood cannot be divorced from social, political, cultural, racial, and gender differences. 

Outside there is not only the state, there is the other, the other as person, the other as stranger, the other as different, different in power, in culture, in race. One sense of objectivity means the ability to go outside ourselves not to some neutral, detached position but to put ourselves in the position of another, to see ourselves as that other sees us. That is one meaning of critical thinking. The intent behind the quest for objectivity is to dispel illusion, to do battle with our capacity for self-deception, self-justification, self-righteousness, hubris, and in this sense to pursue truths. In this we cannot afford to do without any weapon that offers itself to hand, whether it is logic, scientific method, statistical research methods, thickly descriptive case study, or any other tool. 

A recent study of imagination and individuality in Locke's political thought points out that one side of liberalism "is deeply suspicious of that which smacks of being fundamentally different" (Mehta, 1992, p. 172). As a result, "individuality in Locke can become, as indeed it has become in so many liberal societies, the expression of a stance toward oneself and the world in which the willful, the eccentric, and the mysterious have all been carefully sanitized and calibrated - and through such a process rendered free, rational, and equal. In a world that is, once again, exploding with ethnic, gender, national, and subnational commitments, such an outlook may be an expression not only of weakness but, equally important, of an outmoded complacency in which one naively presumes that all differences will become familiar (Mehta, p. 174).

We need an epistemology of the positioned subject; an epistemology that recognizes our interdependence on one another's ways of seeing that will never be reduced to a common denominator; an epistemology that acknowledges that we are surrounded by mystery, including the mystery of one another; and calls us, therefore, to a lifetime of learning, a learning which takes many forms, from wonder and awe, to drudgery and hard work, to bitter, vicious conflict. 
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APPENDIX A

An ERIC search of "epistemology and "adult" turned up seventeen references of which the following are noteworthy. I have not had an opportunity to look them up. 

Thomas,‑Alan, Ed.; Ploman,‑Edward‑W., Ed., Learning and Development: A Global Perspective. Symposium Series 15.

CS: Ontario Inst. for Studies in Education, Toronto. 1986

Ontario Institute for Studies in Education, 252 Bloor Street West, Toronto, Ontario, Canada M5S 1V6 includes a paper entitled "Towards a New Epistemology of Practice: A Response to the Crisis of Professional Knowledge" (Donald A. Schon).

Stephen Brookfield, "Developing Criteria for Formal Theory Building in Adult Education," Adult‑Education‑Quarterly, (42)2, 79‑93 (1992).Types of criteria for the development of formal adult education theory are (1) epistemological (ways in which categories of knowledge are judged to be intellectually sound); (2) communicative (necessity for a theory to communicate tenets clearly to practitioners); and (3) critically analytic (way in which a theory invites scrutiny of its central propositions).

Emery,‑Merrelyn, Ed.,Participative Design for Participative Democracy. Australian National Univ., Canberra. Centre for Continuing Education. 1989, Centre for Continuing Education, Australian National University, GPO Box 4, Canberra, Australian Capital Territory 2601 ($25.00 Australian). This four‑part volume addresses design principles for introducing democratic forms in workplaces, educational institutions, and social institutions, based on a trend toward participative democracy in Australia. Following an introduction, part I sets the context with two papers: "The Agenda for the Next Wave" and "Educational Paradigms: An Epistemological Revolution."  The book's contributors are Merrelyn Emery, Fred Emery, and Allan Davies. 

Bedard,‑Rene, Ed., Proceedings of the Annual Conference of the Canadian Association for the Study of Adult Education = Les actes du congres annuel de l'association canadienne pour l'etude de l'education des adultes (8th, Cornwall, Ontario, June 1‑30, 1989). Canadian Association for the Study of Adult Education, Guelph (Ontario). 1989. Among the papers of this conference is one entitled  "Epistemology, and Professional Practice" (Selman); 

Holzman,‑Michael, Ed.; Connolly,‑Olga, Ed.,Workplace Literacy. Essays from the Model Literacy Project. California Conservation Corps. Sacramento.; University of Southern California, Los Angeles. 1986.  Includes a paper entitled "Epistemology of the Oppressed" (Emily Hicks)

Barer‑Stein,‑Thelma, Participation in Crosscultural Settings: A Theory of Learning as a Process of Experiencing Difference, 1985.

Paper presented at the National Adult Education Conference (Milwaukee, WI, November 8, 1985). A microfiche copy of the dissertation upon which the paper is based is available from Theses Division, National Library of Canada, Ottawa, Ontario.

This paper focuses on aspects of a process of learning (participation) that emerged in a study of crosscultural experiences. As a phenomenological work, this study brings attention to the possibility that how adults learn in everyday life may actually be a process of experiencing the difference between what is familiar and known, and that which is unfamiliar and therefore unknown. 

Facundo,‑Blanca, Issues for an Evaluation of Freire‑Inspired Programs in the United States and Puerto Rico, Latino Inst., Reston, Va., 1984. This report describes attempts by predominantly Latino proponents of his theories to develop "liberating education" (educacion liberadora) in the United States and in Puerto Rico.  Section 6 addresses the problem of evaluations required by funding sources and their relationship to ontology and epistemology. 

Dubell,‑Folke, Ed.; And‑Others, Research for the People‑‑Research by the People. Selected Papers from the International Forum on Participatory Research (Ljubljana, Yugoslavia, 1980).

Linkoping Univ. (Sweden). Dept. of Education.; Netherlands Study and Development Centre for Adult Education, Amersfoort (Netherlands)., 1981. Originally presented at a forum on participatory research, these theoretical papers and case studies represent an effort to place the overall work of participatory research within the larger theoretical context of research methods, education, and structural change. Included is a paper "Science as Human Behavior: On the Epistemology of the Participatory Research Approach," by Jan de Vries. 

Kazemek,‑Francis‑E. Epistemology and Adult Literacy: An Experientialist, Pragmatic Perspective. 1983. 


APPENDIX B


BIBLIOGRAPHICAL ESSAY

On Toulmin see K. Knorr-Cetina, The Manufacture of knowledge, 1981, Oxford: Pergamon Press and P. Wood, Philosophy of Science in Relation to History of Science, 1983. In P. Corsi and P. Weindling, eds., Information sources in the history of science and medicine, 1983, London: Butterworths. All cited by Struan Jacobs 1989. 

     �One indication of a new kind of attention to epistemology is the collection of essays in Feminist Epistemologies.


     � Stephen Toulmin warns at the outset of his study of human understanding of the "continual risk of being trapped in an intellectual hall of mirrors" (1972, p. 2).


     �The National Aeronautics and Space Administration invented the term "mascon" to refer to a "massive concentration" of matter below the lunar surface after it was observed that the gravitational pull on a satellite was stronger in some places than in others. I owe the discovery of this word to Stephen Henderson, Understanding the New Black Poetry, New York: William Morrow, 1973, p. 44.


     �One outcome of this interest has been the creation of a new field, cognitive science, with participants from philosophy, psychology, computer science, linguistics, anthropology, and neuroscience. See Gardner, 1987. For an extremely important critique of the "cognitive revolution" by one of its founders, Jerome Bruner, see his Acts of Meaning. Bruner argues that the original revolution has been diverted, "technicalized." His essay is the beginning of work on "a renewed cognitive revolution" concerned with "meaning-making."


     �Thomas Kuhn's impact on the academic landscape is one indication of this near universal attention (Kuhn, 1962). 


     �Rosaldo's discussion of different and even incommensurable perspectives derived from participants occupying different positions should be compared with Heaney's discussion of "the dissimilarities of diverse and divergent perspectives" deriving from "binocular vision" (Heaney, 1982, p. 25). Compare also Rosaldo's concept of the "double vision" (Rosaldo, p. 127). 


     �A critique of Toulmin's epistemology can be found in Hahlweg and Hooker, eds., Issues in Evolutionary Epistemology, 1989, ch. 17, by Struan Jacobs. Most of this chapter is an exposition of Toulmin's position, with a short critique at the end. Jacobs criticizes Toulmin's theory as not being truly evolutionary, on the one hand, and not avoiding relativism, on the other. 


     �One enormously significant exception to the generalization that adult education has taken epistemology for granted is a lecture by Tom Heaney delivered in 1982 to the Midwest Research Conference in DeKalb, Illinois, entitled "Politics of Explanation: The Ongoing Human Quest for Power." I am not aware of any subsequent discussion of this paper. Neither the International Encyclopedia of Education, nor the International Encyclopedia of Higher Education have an entry under "epistemology," though under "philosophy of education" such philosophers as Piaget, Kohlberg, Habermas, Freire, etc. are discussed. Results of an ERIC search of the last ten years under the headings of "epistemology" and "adult" produced seventeen listings. Some of these are listed in Appendix A of this paper. 


     �Education is not only based upon, it also transmits or teaches an epistemology. According to Courtney education in modern society transmits an attitude towards knowledge characterized by "a belief in objectivity, and an obedience to neutrality" (1992, p. 146)


     �In The Technological conscience, Manfred Stanley suggests that a "libertarian technicist" society may well be the "heir of liberalism" (p. 32). To the extent that adult education is being swept up by the cult of technique it is contributing to this prediction. But this would be a betrayal of the humanistic side of the liberal vision.


     � Bertrand Russell, Icarus, or, the Future of Science, 1924, cited in Ezrahi, 1990, p.4). The original quote is "science is not a substitute for virtue."


     �Phyllis Cunningham speaks of the importance of "contextualizing" education in "life processes," of the "grounding of education in the context of the economic, social, and political forces particular to the educational experience" (1992, p. 182)


     �See especially Heaney, 1982.


     �Sharansky, 1989


     �Elie Wiesel, 1970, cited in Estess, 1976, p. 19). 
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